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Let me begin by thanking Professor Sugai for honouring me with an invitation to present the
inaugural Ogata Naoka Lecture. [ am delighted to be able to make this presentation to an audience that
undoubtedly contains some of Japan’s future educaticnal leaders.

This is my second visit to Sendai and, [ think, my seventh to Japan. My wife and I have many
professional Jinks with scholars in your country, such as Associate Professor Shinichi Watabe, whom
I would like to thank most sincerely for his excellent arrangements for our visit. We also have a close
personal interest in your country for our sen and his Japanese wife and Japanese-New Zealand
daughter presenlly live here.

In today’s lecture, I will briefly describe the New Zealand society, its education system and
provide a more detailed outline of its special education system. As I believe that New Zealand has one
of the most inclusive education systems in the world, I will make particular meotion of this aspect,

The following paper represents a greaily expanded version of my leciure. it draws upon several of
my earlier writings, including Mitchell, 1987, 1997, 1939, 2000, and a report I submiited to the
project, Comparative Study on Integration, at the Hong Kong Institute of Education in September
1999.

Introduction

New Zealand is a one-chamber parliamentary democracy with a monarchy as the nominal head of
Govemment. Its population of 3.8 million people live in a country about the area of the British Isles or
two-thirds the area of Japan. The ethnic identities of students in schools are as follows: European
{mainly British extraction); 65%; Maori 20%; Pacific Island 7.2%; Asian 6.6%)

In recent years, New Zealand has more explicidy recognised that the Treaty of Waitangi, which
was signed by the British Crown and the Maori tribes in 1840, shounld be honoured. As a consequence,

'"The paper takes no account of recommendations in an extensive review of special education policies
carried out in late 2000 which, at the time of writing, were being considered by the govermnment.
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bi-culturalism is increasingly being pursued in all facets of society - not least of which in education.

Education is compulsory for all students aged 6 to 16 years. In practice, almost all children
commence their schooling on the day of their fifth birthday, while 85% of 16-17 year-olds, 63% of
17-18 year-olds and 16% of 18-19 year-olds continue with their schooling. During the compulsory
cducation period, there are three main ticrs of schools: primary schools (5-11 year-olds), intermediate
schools (12-13 year-olds) and secondary schools (14-19 year-olds). Some schools, usuvally in rural
areas, retain intermediate-age students as an integra) pan of a full primary school and some, called
‘area schools', provide schooling for all three levels in the one school. There are high participation
rates in preschool education, with 99.5% of 4-5 year-olds, 90.3% of 34 year-olds, 55.9% of 2-3 year-
olds, 34.8% of 1-2 year-olds, and 13.6% of children under 1 yecar-old enrolled in some form of carly
childhood education programme.

Any analysis of New Zealand's special education system must be embedded in the broader
framework of the national education system - a system that has undergone dramatic change since
October 1989. These reforms are similar to those that have occurred or are in process in many other

countries, hut have gone further and faster than in most, Some of the key elements include:

(a) the separation of policy, regulatory and delivery functions in education;

(b) a shift from the use of input controls to a reliance on quantifiable output measures and
performance targets;

(c) the reduction of public monopolics; and

(d) a shift of responsihility for the govermnance and management of learning institutions (e.g.,

schools) from the centre to elected boards of trustees responsible for individual institutions.

For the most part, these reforms were expressed in the Education Act 1989 and had carlier been
outlined in the Picot Report (Taskforce to Review Education Administration, 1988) and in a
Government document, Temorrow'’s Schools (Lange, 1988). They were based on five fundamental
principles of equity, quality, efficiency, effectiveness and economy.

When applied to the education system, these principles resulted in the following:

» The institution (c.g., a school}) is the basic building block’ of educational administration, with
control over its educational resources being used as it determines, within overall guidelines set
by the Minister of Education. Unlike Japan, where there are four tiers of administration
(national, prefecture, municipality and school), in New Zealand no intermediate bodies exist
between the Ministry of Education and the individual school. Indeed, the 1989 reforms
abolished the 12 education boards that used to serve at that level.

* The instinution is run as a parinership between the professionals and the particular community
in which it is located. Boards of trustees, with governance responsibilities, are the mechanism
for this partnership. In primary and intermediate schools these boards comprise elected parent

represeniatives, one elected staff representative and the principal. As well, secondary schools
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and schools with a secondary componcnt are required to have a student representative. Schools
may co-opt up to four persons, having regard to the type of skills needed to function effectively,
the ethnic and socio-economic composition of the school's student body and the country's
gender balance.

* The institution sets ils own objectives, within the overall national guidelines set by the Minister
of Education. These objeclives should reflect the particular needs of the community in which
the school is located and should be clearly set out in the institution's charter which acts as a
contract between the institution and its community, and between the institution and the
Minister.

* The Ministry of Education provides policy advice to the Minister, administers property, and
handles financial flows and operational activities.

» Each institution is accountable for the Government funds it spends on education and for
mecting the objectives set out in jts charter. To ensure that this accountability obligation is met,

the Education Review Office reviews leaming institutions every three years.

Schools' Obligations to Students with Special Education Needs
As far as students with special education needs (hereafter referred to as SSEN) is concemned, the
Tomorrow’s Schools reforms dispersed responsibility among the above agencies, all under the general

overview of the Minister of Education.

School Charters
The boards of trusizces of all government schools are required to include the following goal in their
charters:

To enmhance leaming by ensuring Lhat the school's policies and pmctices seek to achieve equitable
outcomes for students of both sexes; for rural and urban students; for students from all religions, ethnic,
cultural, social, farmnily and class backgrounds and for all students, irrespective of their ability or disability.
(Depantment of Education, 1989, p. 10)

The Ministry of Education is responsible for ensuring that this objective is appropriately addressed
in schools’ charters and the Education Review Office is responsible for seeing that schools meet the
objective.

As well as the above requirement for school charters, there are several official statements relating

to New Zealand schools' responsibilities towards SSEN;

Section 8 of the Education Act 1989
The Education Act 1989 specifies that "people who have special education needs (whether because
of disability or otherwise) have the same right to enrol and receive education at state schools as people

who do not.” Under this legislation, a]l students between the ages of 5-19 years are entitled to free
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corolment and education in any statec school. The exceptions cnvisaged are when the Sccretary of
Education agrees with a student's parents that a student should be enrolled at a particular state school,
special school, special class, special clinic or special service. The Sccretary also retains the right to
direct the student's parents to so enrol the student. In such circumstances, parents have the right to
have such a directjon reconsidered through a system of arbijtration. In fact, only three such directions

have occurred since 1989.

Section 57 of the Human Rights Act, 1993

This prohibits educational cstablishments from refusing or failing to admit a student with a
disability; or admitting such a student on less favourable terms and conditions than would otherwise
be made available, except where that person requires special services or facilities that, in the
circumstances, cannot reasonably be made available. What constitutes ‘rcasonable’ in this clause has

yet to be defined.

National Education Guidelines
These Guidelines, among other things, require each board of trustees, through the principal and
staff, to:

* analyze bamiers to leaming and achievement;

* develop and implement straiegies which address identified leaming needs in order to overcome
barriers to students’ learning;

* assess student achievement, maintain individual records and report on student progress

(O'Rourke, 1993, p. 3).

New Zealand Curriculum Framework

New Zcaland has a single national cummiculum for primary and secondary schools. At the preschool
level, there is a complementary national curriculum. At both levels, the notion of an inclusive
curricnlum means that there is one curricalum for all students, rather than one curriculum for students
in the general education system and another for SSEN. This philosophy is made clear by the Ministry
of Education in its 1993 (pp.6-7) statement that:

The New Zealand curriculum applies to all schools including kura kaupapa maori and special education
schools; all students irrespective of gender, ethnicity, belief, ability or disability, social or cultural
background or geographical Iocations.

And further:

the school curriculum will provide leaming opportunities which will enable all students to achieve the
learning objectives to the best of their abilities.
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This document contains the following siatement that is of particular relevance to SSEN:

The school cumiculum will recognise, respect, and respond to the educational needs, experences,
interests and values of all students: both female and male students; students of all ethnic groups; students
of different abililies and disabilities; and students of different social; and religious backgrounds.
Inequalities will be recognised and addressed. All programmes will be gender-inclusive, non-racist, and

non-discriminatory, to help ensure that leaming opportunities are not restricted.

It is acknowledged, however, that individual smdents will develop the National Curriculum's
essential skills at different rates and to different levels of achievement. The challenge is to ensure that
all sudents have positive learning experiences and achieve to the best of their abilities.

A curricular adaptation may be considered as any adjustment or modification in the environment,
instruction, or materjals used for learning that enhances or allows at least partial participation in an

activity. It is generally recognised that adapiations are possible in the following areas:

* the environment;
* materials and equipment (including technology);
* curriculum content; and

* assessment procedures.

A curricular adapiation may fulfil one or more of the following functions:

» it assists the child to compensate for intellectual, physical, sensory or behavioural challenges;

* it allows the child to use his or her current skill level while promoting the acquisition of new
skills;

* it prevents a mismatch between the child’s skills and the general education lesson;

* it reduces the level of abstraction of the information; and

¢ it creates a match between a child’s leamning styles and the teaching styles used.

In making decisions about adapiations, the following factors can be considered:

* ensure that as far as possible, SSEN participate in the same activities as other children;

» adapt the environment and instruction before adapting the content;

* introduce adaptations that allow students to participate independently as far as possible; and

* consider how the adaptation will be useful over time and across activities.

Finally, curricular goals can be modified by:
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setting individual achievement objectives;

teaching the same content, but a less complex leve] of skill, in the same task;

ensuring that there is a functional or direct applications of the skills taught;

adapting skill sequence with a focus on the end product rather than the sub-skills; and

ensunng that alternative activities are similar or related to the curricular content of the class,

are activity-based, are meaningful, and are age-appropriate.

Special Education Policy Guidelines

Released by the Minister of Education in 1995, and republished with minor revisions in 1999,

these Guidelines are built around seven main principles, each of which carries implications for

practice in schools. Four of thesc arc summariscd below:

1. Young children and students with special education needs have the same rights to a high quality education

as people of the same age who do not have special education needs. This means, for example, that:

*

young children and students with special education peeds have access to the same range of age-
appropriate education settings as other young children and students;

there is a recognition of the legal rights of young children and students with special education needs to
enrol and attend school on the same basis as other learners; and

educators should have the skills and confidence to assist young children and students who have a broad

range of needs and abilities.

2. The primary focus of special education is to meet the individual leaming and developmental needs of the

young child and student. This means, for example, that:

the Individual Education Programme, which occurs within the context of the family..., education
setting and community, is the basis of programmes for young children and students with special
education needs;

schools and early childhood services adapt programmes so that young children ands students with
special education needs are included; and

professional development for regular and special educators, teachers aides and boards of trustees is

provided.

3. All young children and students with identified special education needs have access to a fair share of the

available special education resources. This means, for example, that:

national special education resources are distributed fairly to meet idemtified special education needs
wherever the young child and student is educated; and
decisions about individual resource needs are based on valid, fair apnd culturally appropriate assessment

praclices.

4. Partnership between students' families/... and education providers is essential in overcoming barriers to

learning. This means, for example, that:
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* information about the barriers to learning and the provision of resources is shared between families/...
and education providers;

+ full information is provided to families/... to cnable them to make sound education choices and to
participate fully in the enrolment, assessment, planning, programming, placement and monitoring of the
young child or student’s progress; and

+ families/... are able to have placement and other decisions reviewed (Minislrty of Education 1995,

1999).

Special Education 2000

In 1995-1996, a ncw policy, Special Education 2000, was introduced (Ministry of Education 1996).
As expressed by the Government, the overal] aim of this policy is to achieve a world class inclusive
education system that provides learning opportunities of equal quality to all students. More
specifically, the objectives are that SSEN will (a) achieve better leamning outcomes; (b) be welcome at
their local school; (c) benefit from schools having more flexibility in the provision of programmes; (d)
receive equitable levels of resourcing according to level of need, whatever their learning environment;
and (e) be able to attend the type of facility of their family’s choice, where there are enough
enrolments.

The provisions made for school-age students with special education needs are portrayed in Figure
1 and are described below. As can be seen in the figure, they fall into two groups: individually-
targeted resourcing for the 3% of students deemed to have high or very high needs for support and

schoo)-based resourcing for the 4-6% of students with moderate needs.

Figure 1. Special Education 2000 Framework for Schools
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Ongoing Resourcing Scheme

Special Education 2000 introduced a new approach to resourcing the 1% of students who are
estimated to need high or very high levels of support in order to cope with the national curriculum.
This is referred to as the 'Ongoing Resourcing Scheme' (ORS). Under it, students with high or very
high needs have a guaranteed and ongoing level of resourcing, imespective of the type of school in
which they are enrolled. This resource transfers with the students if they move to another school and
should thus aliow a much higher degree of choice of school by parents/caregivers. The scheme
replaces the previous system, in which categories hased on disabilities were used. In ORS, ‘ongoing’ is
defined as expected to be required throughout the school years and 'students with high and very high
needs' refer to those who require intensive support to assist their learning or 1o meet their personal
assistance needs at school,

Those with very high needs are defined as requiring one or more of the following:

» Total adaptation of all curriculum content (compared with similar-aged students withont
special needs). Students in this category will be learning largely through sensory exploration.

* Special assistance to cngage in all face-to-face communications. Students who meet this
criterion will be totally reliant on the assistance of a trained person for communication through
signing or through interpretations of body signals and/or vocalisations.

»  Specialist onc-to-one intervention at least weekly and/or specialist monitoring at least once a
month, together with daily special education support provided by others. This support must be
to assist with any or all of: personal care, mobility/positioning/transfers, and needs arising from

severe disorder of both language use and appropriate social communication.

These students will require a very high level of continuing intervention and monitoring provided
by specialists such as physjotherapists, occupational therapists, conductors, speech language therapists,
or psychologists. This intervention will he linked to daily care and supervision needs.

Students with high needs require similar, but sligbtly less intense levels of support to those with
very high needs. For example, whereas the latter require total adaptation of all curriculum content, the
former require significant adaptations of almost all curriculum content.

Students with high or very high needs generate staffing entitlements of 0.1 and 0.2 teacher
cquivalents, respectively, in addition to their general entitlement. As well, funding is available to
purchase support from paraprofessionals, specialists and therapists, with average amounts of
approximatcly $US3,250 and $US6,000 per ycar for students with high and very high needs,
respectively.

In order to be decemed eligible for ORS, a student must be nominated by an educator (registered
teacher, qualified early childhood educator or special educator) who, in collaboration with the
student's parents/carcgivers, completes an application form. An independent panel of ‘verifiers’

considers all applications, with some applications being randomly selected for more detailed auditing.
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Verifiers review each student included in ORS approximately every three years. Applicanis may seck
a review of the classification for a student at any time, usvally because of a significant change in the
student’s level of need. If a student’s parents or caregivers still disagree with the decision of the
verifiers, they may lodge an appeal under the provisions of Section 10 of the Education Act 1989,

Funds allocated for students in ORS arc managed in one of two ways. A school or a cluster of
schools that has 20 or more students with high or very high needs, can apply to be accredited to hold
the funds and purchase the services for those students, Where a school or cluster has fewer than 20
such students, it can seek the approval of the Ministry of Education to be the ‘fundholder.’ In all other
cases, the Specialist Education Service (see below) acts as the fundholder.

Initiative for Students with Severe Behaviour Difficulties

In 1997, a new approach to managing students with behaviour difficultics was announced. These
students are broadly defined as manifesting behaviour that is of such intensity, frequency, duration
and severity that it jeopardises or threatens the physical safety of the student or others; severely limits
the student’s access to ordinary settings; and interferes with the student’s social acceptance, sense of
personal well-being, and educational performance.

For those with severe difficulties, the initiative contained two clements. Firstly, Behaviour
Education Support Teams (BESTSs) are set up in a number of locations throughout the country. These
teams comprise specialists in behaviour management who are charged with reducing the incidence of
severe and challenging students’ behaviours in schools, increasing the positive participation in school
of such students and enhancing their learning cutcomes. They are to respond quickly to students in
crisis situations, where the resources of the school and the Resource Teachers: Leamning and
Behaviowr (RTLBs, see below) have reached their limits, and they are to assist teachers and school
boards to increase their skills in managing students with severe behaviour difficulties.

The second element is concerned with those cases where intervention by a BEST does not succeed.
In these circumstances, students may be referred to a2 Centre for Extra Support for short-term,
intensive programmes, A key objective is to flexibly implement programmes to meet individual
students’ behaviour and learning necds, with the aim of returning them to regular schooling. This is to
be done through regular liaison with the student's home school and with the involvement of
parents/caregivers. These Centres will also co-ordinate the students’ programmes with other agencics,

where appropriate. Students would remain in a Centre for a specified period of weeks or months.

Speech-Language Initiative

From 1998, the Ministry of Education has provided new funding to provide services for students
who have high and very high needs for speech-languape therapy, but who are not in ORS. This
initiative has three components. The first one is a national training programme for teachers. It aims at
providing teachers with information and skills to enable them to make informed management
decisions about students’ communication delays and disorders. The second component is the

continuation of the work of speech-language therapists with students in the classroom, in the home, or
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in speech-language clinics. The third component involves the introduction of Communication Support
Workers. These people work in classrooms with students who have severe speech-language delays,

under the guidance of speech-language therapists.

Special Education Grant (SEG)

In 1996, a Special Education Grant {(SEG) was introduced. This new scheme is designed to assist
students with learning and behavioural difficulties who do not qualify for support from other Special
Education 2000 initiatives. Qver the whole of New Zealand, it has been estimated that SEG should be
targeted at the 4-6% of students with moderate necds (compared with the 3% who have high or very
high needs who are separately funded through ORS, the Severe Behaviour Initiative, or the Speech-
Language Initiative), SEG is formula-driven. The formula is based on two factors: a school’s roll
numbers and the socio-cconomic status of its community. Although schools have discretion as to how
they use SEG, it is intended that it be used to provide addijtional assistance and resources for students

with special education needs.

Resource Teachers: Learning and Behaviour (RTLBs)

RTLBs provide increased support for classroom teachers to help them design and implement
appropriate programmes for students with moderate hehaviour and leaming difficultiecs. RTLBs are
special education teachers who provide advice and guidance to teachers in a cluster of schools and
have a high level of skill in developing programmes concerning students who are experiencing short
term behavioural and/or leamning difficulties. Their role may include direct teaching, particularly
demonstrating practices, strategies or techniques that regular classrcom teachers can employ to
provide appropnate learning programmes and behaviour management for individual students. RTLBs
work across a cluster of schools or in a single school as agreed by the cluster committee. They are
expected to respond quickly to direct referrals from schools concerming individual students, gather
relevant information, and assist teachers to plan an intervention programme and monitor progress. It is
intended that they will support their colleagues in modifying the curriculum, their teaching praclices
and their school systems. Eventually, RTLB positions will be distributed among schools in the ratio of

one to every 750 students.

National Contracts for Students with Moderate Sensory Impairments

In 1998, government announced a new policy for students with sensory impairments who are not
otherwise eligible for inclusion in QRS, but for whom it would not be reasonable to expect schools to
meet their needs through SEG. These students would normally have just missed out on being included
in ORS. Some will require support on an intermittent or regular basis throughout their schooling,

others may require intensive support for a short duration,

Services for Students with High Health Needs
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In 1998, government announced a ncw policy for students with high health nceds - students who
are abscnt from school for significant periods because of their need for medical treatment or because
of chronic illness. They may require support to make a iransition back into their home school. This
group would also include students with a psychiatric illness who are resident in a health-funded
institution. Threec regional hospital schools are responsible for governing and managing a teaching
service for students with high health nceds in their respective regions.

Students with Physical Disabilities

Also in 1998, government announced a new policy for students with physical disabilities who are
not otherwise cligible for inclusion in ORS, but for whom it would not be reasonable to expect
schools to meet their needs through SEG. These students would normally have just missed out on
being included in ORS. Some of these students will require support on an intermittent or regular basis
throughout their schooling. Others may require intensive support for a short duration.

Students with physical disabilitics would be cligible for inclusion in this programme if they require
support from an occupational] therapist and/or a physiotherapist beyond that which could reasonably
be expected from a school’s SEG.

Specialist Education Services (SES)

One of the major clements in the Government's restructuring of special cducation after the
introduction of Tomorrow’s Schools was the establishment in 1989 of the Special (now Specialist)
Education Service (SES). Its prime function is to provide advice, guidance, and support for students
with difficultics in learning or development. The SES brought together school psychologists, speech
and language therapists, adviscrs on deaf students and visiting teachers. It also took on a new range of
funciions to do with providing a comprebensive early intervention service for infants and preschool
children with special needs and their families. At the time of writing this paper, the role and structure
of the SES was under review. Four avtonomous regional centres each with 7-10 local cenires will

possibly replace it.

Identification, Screening and Placement of SSEN

Screening and identification procedures have undergone considerable change since the
introduction of Special Education 2000. In recent yecars there has been a major re-conceptualisation of
what is meant by ‘special education needs” in many countries. Since 1995, New Zealand has moved
from a model based almost entirely on disabilities to one hased on ascertaining students’ needs for
support to manage the national curriculum, This shift actually pre-dated Special Education 2000 in the
professional practices of many professionals who had to make decisions regarding placcments of

SSEN, but it was officially recognised in Special Education 2000 policies.

The main rcason for the shift centred on the growing awarcness that disahility categories hased

essentially on medical factors have limited utility for designing educational programmes. Just as
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students with similar disability labels can have quite diverse nceds, so too can students with different
disability labels have similar needs. Furthermore, in a system of labelling by disability, valuable
resources can be tied up in determining which category a student belongs to, with some students
inevitably ‘falling between the cracks’ and some belonging to several categories. Placements of
students with special education needs are ro longer exclusively dominated by facilities for various

disabilities, with many now being included in regular classes,

Psychologists in New Zcaland have generally moved away from strictly psychometric assessments,
with few using intelligence tests. Rather, psychologists operate as members of teams set up to
ascertain what educational and therapy supporis a student and his or her family requires. Their work is
primarily with students with high or very high needs and their focus is on developing IEPs. However,
schools may decide to use their SEG or other funds to ‘purchase’ the services of a psychologist (from
the SES or some private provider) to assess and or provide guidance for students with moderate
special education needs. Insofar that psychologists have input into providing information on what
resourcing is needed (through ORS), they are indirectly involved in placement decisions. Gone are the
times, however, when psychologists were the sole ‘gatekeepers’ for placements. These days, parents
have a considerable say in where their child with high or very high needs is placed, whetber it is in a
special school, special class, or in a regular class. Such placements are largely negotiated between the

parents and the relevant school, although professionals can become involved in the process.

Professional Development for Pri&cipals and Teachers

The notion that schools should become more inclusive permeates Special Education 2000. For this
to eventuate, Government recognised that teachers, principals and boards of trustees should be given
opportunities to gain a better understanding of their legal and professional responsibilities towards
SSEN. Accordingly, from 1998 to 2000, professional development programmes are being made
available to all schools in New Zealand. These programmes are aimed at supporting boards of trustees,
principals and teachers to {a) meet their legal and professional responsibilities with respect to SSEN,
(b) understand the principles and main provisions of SE 2000, and (c) develop effective school
policies and procedures to enhance the learning outcomes of such students. The Ministry of Education
funded a total of 12 professional development programmes to cover the 2,700 schools throughout the

country. I was a co-director of two of these programmes.

Early Childhood Special Education

Early childhood special education focuses on early intervention services provided for young
children with high or very high nceds. They are provided in the main by the SES (see below) and are
available in settings chosen by parents — early intervention centres, regular kindergartens or child care
centres, the child’s own home or combinations of these. In 1999, of all children enrolled in an early
childhood centres, 1.5% had Individual Development Plans. Of these children, 52% were corolled in

cducation and care centres (i.e., ‘child care centres’ or ‘day care centres’) and 38% were in
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kindergartens. The services provided for them include teaching advice, speech-language therapy and
education support through paraprofessionals (including teacher aides). Physiotherapy and
occupational therapy, where appropriate, are provided through health funding.

National Advisory Committee on Special Education
Another major 'player’ in the administration of special education is the National Advisory
Committee on Special Education. This committee was set up in 1995 to advise the Minister of

Education on special education policies. 1 have been a member of this committee from its inception.

The Evolution of Inclusive Education for Students with Special Education Needs

Historically, inclusive education for SSEN has gone through several phases, the speed and timing
of which reflecting a varicty of factors for different categories of student. Notwithstanding New
Zealand’s current move away from disability categories, I will use them for the purposes of this
section of my paper. See Miichell (1987) for an outline of the history of special education in New
Zealand.

Miid intellectual disability

In New Zealand, this group has progressed through three phases since the first specific educational
provision was made for them in 1908, From the outset, the ‘Chicago’ mode] of ‘ungraded classes’ in
regular schools, rather than the UK model of special schools, was adopted. The first such class was
established in a primary school as early as 1917, but it was nearly another half century (1962) before
the first was sct up in a secondary school. Some exceptions to this pattern of special classes were
present, with small numbers of students with mild intellectual disabilities (referred to as ‘backward
chiidren’) being placed in one of two residential special schools, provided that they also had manifest
behaviour disorders (the first such school was sct up in 1908). This pattern of provisions continued
through to around 1980, when special classes began to be converted into resource classes, with the
students spending varying proportions of their time in such classes and in regular classes. Since the
carly 1990s, in primary schools, this phase has propressively given way to a total inclusion model,
with students being placed full-time in regular classes and support being provided to their teachers by
special needs personnel. Under Special Education 2000, this pattem is likely to be reinforced, with
RTLBs playing a significant role. For the most pant, inclusive education for these students is now the
norm. Secondary schools, however, have lended to continue in the second phase — at Jeast in those

schools that have access to ‘Experience Classes’.

Moderate/Severe/Profound Intellectual Disability

Educational provisions for this (admittedly diverse) group of students have gone through several

phases. Up to the early 1950s, these children were invariably placed in institutions (New Zealand
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even coined a specific name for these institutions: ‘psychopacdic hospitals’), or were cared for in their
homes. They were deemed to be ‘ineducable’, or, if they were fortunate, may have been given the
apptllation ‘trainable’ - terms which are never used now. These discriminatory provisions slowly
gave way to recognition that community provisions should be made for such students. Initially (from
1952), these comprised ‘occupation centres’ set up by parents of ‘intellectually handicapped children’.
In the carly 1960s, the government took over responsibility for the occupation centres and, in
eventually these were recognised as schools. Paralleling these developments was the growing
recognition by society and government that institutional placements were discriminatory and resulted
in significant damage to the quality of life of the vast majority of their inmates. Since then, these
institutions have progressively become de-commissioned, the Jast one closing in 1999, and
community care has become the norm. School integration of these students commenced in the mid-
1970s, when the first special schools/units were located on the campuses of regular schools and there
were cxperiments in their students spending some lime in regular classes. My wife (Jill Mitchell) was
a principal of one such school and I carried out an evaluation of the project that showed very positive
outcomes. Since these early moves towards ‘locational integration’, there has been a steady move
towards setting up ‘satellite classes’ or units for students with moderate/severe/profound intellectual
disabilities in regular schools, with these students generally having opportunities for varying amount
of time in regular classes. In a growing number of cases, they are fully included in regular classes.
However, successive governments bave adopted the policy that parents shouid have the cboice of
placing their children in special schools and that these will continue to be available while they are
supported by enrolments. Thus, inclusive education for this category of students is permitted, but not

required.

Sensory Impaired

As in many countries, the deaf and the blind were the first categories of disability to receive
special education. In the first instance, these provisions took the form of residential schools for the
deaf (the first in 1880) and the blind (in 1891). The next phase saw the establishment of special
classes for the visually impaired and for students with hearing impairment (the first for ‘partially
hearing’ in 1955 and then for ‘deaf’ in 1960), with itinerant advisers to serve the respeclive categories,
These special classes eventually became converted to resource centres, with the students spending a
high proportion of their time in regular classes. The first such centre for visually impaired students
was set up in 1964 and the first for hearing impaired students at about the same time. These moves

have been paralleled by the gradual reduction of enrolments in the residential special schools.

Physically Disabled
In New Zealand, the majority of students with physical disabilities have for some time been
educated in regular classes. A range of specialist provisions has complemented this pattern. Thus, in

1937, a residential institution for children with poliomyelitis was established, and in 1949 by the first
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special schools for students with cerebral palsy was formed. In 1971, the first primary school class for
‘physically handicapped’ students was established, these students spending some of their day
intcgrated with children in regular classrooms. This was followed in 1977 by the first class for
physically handicapped sccondary school students. Since then, there has becn an increasing trend for
students with moderate physical disabilitics to be educated in fully inclusive senings. Those with
more scvere physical disabilities are generally educated in special classcs or special schools, with
varying periods spent in regular settinps.

Behaviour Difficulties

For the most part, students with behavioural difficulties have been educated in regular ciasses,
with assistance provided by various specialists. For example, in 1973, the first ‘activity centre’ was
set up to help ‘disturbed’ children at selected secondary schools while, in 1975, the first * guidance
unit’ was set up, with the primary focus on helping ‘maladjusted’ children through a team approach
directed at the child in his or her own classroom. Exceptions to regular classes include placements in
residential schools (when the student also had a mild inte]lectual disability — sec above), in dedicated
residential schools (the first in 1960) and in classes for ‘maladjusted children’ (the first in 1959).

Under Special Education 2000, there are three elements of provisions for students with behaviour
difficulties. The first is in-school support and guidance provided for teachers by RTLBs. The second
clement is directed at children with severe behaviour difficulties and involves the seting up of
Behaviour Education Support Teams (BESTS) in a number of locations throughout the country. These
tcams comprise specialists in behaviour management. They are charged with reducing the incidence
of severe and challenging children’s behaviours in schools, increasing the positive participation in
school of such children and enhancing their leaming outcomes. They respond quickly to children in
crisis situations and assist teachers and boards to increase their skills in managing children with
difficult behaviours. The third element involves the establishment of Centres for Extra Support. These
facilities provide short-term intensive programmes for the small number of children with severe
behaviour difficulties who cannot be managed in their schools. A key objective is to flexibly
implement intensive programmes to meet individual children's behaviour and leaming needs, with the
aim of returning them to regular schooling. This is done through regular liaison with the child's home

school and with the invelvement of parents/caregivers.

Training for Teachers of SSEN in Regular Classes

Under Section 124A of the Education Act 1989, the Teacher Registration Board (TRB) is required
to determine whether or noi a person is satisfactorily trained to teach. The TRB has issued guidelines
that should be met by teacher education providers. It is noteworthy that these guidelines make no
mention of SSEN or to inclusive education, aithough they do cover relevant generic skills. These

include the requirement that programmes must aim to develop abilitics in students to, inter alia:
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* cffectively facilitate leaming in others;

* understand basic theories which inform our understanding of children, the processes of lcarning
and teaching and the social factors which influence these;

* understand, assess and develop a learner's progress and evaluate and review their teaching;

= fulfil accountability requirements through systems of assessment and reporting to parents;

+ satisfy all essential learning areas, essential skills and relevant attitndes and values required for

the New Zealand Curriculum for primary and secondary teaching. ..

In practice, most teacher education providers include at least one mandatery course (out of around
20 courses) on topics directly related to SSEN and usually have options available for students to study
topics in more depth or with some degree of specialisation. In my own University, for example, the
primary pre-service teacher education programme has a compulsory course on 'Inclusive Education’
and two courses available as options - one on Educating Learners with Special Needs and another on

Educating Gifted Learners.

Training of specialist support staff
Specialist support staff include the following:
* Psychologists
* Speech and language therapists
* Physiotherapists
« RTLBS

* Hearing advisers

Four colleges of education offer specialist, one year, postgraduvate training programmes for
experienced teachers in regular education who wish to work in special education. The School of
Specia) Education at Auckland College of Education offers diplomas in early intervention, education
of students with special tcaching needs, education of students with visual impairment and advisers on
children who are deaf and hearing impaired. The diploma in education for students with special
teaching needs is also offered at threc other colleges of education (Wellington, Palmerston North and
Christchurch), the latier also offering diplomas associated with hearing impairment.

Certificate and diplomas in teaching people with disabilitics are avaijlable at polytechnics and
colleges of education throughout New Zealand and are of particular relevance to human service
workers and teacher aides and assistants.

Two universities (Massey and Auckland) train educational psychologists in post graduate
programmes. Three universities (Massey, Waikato and Auckland) offer two-year, masters-level
programmes in special education. These are generic in character, although some specialisation is

—51—
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possible within the selection of optional courses. All of these programmes require candidates to have
had prior professional experience - usvally as a teacher.

Speech and language therapists are trained through a bachelor's degree programme at the
University of Canterbury.

Physiotherapists are trained at the School of Physiotherapy at Otago University or at the Auckland
Institute of Technology. The Bachelor of Physiotherapy is a four-year course consisting of the first
year of Health Sciences papers followed by three years of professional physiotherapy papers.

Occupational therapists are trained at the School of Occupational Therapy at Auckland Institute of
Technology, where they undertake a three year Bachelor of Health Studies (Occupational Therapy).

RTLBs are trained at graduate or postgraduate level by a consortinm of Waikato, Aunckland and
Victoria Universities, in & contract with SES and funded by the MoE. Delivery is through a serics of
block courses in regional centres, on-line interactive leaing and discussion, and individual school-
based practical assignments, The programme provides a consultative and collaborative model for
improving the ways schools could meet the needs of children with icamning or behaviour difficulties.
The four courses making up the RTLB programme are intended to incorporate the following
principles and perspectives: an educational (ecological) model for special need provision; an inclusive
teaching approach; a consultative and collaborative approach; Te Ao Maori {A Maori World View);
bicultural and multicultural parinerships; data-based decision making; and reflective practice.

Teacher aide training is not compulsery, but many who take on these positions have a professional
background in teaching or social services. Several tertiary institutions offer training programmes, one
of which is available via distance leaming. People who underiake these courses are usvally more
successful in winning positions and in ncgotiating higher salaries. The Certificate for Teacher Aides
offered by Massey University, for example, is an 8-paper programme available by distance (i.e.,

comrespondence) study.

Inclusive Education for SSEN

I believe that once all of the elements of Special Education 2000 have been implemented and have
been in place for a period of consolidation, New Zealand will have one of the lcading systems of
inclusive education in the world. In making this claim, ] recognise that mine might be a somewhat
optimistic opinion, in view of my involvement as one of the ‘architecis’ of the policy through my
service on the National Advisory Committee on Special Education.

However, [ do not believe that it is likely that New Zealand will become fully inclusive education
system in the foreseeable future. 1 consider that it is highly likely that parental choice and professional
judgemenits will make for the continuance of a system with a mix of inclusive education, integration
and segregated settings. Just as the mix among these three options has progressively changed in the
direction of inclusive education during the past century, so too is it likely to continue this trend in the

coming years.
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The present pattern of inclusion (regular class placement), integration (placement in a special unit,
with some experiences in regular classes) and segregation (special schools?) is shown in the following
two tables. Table 1 shows that 3 in every 10 students (29.2%) with very high needs and 6 of every 10
students (64.9%) with high needs receive their education in regular classes. In total, just over half of

the two groups combined (56%) were educated in inclusive settings (i.c., in regular classes).

Table 1 also shows the distribution of ORS-funded students by location, according to the types of
schools in which they are enrolled. Of those attending primary schools, the vast majority are placed in
regular classes (2,763 out of 3,288, or 84%), whereas of those attending secondary schools, the
proportion in regular classes, compared with those in special units, was almost identical (770 out of
1,580, or 49%),

Overal), of students in the ORS programme, 24% are located in special schools, 20% are in special

units within regular schools and 56% are in regular classes.

Table 1. Location of ORS-funded stadents by school type on 12 April 1999

ORS Funding | Location |Special |Area Corresp. |Primary |Secondy
School |School |School |[School |School |TOTAL
Very High Regular Class - 14 27 358 89 488
Needs Special Unit - - - 210 200 410
Special school 774 - - - - 774
High Regular Class - IOOr 64 2,405 681 3,250
Needs* Special Unit - 3 - 315 610 928
Special school 830 - - - - 830
Total Regular Class 0 114 91 2,763 770 3,738
Special Unit 0 3 (II 525 810 1,338
Special school 1,604 o ol 0 0 1,604
TOTAL 1,604 17 n 3,288 1,580 6,680

*includes 457 students aged 5-7 who are in the Transition Resourcing programme

Another set of data that provides some indication of the extent to which SSEN are included in
regular schools concems the distribution of such children. From Table 2, it can be seen that in 1999,
1,586 schools had at lcast one ORS-funded student enrolled. This means that 60% of the 2,657
schools in New Zealand have at least one student with high or very high needs. (Note that the dates
for the two tables are different, thus explaining the discrepancies in the total figures.)

* Even in special schools, students have some integrated experiences with students in regular schools.
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Table 2. Distribution of ORS-funded students, by numbers of such students in different

schools on 12 July 1999
Number of Eligible Number of Schoels Total Number
ORS/TRS students at a with this pumber of of ORS/TRS
school. ORS/TRS students students
1 627 627
2 357 714
3 196 588
4 116 464
5 67 335
6 36 216
7 31 217
8 24 192
9 11 99
10 8 80
11 9 99
12 10 120
13 8 104
14 5 70
15 5 75
16 6 96
17 1 17
18 7 126
19 6 114
20 or more 56 2,252
TOTAL 1,586 6,605

In my opinion, there is widespread support for the principle of inclusion among the community.
This is reflected in the various pieces of non-discrimination legislation that have been put through
Parliament in the past decade (see earlier references in this paper). They are reflected, too, in the equal
cemployment opportunity (EEQ) policies that became mandatory in the State Sector Act, 1988. Under
this Act, Government departments had to ensure EEO policies for the five target groups of: Maori,
women, Pacific Island people, people from ethnic minority groups and people with disabilities. This
Jegislation is reflective of the country's jong commitment to what has been referred to variously as
egalitarianism, equality and equity that has permeated many facets of its life since the First Labour
Government was elected in 1935, Until recently, New Zealand could be described as a 'welfare state',

with wide-ranging commitments to the poor and the disadvantaged reflected in its social welfare,
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health and educational systems. While the doctrine of economic rationalism noted above has made
inroads into this ethos, it is nevertheless true that the principles of equity still form a strong thread in

New Zealand society.

The world-wide human rights movement, as reflected in UN proclamations and declarations and in
the legislation of countries such as USA, Canada, UK and Australia, has also had direct or indirect

cffects on New Zealand’s inclusion policies.

However, support for inclusion is by no means unqualified. In recent years, blocks to inclusive

education have centred on four areas:

Resources

Past surveys have suggested tbat while there was goodwill towards SSEN and majority suppon
across principals, trustees and teachers for inclusion, these views were almost ajways expressed with
qualifications. In the main, all three groups mentioned the imponance of support for its successful
implementation, and identified areas of funding, resourcing and staffing as critical. Problems centred
on both the quantum and the distnbution of special education resources. There were widespread
complaints regarding the amount of funds available for special education, with consistent pressure
being placed on a pool of discretionary teacher aide hours. As well, it became increasingly apparent
that existing resources were inequitably spread around the country and among different categories of
SSEN.

Teachers’ skills

A frequent concemn expressed by teachers and their unions has been a perceived lack of skills
posscssed by teachers to enable them to work cffectively with SSEN. This concem has reflected
inadequacies in teacher education and professional developments in their coverage of matters to do
with teaching SSEN. It also reflects the reification of special education into something that required
highly specialised training or special personal qualities in teachers.

Teachers in New Zealand primary and intermediate schools are increasingly being trained to
accommodate diversity in their classrooms and principals expect them to be skilled in managing
different levels of achievement in the same classroom. The diversity has long included children with
moderate lcaming and/or behavioural difficulties, but with the Special Fducation 2000 policics,
increasingly students with high or very high needs arec being considered. I am confident that most
teachers discharge their responsibilities to the former group very well, but few have the skills to
manage the latter group. While the professional development programmes now under way will
increase the skill base of teachers to work with students with high and very high needs, they will
continue to need more specific advice and suppont from agencies such as the SES if they are to

develop successful programmes.

In a typical New Zealand primary or intermediate classroom, an observer will sce skilled use of

co-operative group work (including ability and mixed grouping) and peer tutoring.
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The position in secondary schools is somewhat different — as it is in all countries with which I
have had experience. Here, most teachers are subject-centred, rather than child-centred. Historically,
in some areas of the country ‘Expericnce Classes’ have catered for students with moderate Jearning
and behaviour difficultics. To many secondary teachers, therefore, inclusive education’s first
challenge is to provide for these students before they can even contemplate students with high or very
high needs.

Attitudes

While there is widespread support for the principle of inclusion (provided the first two issues can
he resolved), there are still some principals and teachers who resist it. These negative views are most
generally beld by older teachers whose experiences of SSEN, both as students and as teachers, have
been dominated by scgregation and a belief in the legitimacy of a dual system of cducation. These
deeply embedded attitudes are difficult to change, even when rights to non-discrimination are
embedded in laws and regulations. Even now there arc misunderstandings as to what inclusive

education really means.

Low profile of SSEN
To some extent SSEN have suffered the disadvantage of being a relatively small minority whose
interests can often become submerged in the complexitics of school organisation and politics.

How have these blocks been addressed?

Increased resources

Under Special! Education 2000, major changes took place in both the quantum and distribution of
special education resources, The new policy was accompanied by a 40% increase in overall funding
for special education, made possible by budget surpluses in the government). Several features of the
funding also contributed significantly to inclusion of SSEN. Firstly, ORS funding was made
‘portable’. Whereas in the past the resourcing of students with high and very high neceds was tilted
heavily in favour of special school or special class placements, under Special Education 2000 the
resource went with the students, irrespective of their location, including regular classrooms, Secondly,
SEG funding became available io all schools. Whereas in the past schools had to apply every six
months for a discretionary special education allowance, under Special Education 2000, every schoal
reccived a grani, the size depending on the total school roll and the school’s socio-cconomic status.
Thirdly, in order to facilitate inclusion, a new class of teachers was created — RTLBs. These teachers
arc availahle to give guidance and support to teachers in mecting the challenges of SSEN, especially

those with modcrate leamning and/or behaviour difficulties.

Changing teachers’ skills and astitudes

Professional development programmes that are directed at all teachers and principals over the
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period 1998-2001 should go a long way towards improving the skill-base of these personnel. The
work of RTLBs should also have a significant impact in the future as these positions come “on stream’.

These measures will also increase the prominence accorded to SSEN in schools.

The low profile of SSEN

Parenis of SSEN have long played an important roll in shaping attitudes towards SSEN. They have
done this both individually and collectively and have proved a potent force in their ability to access
the media and to lobby Parliamentarians and policy analysts. Important in this regard has been the
possibility of utilising a free media and accessing the democratic processes. Of relevance too, has
been the role played by academics in universities and colleges of education. Drawing upon all of the
above factors, but articulating them in a range of forums, academics and other writers in New Zcaland

have been advancing the principles of inclusion for some years.

Lessons from New Zealand

What has been leamed from the New Zealand’s experience in moving towards an inclusive
education system? My over-riding assumption is that the success of inclusive education depends upon
it being viewed as part of a system that extends from the classroom to the broader society. Its success
depends on what goes on day-to-day, minute-by-minute in classrooms and school playgrounds. It
depends on teachers and principals who, in tum, depend on the leadership of the educational
adminisirators at all levels of the education system. Ultimately, it depends on the vision of legislators
to pass the necessary laws and provide the appropriate resources.

The following points appear to me to be important and are worthy of consideration by policy

makers in other countries:

1. Move towards a non-categorical, needs-based system of identifying and resourcing SSEN (cf.,

ORS).

2. Allow for special education resources to go with the student, whether they are located in a

special school or in a regular class {(cf., ORS).

3. Ensure that all schools receive grants to facilitate the inclusive education of SSEN who do not

receive individual entitlements {cf., SEG).

4, Adopt an ecological, rather than a deficit model, so that as much attention is paid to the quality

of learning environments as to the leaming or behavioural difficulties manifested by studenis.
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Create multi-disciplinary teams at the district level to provide advice, guidance and support to
teachers of SSEN (cf., the SES).

Create positions of resource teachers in all schools to provide daily support to tcachers of SSEN
(cf., RTLBs).

Set up professional development programmes directed at helping all teachers and principals to
create inclusive schools and classrooms (cf., the Jnclusive Schools projects that 1 am co-

dirccting).

Ensure that the school curriculum is inclusive in its design and delivery. This means, for cxample,

that teachers would:

Ensure that activitics arc age appropriatc and functional. Activitics and equipment should be
appropriate for a child’s chronological age, although their individual leaming objectives may
be at a devclopmentally appropriate level. Activitics should be meaningful and useful to the
child.

Ensure that the demands of the task are within all students’ ability. In setting goals for
particular lessons, it is critical that these are within children’s current cognitive and physical
ability levels. '

Plan for multi-level curriculum instruction. This involves teaching a diverse group of children
within a shared activity in which children have different individually appropriate lcarning
outcomes within the same curmiculum area.

Allow for the achicvement of different objectives for different children in the same lesson. This
involves teaching a diverse group of children in a shared activity where the children have
different and individually appropriate learning outcomes from two or more curriculum areas.
Adapt the curriculum for children with special needs. In an inclusive curriculum, adaptations or
modifications are necessary to ensure that all children have positive learning experiences and
achieve to the best of their abilities. A curricular adaplation may be considered as any
adjustment or modification in the environment, instruction, or materials used for learning that

enhances or allows at least partial participation in an activity.

Review all examination and asscssment procedures to evaluate their impact on SSEN and to

ensure that such students are not unfairly discriminated against by such procedures.

Set up clear accountability systems to ensure that schools adopt and implement inclusive policies.
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Create an environment where parents of SSEN can become invoived as truc partners in decisions

affecting their child’s educational placement and programme,

Create comprehensive early intervention programmes.

Search for and carefully document schools that are moving in the direction of inclusive education

and take steps to disseminate their experiences,

Establish a broadly representative advisory commitiee on special education, with representatives
of different stakcholders, but with a brief to be innovative and to develop recommendation aimed

at furthering inclusive education (c.f., the National Advisory Committee on Special Education).

Ensure that the interests of minority ethnic and other groups are identified and respected.

Ensure that pre-service teacher education programmes pay sufficient regard 1o the interests of
SSEN in gereral, and to inclusive education in particular. This may mean offering professional
development for the staff of teacher education institutions to ensure that they are keeping up with

world trends in these areas.

Place an emphasis on non-categorical training for specialist teachers.

Review the functions of special schools, with a view to re-constituting them as resource centres

for special education.

Ensure that the building codes of regular schools allow for the full access by SSEN, especially
those with physical disabilities.

Make adequate provisions for transporting SSSEN to their local schools.

Undertake extensive community education programmes to ensure the successful implementation

of special education reforms.

Issaes and Controversies

To conclude, approaches to the education of students with special education needs are undergoing

considerable change in many countries. Special education in New Zealand (and in many other
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countries, foo) is the ‘battleground’ of competing paradigms (Mitchell, 1999, 2000). Threc in
particular stand out,

Firstly, there is a clash of views as to what constitutes ‘special education needs’. Here, the contrast
is between those who adopt a ‘medical model’, in which failure at school is attributed to some defect
or inadequacy within the student, and those who t1ake an ‘ecological perspective,” which focuses on
the failure of cducational systems to take sufficient account of student diversity.

Secondly, there is a clash between those who advocate for a single, inclusive education system and
those who argue for a binary system, in which there is ‘regular’ education’ for the majority of students

and ‘special education’ for a small minority with special needs.

The third paradigm clash is between those who wish for more local control of special education —
or the converse, for more ceniral control. A related — and very important — issue is that of
accouniability, particularly in a decentralised system. Prior to the introduction of Special Education
2000 in 1995/96, special education was highly centralised, with national legislation and policies and
Ministry-determined provisions. While many of the national policies that cffect special education
remain centrally controlled, Special Education 2000 has the effect of decentralising some decision-
making. In the context of a decentralised cducation system, the question arises of bow far special
education policies, as well as management decisions, can be devolved to the local level? There is a
risk that, unless there are strong safeguards at the centre, this could result in a lack of equity and an

incoherent pattern of services across the country.
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