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1. The education system facing the challenges ofth e
twenty-first century: an overview

1.1 Major reforms and innovations

The transformation of human work and educatiorheaworld of global knowledge economy
urges the states of the European Union to reconsigeaims of education. The ability to act
and manage open situations is in the focus of comeuucational policy. To develop this

ability has become one of the main objectives afcational policy, which has set off a series
of changes in curriculum development, assessmethtlegislature; and for implementing

these changes considerable community resources haweme accessible for the new
members states, including Hungary. In Hungary forginproblems also contributed to the
changes in the education policy in the examinetgddP005-2007). In Hungary it is the local

communities, thenunicipalitiesthat are responsible for the provision of pubtaeation.

(a) the organization, structure and management oft  he education system

In Hungary financial problems also contributedtie thanges in the education policy in the
examined period (2005-20Q7The structure and management of education as agethe
organizations constituting the system of educaéind training were practically the same as
they had been five years before. Although the systeemed to be of static nature globally,
significant changes could be observed especiallhatlocal levels, close to the world of
schools. These changes were caused by a conseletabiease in the number of pupils,
which affected most the local governments maintgnschools (see more details on the
demographic processes in section 1.2 (a)).

In Hungary it is the local communities, thmunicipalities that are responsible for the
provision of public education. However, tbbligation ofproviding educatiordoes not mean
obligation of maintaining educational institutioas well. A settlement has to provide primary
school education for all its children of school algewever, it is not obliged to establish and
maintain a primary school. Municipalities are fteedecide how to complete their duties: by
maintaining an educational institution, by formisghool associations or by contracting
another municipality or school maintaind8esides, the municipalities have the right to
provide for other than primary education as wellj. ¢hey can maintain a secondary school
although according to legislation secondary edonahas to be provided by county and
metropolitan municipalities.

Owing to the settlement structure and the abovisle@n the majority of public education
institutions are maintained by villages and smalris. Because of the high numbers, small
sizes and the continuously decreasing school-agelgion the issue ofettlement-level
cooperationhas gained special attention. Schools associati@ne first encouraged by the
education policy in the second half of the 1990sstFhe purchase of common school buses
was supported, later the settlements forming schagdociations received additional
normative per-capita grants. In addition to varidosns of financial support a change in
legislation also encourages tfeemation of school associationshe 2006 amendment of the
Public Education Act stipulates that as of Septen#f¥8 a general school working with
fewer than eight grades can only operate as a nresdbwol of another 8-grade general



schoot, or a 6-grade secondary school. According to theafschool cannot be considered as
an 8-grade based on its charter of foundation ahlyas to be regarded as one working with
fewer than 8 grades when classes cannot be orgamzgades 7 and 8 for two consecutive
years. Classes in grades 7 and 8 can only be tat@iconsideration if the number of pupils

enrolled in them reaches 50 percent of the maximumber of pupils in a class (at present
15 pupils). (This regulation obliges only publicheols; schools maintained by churches or
foundations, etc. have to comply only with the dlagan concerning the maximum number of

pupils.)

This regulation has forced several settlementstonaunicipalities that did not introduce any
changes despite financial incentives and the faatt their educational institutions could not
be maintained in an economical way. Although th&®ell, independent institutions cannot
be kept unchanged, there are several options éomilmicipalities. One option is to close the
school in the settlement and organize the tranapont of the school-age population to other
settlements. Another option is to hand over theosls to another maintainer or cooperate
with other municipalities and form school assooiasi.

In Hungary public education institutions can beabbthed and maintained — in addition to
the state and municipalities — by local, regioaatl national minority self-governments,
registered churches, economic organizations, fatiomls, associations or private persons.
Maintainer’s rights can be transferred even in ¢hse of already existing institutions. If a
public education institution ceases to be mainthibg the state budget (i.e. a church or a
foundation takes over the institution) the pupiis still entitled to continue their studies under
unchanged conditions according to the Act on puldducation. In such cases the
municipalities usually enter into a public educatagreement with the new maintainer. If the
provision is obligatory (e.g. pre-school or genesethool education) the level of the given
service should not be lower than before and it Ehowt involve undue burden for the
children, pupils or parents concerned. If a mumikip enters into a public education
agreement with e.g. a foundation, the obligation pobvision will still be with the
municipality, i.e. it has to ensure provision eviana given school-year when the new
maintainer cannot or does not wish to run the tustin. Thus the consequences will have to
be born by the municipalities that are obliged tovle education. From July 2007 a new
regulation has been in force, which stipulates tha municipality transfers the rights of
maintaining a general school operating with fewsnt eight grades to a non-state or non-
municipality maintainer, the transferring maintaimas to pay an amount corresponding to
the additional normative per-capita grant set fourches (at present HUF 145,000/pupil,
approx. EUR580) in the given and the subsequemtdoliool-years. As of 1 September 2008
maintainers of public education institutions, eaoi® organizations participating in
organising training practices, and institutes ajhler education have the right to establish
Regional Integrated Vocational Training Centresomplete tasks connected to vocational
training (Act LXXIX of 1993 on Public Education amdticle 2 (5) of Act LXXVI of 1993

on Vocational Education). According to this reguata Regional Integrated Vocational
Training Centre is not a public education instdatithese centres help organising vocational
training in a more efficient way.

In the nineties natural catchment area connectexh$o associations between municipalities.
There was no regulation obliging municipalitiesetgtablish such associations or specifying
that the municipalities of geographic regions orcnmiregions should establish them.

! In Hungary there are 8-grade general schools.E3C and 2, primary and lower secondary education).



Encouraging, however, was the fact that in 1996i@a development councils were set up in
the counties, in which only micro-region associgicand no individual settlements could
participate. Setting up associations could not héerobligatory without amending the act on
local governments but the associations receivediderable budget support. In 2004 the
amendment of the act on regional development andigdd planning identified 168 micro-
regions, statistic and development units coverhmg whole territory of the country. In the
same year the act on the multi-functional micrdeegl associations of local governménts
regulated themultifunctional micro-region associations of loogpvernmentsallowing for
public education provision as well. The local goweents establishing multi-functional
micro-region associations are allowed considerktieide and freedom to decide what tasks
to undertake in the field public education provisio

Local governments can opt fgmint maintenance of institutions which case the multi-
functional micro-region association does not exer@ny maintainer’s right. The institution
maintainers are the municipalities participating tire association, which make common
decisions concerning maintenance issues. Anothéorops that the association itself
exercises the maintainer’s rights related to thélmueducation institutionin which case the
public education institution no longer functions as institution maintained by the local
government but as an institution maintained byrthudti-functional micro-region association.
In the framework of a multi-functional micro-regi@ssociation the member municipalities
can complete various tasks lbbffering the other memberservicesprovided by a public
education institution maintained by them. In thigythe municipalities concerned share the
tasks of service provision and organization ance@gyn the economic issues. All these
possibilities show that the diversity of Hungarjaublic education will most probably remain
but the changes in the direction of size effecasnwill somewhat reduce the existing,
incredibly extensive local autonomy.

In the examined period there has not been anymetbhat would fundamentally change the
structure of public education. However, the veftgtaucture of public education at ISCED 3
level has slightly been modified. Secondary schoolay launch foreign language
preparatory gradesin the so-called zero gratleThis opportunity has been welcome by
several institutions in secondary education: nehaly of the general secondary schools and
more than one third of the vocational secondaryosishorganize such grades. In 2005
110,000 pupils in nearly 400 schools took partareign language preparatory education,
while in 2006 this proportion was even higher: B2gent of secondary schools offered such
programmes and the demand considerably exceededufiy. As of the school-year of
2010/2011 the amendment to the Act on Public Edutgbermits secondary schools to
launch foreign language preparatory grades if jussified by the number of applicants and
also allows for inter-institutional cooperationarganizing such programmes (Imre-Gyorgyi,
2006).

Unlike public education, a comprehensive structtedrm has started in higher education as
a result of the governmental decree issued atrdeo& 2005, which launched the so-called
Bologna process in Hungary. According to this dedrethe school-year 2006/2007 a multi-
cycle course structure was introduced in highercation. Graduates completing the first
cycle (the so-called basic cycle) receive bacheldggree entitling them to enter the labour

2 Act CVII of 2004
% Zero grade: for pupils completing grade 8 of gahschool to improve their foreign language or infation
technology competences by studying mainly thesgestsbin this grade.



market or continue their studies in the mastersleeyThe introduction of this system had
been preceded by serious debates, and a long ietiocilprocess as the new system required
total re-structuring of the content of educatioml araining so that graduates completing the
bachelor’s cycle could receive useful qualificai@nd that the studies in the first cycle be in
accordance with the requirements of the mastertdecylhis totally contradicts the former
system of education and training, in which iniggneral (theoretical) training was followed
by specialization. The new system would have esdaslerious problems for certain types of
studies (veterinary medicine, law, architecture,ditiee, dentistry, pharmacology, and
several arts studies), therefore the institutidfesrimg such programmes were allowed to keep
the former system (Imre-Gydrgyi, 2006).

(b) the aims and purposes of education at each leve |

If we wanted to characterize the educational poticycesses in Hungary between 2005 and
2007, the most appropriate expression to use wbealé wave of modernization’ln this
period public education was affected by a seriem@diernizing interventions partly by using
the traditional method of legislation and partly byploiting the possibilities offered by
development programmes funded by European and natisources. The development
programmes covered areas like using information aochmunication technologies in
education, improving foreign language competenceserventions supporting social
integration, developing key competences for lifegdearning in primary and secondary
education, the content and institutional reformsetondary vocational training and other
smaller initiativegReformok az oktatasban..., 2086ég also chapter 2.4.b)

In the examined period developing competences hasnain objective in public education.
Programme packages for developing competences pvepared; pupils’ performances are
now assessed in report forms and pupils “canndt iiaithe first four grades of general
school. As a part of this development the functmihgrades 5 and 6 (the so-called
groundwork stage) has changed. Although this chamge brought about by the 2003
amendment to the Act on Public Education, howeagiit was introduced in the school-year
2004/2005 in an ascending system, the first effectsd be seen only in the examined period.
This change in the function means that unlike thevipus practice when pupils received
subject-based education from grade 5, now in 280t@ercent of the compulsory teaching
time they receive non-subject education. The essaicthis change is that a two-year
transition period has been introduced from a omaeker system to a multi-teacher, multi-
subject system (Vago-Vass, 2006). The implementatid this measurement requires
significant changes in teaching force managementhefinstitutions, and schools had to
prepare for this. In this mixed groundwork staggetber with (and instead of some) subject
teachers in at least one quarter of the teaching tine or two class teachers work with the
pupils and in this way the personal attachmentteces the first four grades can be retained.
This change was also justified by the results ahpetence assessment tests proving that
Hungarian pupils’ competences are of high levahmfirst four grades, but in the following
grades this level is much lower on the averagee dim is to stop this decrease and facilitate
the development of key competences by ensuringhleatnethods of classroom management
successful in the lower grades be used for a lopgeod.

Concerning the aims of various educational leveistlzer important area is the overall
transformation of the secondary school-leaving eration; which was completed in the
examined period. The new secondary school-leavkagn@aation was introduced in 2005
following a decade-long development work. In 198& amendment to the Act on public



education defined the levels, the number of subjectd the compulsory subjects of the
examination. The objections to this new exam inetlittutting secondary education into two
halves”, creating a 2+2-year-system and a possiliteease in unequal chances as a
consequence of introducing the two-level systeme Timction of the secondary school-
leaving examination has remained unchanged: itlemtthose passing it to continue their
studies in higher education or enter the labouiketar

The new, two-level secondary school-leaving exara iwaoduced in 2005. The introduction
was preceded by two pilot exams (in 2003 and 2004l the aim of testing tasks,
interpreting results and giving feedback (to teasheandidates, exam developers an in-
service teacher training) as well as giving comensive information on the new exam to
teachers and candidates.

The new secondary school-leaving examination isaadardized exam inasmuch it is based
on standardized requirements and is administerear@icg to standardized specifications. At
the same time it does not meet the requirementasfdardization concerning piloted and
calibrated tasks. The new exam, however, is stiicimmore suitable for assessing the
effectiveness of the public education system asagehdividual schools than the former one.
The standard quality criteria are easier to achigve central written exam containing the
same tasks based on the same requirements faralidates, and, naturally, by central keys
and assessment and rating scales. The ratio dewind oral parts of the exam has changed
considerably: e.g. in Hungarian language and lteeathis ratio used to be 50-50 percent,
now it is 66 and 33 percent, respectively, whildistory 60 percent of the total score can be
achieved in the written exam, while formerly theras only oral exam in this subject.

One of the major objectives of the secondary sclemling examination reform was to
examine the existence of complex skills. For exanpl the history exam there are essay
tasks that measure the candidates’ skills in inédirny and using resources, using the
appropriate terminology, orientation in space antet exploring the facts shaping events,
and presenting historical events and phenomena pmoblem-centred way (Horn-Sinka,
2006).

(c) curricular policies, educational content and te aching and learning
strategies

From among the international trends characteristithe content development and regulation
of public education it is worth noting some thag¢ aspecially relevant for Hungary. One of
them is the modification of the two-level conteagulation (central, national core curricula
and local curricula). The input regulation has lmeeanore flexible its regulating role has
decreased and the output regulation has come toitbground. The feedback from assessing
and evaluating the requirements and pupils’ peréooes play an ever increasing role in
defining the content of education.

The input content regulation systenetermining the practice and quality of teaching in
Hungary was a two-level one (central and local)jcwhhas becoméhree-levelwith the
introduction of educational programme packages.oAlse newoutput regulation tools:
measurement and assessment requirements exedraadsimg influence on input regulation —
especially on its second level: optional framewankrricula, educational programmes
together with the textbooks and other content-beacennected directly to them or the
National Core Curriculum; these tools also influeteachers and classroom work.



With the appearance of a new approach to the gualieducation a special challenge has to
be faced- the central position of competence-basedation (Vago-Vass, 2006). From the
turn of the millennium to the present days the aalge functioning elements of content
regulation have partially been revised. From 2008ré¢ have been regulddational
Assessments of Competencas, 2005 the new, two-level secondary school-leaving
examination was introduced with new educationakeats. By 2005/06, in the framework of
the first National Development Plan (NDP 1), newiational programme packages of six
competence areas have been tested in the RegiomablSand Pre-school Institution Centres
(RSPIC) established as part of this programme sagrdficant content development work has
been going on in the framework of the Vocationalifiing School Development Programme
as well. (For more details on competence assesseerchapter 1.2.b.)

The objectives related to the content of educatwe defined by the National Core
Curriculum (NCC) introduced first in 1998. Althougjme Act on public education renders to
revise the national curriculum every three yedrsyas first revised only in 2003. The new
document regulating school work has been in fongseesl September 2004, first in grade 1
and in the subsequent years in higher grades dsirwah ascending order. Following the
revision the NCC has considerably changed and bgaraining detailed requirements it has
become a real core curriculum. Important changetuded that with the extension of
compulsory schoolirfgthe new NCC prescribes the common requirementd Zogrades as
opposed to 10 grades formerly. Another importarifedince is that now competence
development is defined as the basic task of edutatihis also involves that the development
of key competenceserving preparation for lifelong learning is emphed, e.g. basic
competences (listening and reading comprehensreatiog a text) and the competence of
efficient, individual learning. The National Corei@culum is a strategic document inasmuch
as it provides the conceptual basis for and basiiples of education, defines the main
cultural domains and the key development tasksitliiates not directly regulate school work.
At the same time it serves as a basis for the wairidevelopers, writers of detailed
(framework and local) curricula, programme packatprelopers, exam and assessment
requirement developers and textbook authors; @ atyves as a reference point in content
issues for all stakeholders in education and threeige public. The due revision of the new
NCC — which is an important quality assurance tafsthe minister of education — started in
late 2006 and ended in April 2007 in accordancén hie relevant legislation; it has been
proved, however, that a triennial revision is toegtient. (Elszamoltathatésag..., 2007).

The implementation of the competence developingeaibjes of the National Core
Curriculum was facilitated by central developmernts six competence areas (text
comprehension and creation, mathematical, foreignguage, ICT, social, life and
environmental, and career building competences)odgnthe elements of the educational
programme packages — pedagogical concept, progracamigulum, module descriptions,
content-bearers, teaching aids, support, and ssrwcassessment is of special importance
from the aspect of quality, which involves assesgnoé pupils’ performances and evaluation
of the educational programme/programme packageslisiwthis area there have hardly been
any initiatives for disseminating the piloted pragyrme packages — with the only exception of
RSPICs testing the developed tools. Thus the ptedifche several-billion-HUF programme
are accessible for only 120 institutions of puldducation and fewer than 10,000 pupils in a
school-year (Vago6-Vass, 2006).

* In line with a former amendment of the law forshastarting school in the school-year 1997/98 cdsupy
schooling lasts until the age of 18 as opposedtoefore the amendment.



There was a strong intention to develop basicshkifid key competences even in the nineties
when input regulation was in the change. The aeckepiplanation for not implementing
changes in classroom practice was that due to tikbamged examination requirements the
tense pace of preparing for the secondary schawldg and university entrance exams did
not make it possible. That is why the developmehttre new model and detailed
requirements of the secondary school-leaving exatimin meant a great change. The new
secondary school-leaving examination was first aistered in 2005. Requirements are
specified in all subjects for two levels with cortgrece development emphasized first of all at
the lower level. These specifications are publid are the same for all types of secondary
schools, while the two levels provide for differatibn as well. The new secondary school-
leaving exam offers the students and also the skegrschools the possibility to choose.
After completing secondary studies the exam caretaken during two exam sessions a year
at the same or the higher level, which facilitdtBdong learning, creates the possibility for
corrections necessary for realizing changing caskers (Sinka, 2007).

It is worth noting, however, that the only workirglement of the examination system
regulating and at the same time testing the owtpptblic education is the secondary school-
leaving examination. In international comparisois ivery rare that all those directly involved
in education: pupils, parents, teachers, schoohtaigers, (ministerial and governmental)
stakeholders responsible for managing the systéeatefely and efficiently, and tax-paying
citizens financing public education get feedbacklmnstandard of the education service and
the effectiveness of education in nearly all impottcompetence areas only at the end of
grade 12. The basic examination planned for theoémplade 10 has not been introduced and
its introduction is not on the agenda of educapoticy; consequently 25 percent of pupils,
the most disadvantaged ones, and the weakest per®ieave public education without their
competences being assessed and without their kdge/lbeing tested at any point of their
school career (Elszamoltathatésédg ..., 2007).

The third level of content regulation, tHecal curricula existing since 1998 has been
reviewed following the revision of the National @dCurriculum. The aim of this review is
that schools reconsider their strategies conceramhgptation to the expectations of their
environment related to schooling; develop and imglet programmes for improvement to
raise the level of their pedagogical culture anteve the content and methods of teaching and
educating. All this can considerably improve thalgy and effectiveness of education at the
level of individual schools as well. Although thecaision to introduce the National Core
Curriculum of 2003 exclusively in the first gradefsschools lent tranquillity for the schools
that had become tired of permanent content refoitntiges not seem to be fortunate that 4-
grade general secondary schools and vocationalrigaschools will only have to revise their
local curricula in 2011 the latest (Elszdmoltatisatp.., 2007).

Besides curricula and programmésxtbooks have a significant role in ensuring the
effectiveness of education as very often they mpre the teaching material and the
knowledge to be acquired for both pupils and teechEhat is why ensuring the appropriate
qguality of textbooks is of exceptional importancehe Act of 2001 on the guidelines

regarding the textbook market stipulates that w@okbsupply is a public task serving the
enforcement of the right to education as definedtly Constitution. The minister of

education has to publish a list of accredited tesks. Publishers wishing to have their
textbooks on the list have to apply for it. Thetsys of textbook accreditation is regulated by
a ministerial decree, the latest amendment of wl€96) defined much stricter criteria for
textbook approval. An important element of qualtysurance of textbooks could be the
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examination of textbooks from the aspect of hovwcheble and learnable they are. Although
the act of 2001 renders this possible, due to thle &xpenses of such an examination there
have been only a few trial procedures. A much nsageificant problem is that however strict
guality assurance is if teachers can use non-apgrtextbooks as well, it is not forbidden by
the law.

(d) the legal framework of education (in particular , hew legal provisions)

Along with the inner educational problems of theuminy the EU membership has also
brought about considerable challenges for the dotunzd government in Hungary, especially

in the field of adaptation to the community suppmticy based on Union resources (Balazs-
Palotas, 2006). Reconsidering the share of respitiies and tasks between the levels of
governance went together with developing the sysitoonditions for access to EU funding.

This is necessary especially because cooperatieedgovernance was alien to the traditional
model of public administration based on distinad dmerarchical principles of organization.

Partnership, however, plays an important part énstinpport policy of the European Union.

Hungarian education is regulated by the Acts orlip@glucation and higher education. Both
acts were adopted by the Parliament in 1993 aneé baen amended several times. In the
examined period (2005-2007) there were amendmerdsy eyear. Below the new legal
provisions exerting the greatest influence on theeration of educational system are
summarized.

As a consequence of the amendment to the Act oticpetucation (2005) enrolment to
general schools have changed. As of 2007 accorinthe modified regulation schools
cannot select freely among pupils as the new Ipgalision built in strict restrictions in the
process of enrolment. If there are more than oneergé schools at a settlement, the
neighbouring catchment areas have to be defined way so that the proportion of
cumulatively disadvantaged pupils compared to ¢i@ bf pupils who can be enrolled in the
given area should not deviate in more than 25 péfcem the neighbouring catchment areas.
If the general school, having fulfilled its obligat concerning the enrolment of pupils, can
still accept further admission or transition redsgg is obliged to advantage pupils living in
the settlement where the school is and can onlgcrejhe admission of cumulatively
disadvantaged pupils if there is lack of placesewthe school has enrolled all the pupils it is
obliged to enrol, the decision concerning the rerng applications has to be made by
drawing lots. General schools are not allowed wanize entrance exam in order to select
pupils (Imre-Gyorgyi, 2006).

The amendment to the Act on higher education (20@5) brought about a comprehensive
structural reform, modernization and has launchedsb-called Bologna process in Hungary.
This was discussed in detail in Chapter 1.1 (a).

The amendment to the Act on public education in626ipulates maintainers’ responsibility
related to the assessment of pupils’ performanideaccording to the results of national
assessment and evaluation the educational workjigea school does not meet the minimum
criteria set by the law, the maintainer is obligectall for the head teacher of the school to
draw up an action plan. The head teacher is obliges#nd this action plan to the maintainer
within three months. The action plan becomes wal@n approved of by the maintainer. In
the action plan the causes of poor performance t@be explored and measures necessary
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for eliminating these causes as well as the scimoptovement programme required for the
implementation of these measures have to be defihdlde following national assessment
also shows that the school does not meet the mmimequirements, the Educational
Authority calls for the maintainer to draw up anti@e plan within three months. The

maintainer is obliged to cooperate with an educalicservice provider, an expert or a
professional organization in drawing up the acpan. The action plan becomes valid when
approved of by the Educational Authority.

The essentialness of reducing the serious — and evénternational comparison — huge
budget deficit experienced in the second half effitst decade of the Zlcentury required
drastic changes that did not leave the system loligpaducation untouched, either. According
to the convergence programme including these chlargmvergence to the average
development level of the European Union requiregr@wvth and development oriented
economic policy relying on sustainable public amtemal balances. In order to achieve this
not only short-term fiscal measures were/are requfor the rapid consolidation of public
finances but by re-assessing the role of the stiadiethe operation of the whole public sector
the extent of redistribution also had/has to beuced effectively. In accordance with the
convergence programme the already adopted amendmehe Act on public education
changed the regulations related to the financinguiflic education in order to develop an
(institutional) organizational framework with ano@omical service provision in view.
Teachers’ compulsory instructional hours per weekewncreased and as of September 2007
the so-called “public education performance indicat was introduced, which led to the
decrease in the demand for teachers in educatiwhthee obligatory integration as member
institution of small schools of fewer than eighadges or with fewer than the required number
of pupils allows for developing a more efficienttwerk of institutions. Other powerful
factors affecting institutional restructuring arthe development of the framework of
regulations and financing preferring associatiohsooal governments and — in vocational
training — speeding up the establishment of Regjibriagrated Vocational Training Centres
by making vocational development funds accessiblg io this organizational framework.

(e) objectives and principal characteristics of cuent and forthcoming reforms

The strategy was developed simultaneously withfdh@ulation of the first concrete texts of
the first National Development Plan (NDP 1), andwias not the objectives of public
education that set the directions for the publicoadion programmes of NDP 1 but the
measures of the simultaneously developed and néaithed operational programmes were
incorporated into the strategy for public educatimvelopment: the operational programmes
were developed first and not the strategy. In 2D087 the reforms were primarily financed
by EU funds. Joining the European Union has opemgdnew possibilities for public
education in Hungary: access to development fufidseoorder of magnitude inconceivable
before. Adopting the EU approach to developmenticppli.e. setting comprehensive,
complex objectives represented a huge challengediacational government as well. It was a
significant task and there was little time and eig®e available for preparing the first
national development plan and to start the legidaand institution-restructuring process
required for receiving and using the resources.

® The new indicator takes into account the prinaifled regulations of the Act on public educationcesning
the formation of classes and groups (average nuwnifgupils, time frame), teachers’ compulsory instional
hours per week, and the institution type coeffitiexpressing the public cost-effectiveness of varimstitution
types (pre-school, general school, secondary sghool
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The strategy serving as the foundation for thet Megtional Development Plan (NDP®1yas
accepted by the ministerial conference of the Mipisf Education in 2004. This “umbrella
strategy” aimed at organizing the conscious soadlvities of various levels and range
aiming at developing public education into an EWdoom logical coherence and to serve as
guidelines or all actors participating in plannemyd development. (Balazs-Palotas, 2006).

The medium term objectives of the strategy reldtedhe NDP 1 emphasized the direct
relation to the support policy of the EU (compegtiess, social cohesion, openness —social
accountability). The priorities included: layingwdo the foundations for lifelong learning,
reducing inequalities in education, supporting tlevelopment of the teaching profession,
promoting the use of ICT tools, improving the plegsiconditions of education, improving
the cost-efficiency and management of public edacatand improving the quality of
education. This followed from the situation anadyshe SWOT analysis showed that the
institutional quality improvement systems did nibtaf comprehensive quality policy system;
the objectives of education were not appropriatelgted to programme development and
quality improvement. In this context the backwasieof mechanisms ensuring the
accountability of teachers’ work and the lack oé ttulture of assessment and evaluation
constituted a danger (Elszamoltathatosag ..., 2007).

The development of public education using EU subsidstarted in two operational
programmes of NDP 1. Content and methodology deweémt was carried out in the
framework of Human Resources Development OperdtiBnagramme (HRDOP), while in
the framework of Regional Development OperationabgPamme (RDOP) institutional
infrastructure was improved. In the 3.1 programofeHRDOP programme packages
facilitating the development of abilities, skillsnca competences necessary for lifelong
learning were developed. In these programme paskagentent development and
methodological innovation was accompanied by rdlateservice teacher training and know-
how and monitoring development. The 2.1 measurddBDOP — also through central
development — supported ensuring equal chancesdiBadvantaged pupils as well as
integration; separate programmes were developedRéona pupils and pupils with special
educational needs. The logic of this developmerst similar to the one used in measure 3.1.

In the period of 2007-2013 the implementation efltisbon strategy is an organic part of EU
structural policy, which also means that educatigdicy receives considerable support for
achieving its objectives. The document entitled €T®ohesion Policy in Support of Growth
and Jobs” approves of supporting the introduction and immletation of reforms in
education and training. In the 2005 report of th&ddcation and training 2010 Work
Programme” of the Lisbon strategy, according toclheéducation has a key role in increasing
the global competitiveness of the Union stressed ¢aucation and training should have a
central place in the national strategies for usstigictural funds. In the field of public
education development the New Hungary Developmét ENHDP) aims to continue the
processes started in NDP 1 and disseminate thdogewents to the institutional level of the
education system. One of the priorities of the Néungary Development Plan (NHDP),
whose main objectives are to increase employmethtpaomote long-term growth, is social
renewal to be achieved by reducing the inequalitiedife chances and implementing a
consciously organized process starting from ednlidibood and encompassing the whole of
the education system. In the Social Renewal Opmavalti Programme (SROP) lifelong
learning is a specific aim. The programme statasithproving the quality of publication has

® The medium term strategy for public eduation depelent, Ministry of Education.
" COM (2005) 0299. Brussels, 5 July 2005.
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to go together with a considerable increase ofefifiectiveness of developing basic and key
competences and laying the foundations of learrdngtandard, comprehensive system of
quality assessment and quality assurance is refaid in order to increase the efficiency of
public education and ensure its sustainability tlo@acentration of institutions has to be
considered a priority and cooperation at the le¥ehicro-regions has to be encouraged.

In the strategy the effectiveness of education &niy interpreted in the context of pupils
performances. Data of PISA assessments and thoge ofational competence assessments
are the standard references in this area. Lomger-¢ffectiveness of education is discussed
in the strategy in the context of employability. this area the greatest dilemma is the low
labour market activity (based on the data of ondinabour market surveys). Remedy for this
situation is in the focus of priorities and impnogithe quality of education, increasing its role
in creating opportunities and strengthening itatreh with the economy are on the agenda.

A new and great challenge that public educatioredam planning the NHDP is that a
considerable proportion of EU sources serving teeetbpment of public education can be
used in a decentralised way and not only througbhegonental programmes. There are,
however, some exceptions. In SROP the educatianargment plans the concrete tasks of
developing astandard assessment-evaluation, and quality asseragstenm the framework

of a central programme. This seems to be necessanyany elements of such a system are
missing (e.g. teacher evaluation), and using th&tieg elements is not widespread (e.g. using
the data of national assessment of basic competemgeschools). The reason why the
separate elements do not constitute a comprehegsatidy assessment and quality assurance
system is that the quality policy concept that sactystem could be based on has not been
prepared by the educational government yet. Astmae time it is important to stress that the
data of the assessment of competences were dulicipall, while data on the evaluation of
certain programmes were not appropriately publitiéeg. HRDOP 3.1) ‘Matching’ the
processes developing since the second half of GsesBems indispensable. For this the old
tools of quality assessment are not adequate, whikeones are still not available.

SROP contributes to the comprehensive objectivéseoNHDP, namely those of growth and
the increase of employment with measures relatetie¢csupply side of labour market and
developing human resources. Developments connéatpdblic education are subordinated
to the specific objective serving the facilitatiohlifelong learning. This objective is achieved
along so-called strategic priorities (developmerdasa). In the scope of the priority axis
“Providing quality education and ensuring accessafd (3.3) developing quality policy tools
appears among the operations supporting the dieséion of competence-based education in
order to get an objective picture of the impactshef changes following the introduction of
this new form of education. In fact there is mohart that in the plan, which includes
implementing the European Union’s quality improvenefforts, building and developing
institutional quality assurance systems in harmaitir quality assurance systems in higher
education, devising the methodology for full sampdelaptive measurement of pupils’
performances suitable for measuring individual cetepce development and creating a

8 HRDOP as part of the National Development Plan PND) laying the foundations for using the subsidies
received from the EU Structural Funds in 2004-20@8& realised in accordance with several EU andmali
programmes in the cooperation of three ministrighese of Health, Employment and Labour and Edaoati
using subsidies of 750 million euros. For its e#fit completion the Managing Authority of HRDOP ogting

in the Ministry of Employment and Labour was resgible. The outcomes were evaluated by the Monigorin
Committee of HRD.
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mechanism for feeding assessment results bacle tongorovement as well as financing of the
education system. (Elszamoltathatosag..., 2007).

In the first phase of the NHDP between 2007 and)20% ministry plans to develop some
elements of quality assessment in the frameworkenéflers. A part of in-service teacher
training programmes are accredited trainings fowuson the school use of national
competence-based assessments of pupils’ performan€ae plans also include the
development of measurement tools making the assessof several competence areas
possible.

Adaptation to the development policy of the Eurgpelmion has created the opportunity for
the educational government to take into considendtie requirement of accountability in the
broadest sense of the word. In fact, this was meiceg as early as after the first PISA Survey.
The new approach to the quality of education — lisabf acquired knowledge in practice -
was accepted following a wide professional and aodiscourse. It is also important,
however, that the development and long-term effectoperation of the new quality
assessment tools related to the changed qualitgepté should not be connected to the
necessary short-term rationalisation of public etioo because adequate tools for assessing
modern quality concepts are not available or tieeamly a limited availability of them.

In the last few years several strategic documeat® fbeen created in the field of education.
In May 2005 the government adopted the strategyamational training and developmé&ht

in which lifelong learning approach is recognisedlyan a limited way, meeting the demand
of the economy is emphasised as the main objecTikie. strategy of lifelong learnify—
urged by the European Union — was prepared byrtdeo£2005. It was also accompanied by
an action plalf, however, the implementation of this was not fokal up or only in a
fragmented way. In February 2007 the governmetiated to set up Round Tables in three
subjects — pensions, competitiveness and publicatdun — all of which require long-term
thinking. The Education and Chances for ChildrRaund Table was set up as a result of
recognising that Hungary is lagging behind its cetiiprs in the world of education, which is
proved by national and international surveys. Toienflation “proclamation” (thesis paper)
says that education is a national case, new dewelop processes have to be launched to
solve the problems, and education has to be takéroiothe field of force of everyday
politics®® According to the diagnosis the most importankdaare: to compensate for the
disadvantages in early childhood, to make it pdsdir all children to reach a desirable level
of basic competences and skills, to reform vocalidraining, to reduce drop-out rates, to
renew teacher training, to transform the compreakensystem of pupils’ and school
assessment and to reconsider the institutionalittonsl and financing. The Education and
Chances for Children Round Table recommends changg2 various areas of intervention,
published in a Green Book. The Round Table worl@dnkarly one and a half years and

° According to the plans 65-70% of public educatimstitutions will be reached by competence-based
developments. At least one teacher per institutidh be trained in in-service teacher training fasing the
results of the measurements in institutional quagsessment.

1% Government decree 1057/2005. (31.05.) on the meamuts required for the implementation of the
government strategy on vocational training and praent.

1 Strategy of the Government of the Republic of Harggpn Lifelong Learning (2005): Ministry of Eduizat
and Culture, Budapest.

12 Government decree 2212/2005. (13. 10.) on thedmehtation of the Government Strategy on Lifelong
Learning.

13 www.magyarorszagholnap.hu
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stated that measures improving the quality of #eching staff and thus raising the social
prestige of the teaching profession should be gpreority. Such a measure could be a raise
of salaries for young teachers entering the prajasgLannert, 2008).

1.2 Main policies, achievements and lessons learned

(a) access to education (focusing on actions being taken to reach
children, youth and adults that are currently exclu ded)

In Hungary many young people of school-age dropobsthool and there are even more who
leave school without any qualification or a quahfiion that cannot or can hardly be sold on
the labour market. Dropping out and low qualificatis a result mainly of the disadvantaged
social conditions. This disadvantaged and verynoftamulatively disadvantaged situation
deteriorates as a consequence of no or low schaalifigation, which compels both the
individuals and their families into tragic life sétions.

The strategy on lifelong learning Magyar Koztarsasag..., 2005adiblished in the autumn
of 2005 puts “targeted support for disadvantagexligs on the labour market” on the first
place among the seven major strategic trends, Wstitengthening the role of education and
training in creating opportunities” is the first ang the five priorities of the strategy. This
latter says thatlh order to mitigate social and geographical digjegs; it is essential to
strengthen the role of education and training systen and their contribution to combating
social exclusion and improving the individual’slibpportunities. To this end, any group that
is disadvantaged for social or other reasons shegkive marked educational support”.

Equal chances and drawing the disadvantaged ggroiaps into vocational training appear in
the latest strategy orocational training and developme@t Magyar Koztarsasag..., 2005b)
though less exposed as in the other two strategied above. Among the measurements in
the chapter “Quality vocational training for alltqgventing early school leaving and helping
the drop-outs return to training are mentioned.

In Hungary the large age groups (those who wera between 1974 and 1980) slowly leave
higher education-age as well, and the next agepgrate less and less numerous. In 2005 the
number of 11-16-year olds was around 120,000 keintimber of the youngest school-aged
children was even smaller. (Jelentés, 2006). Thmbeu of the present 0-6 year-olds is
smaller than that of school-aged youth, in the capifive years the number of those entering
general school will be smaller than 100,000 andh&rr decrease in the number of school-
aged population is expected. The rate of decreadeita impact on the whole education
system s illustrated by the comparison of firsaadgrs in general schools and first-year
students in higher education, where this latter hapassed the number of the first cohort
since 2002.Kigure 1).
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Figure 1.

First-graders and first year students imgher education1960-2006
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Source: Statistical Yearbook of Education 2006Ministry of Education and Culture

According to the prognosis of the Demographic Resetstitute in 2016 the cohort of 18-
year olds and younger will be by 15 percent lesaarous than the one in 2000. The decrease
in the cohort of 3-14-year-olds seems to come tg mathe future stabilisation and a slight
increase is expected. On the other hand, the dexiieathe cohort of 15-18-year-olds will
continue up to 2016 and compared to the numbe01 & 25 percentage point decrease is
expected.Kigure 2)
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Figure 2.

Expected tendencies in the cohort of 0-18-year-bidage group, 2001=100
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Regarding the demographic processes very similadetecies can be observed in the
neighbouring countries as well. According to an @E@rognosis in the Czech Republic,
Slovakia and Poland a 30-percent decrease is egeatthe cohort of 15-19-year-olds in the
coming ten yearsHducation at a Glance, 20D6These processes strongly affect the number
of school-aged population, the organization andrfaing of education.

The reform of the secondary school-leaving exaronadescribed in the previous chapter is
accompanied by the total transformation of the esystof entering higher education as in
addition to closing secondary school studies the secondary school-leaving examination
acts as an entrance examination at the same time®ioBsly there were two different
examinations in Hungary that those wishing to ehigher education had to take. In the case
of some subjects the results of the written seagndehool-leaving examination could be
converted into scores of higher education entraxeeninations, but oral examinations had to
be taken twice in those subjects as well. Thesktests were often very close in time but the
requirements were totally different. With makinge teecondary school-leaving examination
an entrance examination as well, the often-crggiprevious system in which universities
and colleges did not take into consideration tlygirements of the secondary school studies
and developed their tests based on their own rexpeints ceased to exist.

Since the introduction of the new secondary schemling examination this new type of
examination has been administered 4 times in Hyngad thus it can be judged how much it
has met the expectations. The great majority ohdrigeducation institutions do not require
their candidates to take the higher-level secondahool-leaving examination; this can be
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regarded as the major dysfunction. Only some usittes of high prestige require their
candidates to take the higher-level exam and anlthé case of the most popular fields of
studies, in all other cases students get extrapdithey pass the higher-level examination.
However, the requirements of the higher-level exaenmuch higher and students can easily
lose as many points as they get for choosing tteehnilevel exam. Also, the number of extra
points are maximised and they can be acquired bgipg a foreign language examination.
Students often opt for this latter one as in tha/the final score becomes more calculable.
As a consequence of the lack of such requirement the higher education institutions on
the one hand and the lack of interestedness afahdidates on the other, the number of those
sitting for a higher-level secondary school-leavexgmination in any subject is far below the
number of those who wish to enter higher educat@npresent there are only cautious
estimates concerning when and to what extent tioisgss will change.

(b) early childhood intervention (as a means to sup  port children’s
development, transition to primary education and le arning

Similarly to the practice of the majority of Eur@me countries, responsibility for early
childhood care is shared by two ministries. Insiitual day care of 0-3-year-old children,
which belongs to the tasks of child welfare andiaoprotection, is supervised by the
Ministry of Social Affairs and Labour, while therfoal education of 3-6-year-old children,
pre-school education, which belongs to public etlanais supervised by the Ministry of
Education and Culture.

Nurseries, the institutions providing day care addcation for children below 3 years of age
do not belong to the Ministry of Education and Grdtbut to the Ministry of Social Affairs
and Labour. This provision is only available forsmaller proportion as at this age the
traditional scene of education for children is taeily (Imre-Gyo6rgyi, 2006). In the past
years the number of nursery places has decreasedpday only 8 percent of the given age
group can get access to this service as opposesl percent befofé The existing nurseries
show the signs of over-crowdedness and the nunflibe damily day care centres (that could
be alternatives even in smaller settlements) gnasvg slowly. One reason for that could be
the lack of tradition, and possibly the low levéper capita financing.

Pre-school education receiving children from the afjthree fulfils a double function. On the
one hand it provides day care as a task belongiriget scope of social governance, while on
the other as part of public education it prepareden for school. The Act on public
education stipulates an obligation of pre-schoolcation for the five-year-old children; as of
the pre-school-year when the child is five year thldy are obliged to spend at least four
hours in pre-schools and participate in pre-schembication. Hungarian education policy
interprets the beginning of school education flexilwhich means that the beginning of
compulsory education is defined not exclusivelyalgg but by age and the state of the child’'s
development together. Due to this flexibility cign spend various numbers of years at pre-
school, and the number of those spending 4 to Esybare (between the age of 3 and 7 or 8)
has increased. Access to pre-school education ingaty is very favourable even in
international comparison, it covers all five-yedd-@hildren and about four in every five
children attend pre-schools. However, access tesgheol education is very uneven across

14 Source of the data: website of the Education amah€es for Children Round Table,
www.magyarorszagholnap.hu
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the country. In some regions the demand for preashs higher than the places available. In
many places children under the age of five, abo@®® small children are rejected on the
pretext of over-crowdedness. In other regions, eeaf the radically decreasing number of
children, groups have to be merged or whole preashhave to be closed. While pre-school
education could be one of the most important medmsmsuring equal opportunities, it is the
least accessible for the social groups that woutdtrmeed it. It is the children of families
with many children living in villages and struggiirwith financial problems, who struggle
with learning difficulties and/or disabilities wiget access to pre-school education at an early
age. This is why extending the care for 4 yearatiddren, which is especially important
from the aspect of creating equal opportunitiestisngly supported by social policy (Imre-
Gyorgyi, 2006).

(c) learning outcomes, particularly concerning the efforts to improve
learning achievement (how well are students perform ing at various
levels?) and reduce inequalities (how have disparit  ies in achievement
been reduced?)

In the examined period (between 2005 and 2007)itvesnational and a national educational
measurement of pupils’ achievement were carriediolttungary. The common feature of
the two international assessments (PISA and PIRI#)the national one organised by the
Ministry of Education and Culture is that the effeeness of the education of the schools and
the country is approached from pupil level. In thkése assessments pupils individually do
tests measuring various competences, skills and/liedge to which researchers assign class
and school level parameters and then analyse siitseising complex methodological tools.
Methodological precision is exceptionally importamtall national assessments: tests have to
measure the same irrespective of when and wheneea gge group takes them. Also, when
analysing the data the most up-to-date statistocds have to be used to calculate or estimate
the unavoidable errors.

Each of the international and national surveystified the same major problems irrespective
of the cultural domain examined, although theseewost conspicuous in the PISA survey.

1. 20 to 40 percent of Hungarian pupils lack or baregve the fundamental skills
necessary for orienting themselves in everyday ersgtti.e. their achievements are
weakest at level 1 or below in the various gradesaultural domains.

2. PISA test results indicated that the achievemeriwigarian pupils in mathematical
literacy and in reading literacy was below the inétional average, while they scored
at around the international average in naturahses and problem solving.

3. Hungary ranked second after Turkey from among thenties participating in the
PISA survey in terms of the size of the differerimetween the achievements of
schools.

4. 1t is in Hungary that the qualification of parengmd other features of family
background have the largest impact on a pupil'sa&thnal achievement at school.

The degree of the difference between the achieveamaischools and within a school
(variance) can be a good indicator of equity: sematlifferences among schools indicate
equal access to good quality education; a morefgignt difference indicates lack of equity.
The degree of difference between the performanseludols and school types is one of the
largest in Hungary from among the countries paréting in the PISA survey. At 66.0%, the
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gap is almost twice as large as the average c#bculimr PISA countries, moreover, it
continued to widen slightly during the three yeafter the PISA 2000 survey, when it was
found to be 60.3%. If today we compare the perforweaof a randomly selected general
secondary school student with that of a randomligcsed vocational school student, we will
find a significant difference of nearly one andadfIspread 146 points). Another important
issue is to what extent the difference betweenashend within schools can be attributed to
the differing family background of pupilsin Hungary, 53.2% of the differences between
schools (to the greatest extent internationallyjus to the social differences associated with
the composition of pupils and is indicative of axtremely high degree of inequality.
Presumably this was the most dramatic messhglee PISA Surveys of 2000 and 2003 for
the Hungarian educational poligdorn-Sinka, 2006)

Another, likewise important related message corexeihe great impact of the individual
family background — qualification, job and econorsiatus of parents — on the achievement
of pupils.The qualification and the profession of parents pumgils’ access to cultural goods
have a larger impact on educational achievemestuingary than in other OECD countries
on average. The analysis of the composite effe¢chede variables is supported by what is
known as theeconomic, social and cultural statimlex. The impact of this index on pupils'
performance is one of the largest in Hungary antbegarticipating countries as it accounts
for 27% of the variation of educational achieversendr in other words 27% of the
performance of a child depends on the social st#ttlse parents.

The National Assessment of Basic Competences asli@iad first in 2001 covers all pupils
of all schools in certain grades. The content cphoéthe assessments was first formulated
in 2006 by the so-called framework of referencesictv describes the concrete competences
that the assessment tests measure. Since its uotraa both the National Assessment of
Basic Competences and the related educationalypolidbox has considerably widened. On
the one hand new grades are involved in the measumteand on the other hand measures
supporting accountability and quality are connedtetthe results of the measurement.

The National Assessment of Basic Competences nmesashe basic competences (reading
literacy, mathematical literacy) of each pupil ob@ected graddt is a survey with three
objectives: first, to identify pupils' performancggcond, to convey to schools the need to
develop new content by new test content and metloddsvaluation applied during the
assessment, and third to promote the developmeieofulture of evaluation at institutional
level and the related supporting methodologgom a professional aspect this is the reason
why the assessment covers all pupils of the givadas. Each school has the opportunity to
analysehe achievement of their own pupils based on ciyppeocessed data and to compare
their performance to nationwide results and indicatAfter analysing their own situations
the institutions have to be able to plan and imgletrtheir own measures and according to
the Amendment to the Act on public education of 2006 they are obliged to do.5o The
National Assessment of Basic Competences supplidsbly providing schools with the
(software) technology for processing results. Ushegsoftware, teachers can evaluate results
locally by task, by individual and by class, caralgse their pupils’ performances and
compare them to the results of others. In thisexdnt is worth emphasising that the Act on
public education stipulates that the results ofabsessment are public. At system level the
Assessment may have considerable returns for tlieaddnal governance as well as it

5 Act No LXXI of 2006 on the amendement to Act No LX&of 1993 on public education, Article 16 (2).
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ensures that they get a picture of the achievemaintsearly all (general and secondary)
schools in Hungary.

The achievement of the objectives of competencesassents can be proved only in the long
term by the improvement of performances. Howeveshort term the feedback from schools
provides a base for the institutional level utiliaa and use of the results of the assessments.
In 2004 at the time of the third survey more thlare¢ out of four school heads found the
National Assessment of Basic Competences useftl footn the perspective of the separate
subject areas and in terms of establishing a @ilbfirmssessment and evaluation. In addition
to feedback on usefulness the schools also repbaedhey used the processed results of the
competence assessment that were returned to tHemeSponses show that schools mostly
used the results for curriculum development purpas®d more than a third of the schools
enriched their teaching witlmore practice-oriented tasks modelled after thes arsed in the
assessment.

The 2003 amendment to the Act on public educatiomed to reduce early selection and
segregation by legislation. In the reference petieduse of the previously adopted measures
for reducing inequalities could be observed. Egdgrs of education are affected by the rule
that in the first three grades can be repeated ibtitg pupil could not meet the requirements
due to absence from school. Weak educational peeince cannot be a reason for repeating a
grade unless it is accepted and requested by tiésgoarents. The law also stipulates that in
the first three years and in the first half of tberth grade of primary education pupils have to
be evaluated in report forms instead of a numegealuation. Early selection can be reduced
by expanding the first phase of education, in whicl most important competences are
developed. In the present school structure th& phase serving the development of basic
competences is very short, and as a consequeneeisheot enough time in education for
developing key competences. To expand this phassvaegulation was adopted, which does
not change the school system but provides oppdytdioi schools to organise teaching in a
way that in 30 to 50 percent of the teaching tinmenpetence-developing education is
provided as opposed to subject-based teaching. eXpansion of pre-school education as
well as the modernisation of vocational educatioae also priority measures aiming at
reducing inequalities in education.

In public education the encouragement of regionaperation was an important means in the
former educational policies as well used for sajvthe quality and efficiency problems of
education. The administrative reform progressingnatro-regional level, the 2004 law on
multifunctional micro-region associations providgportunities for continuing this process in
larger scale. Public education provision now betonp the mandatory tasks of
multifunctional micro-region associations and timakes the micro-region a prominent scene
for the improvement of education, for solving thesnacute problems of educational policy,
namely those of efficiency and quality. Through tifwhctional micro-region associations
there are better chances for retaining good quatitycation at small settlements, increasing
the role of public education in social cohesion amgroving the quality of educational
governance. Multifunctional associations faatkt cooperation among public services
belonging to various ministries and social accobifitg as well.
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(d) pre-service teacher training, recruitment, depl  oyment, working
conditions and in-service professional development

One of the greatest challenges public educatioHungary faces is how much teachers are
prepared for teaching pupils of changing compositim an effective way. National
assessments of competences as well as the tagdSAfsurveys present the teachers the
concept of knowledge that they have to match. Bssithe shift of the secondary school-
leaving examination in the direction of being cotepee-based as well as several in-service
trainings connected to the examination reform désulitated this process.

The intention of renewing the teaching professi@s feen present in education policy
through subsequent government cycles (at the begjrof the ‘90s there was even a central
programme with this title — Renewing the Teachingfésion. Throughout the ‘90s there
were several educational policy conceptions andsarea that aimed at easing the rigidity of
the salary and promotion system for teachers, winab based only on the qualification of
the teachers and the quantitative increase in thaahing experience and promised rewarding
quality work (e.g. the introduction of salary sugplent for high quality work in 1996, the
plans for developing the conception of life caremdel for teachers in 2001). However, no
coherent and continuous educational policy has lbeseloped in this field and nor has the
evaluation and accountability system necessaryinimiementing such policies. Moreover,
there has been no professional discourse on tesses. The law delegated the decision on
salary supplement for high quality work and theedepment of an evaluation system serving
as a basis for awarding it to institutional levahd the concept of a life-career model has
slowly died out.

In Hungary there have been considerable changdwifields of pre-service and in-service
teacher training with a view to improving teaching. Hungary there is small fluctuation
among teachers, the average age of teachers masieg, therefore in-service training is
revaluated in the eyes of education policy. Whesrdhs no lack of teachers and only few
novice teachers can get into schools, the targefpgis not the entrants but the ones who have
real impact on school processes. In the middldnef®0s the structure of in-service training
was transformed, and the main elements of the ysters are: i) it is mandatory for teachers
to participate in in-service training of 120 houmsevery seven years, i) in-service training
programmes and training institutions have to beeatited; iii) schools have to draw up a plan
for in-service training taking into accounts loc&leds and lacking teacher competences; iv)
the governance has to evaluate in-service traimggylarly’® Up to the present day this
(mandatory in-service training) has been the oniglity element of the teaching work that
has to be accounted for — according to legislatiovhile little is known about the real impact
of in-service training on the quality of school \Wwor

A radical transformation of pre-service teacheinirey preparing for the grades 7-12 in public
education started following the adoption of the Aat higher educatidfi and the related
ministerial decree in 2006, one of the main elem@ehtwhich is thateachers will be trained

6 Government decree 277/1997. (22. 12.) on in-seriéacher training, teachers’ post-graduate, psijeal
examination and benefits and advantages of teaplegtisipating in in-service training.
7 Act No CXXXIX of 2005 on higher education.
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within the framework of master courses in educati@nother important element of the
legislation is that output requirements are defirfed teacher training, specifying the
competences that the freshly trained teachersxgrected to hav&, i.e a system of quality
expectations are formulated for the long term. {&tsoltathatosag ..., 2007).

Between 2004 and 2008 a monumental central progearoinrenewing the teaching
profession “Training teachers and educational dgpfar the tasks of competence-based
education” started in the framework of Measure13df.the Human Resources Development
Operational Programme (HRDOP) and the related tsrttiat institutions could directly win.
Besides developing educational programmes, teachidg and devices, measurement
systems, regional training centres using and dissing the results of the development the
programme promised to provide opportunity for eisting a network of programme-based
in-service training and counselling as well as raeny, i.e. the renewal of the teaching
profession. The results of the programme have eeh lsummarised and evaluated yet.

1.3 The role of the education system in combating poverty as well
as other forms of social exclusion and cultural marginalization (how
Is it envisaged? what kind of contribution is expected? what kind of
strategies should be implemented?)

As the educational system is embedded in socialesaiz life it most probably reflects the
social and economic differences of the country adl.wrhe large-scale educational
differences have a negative impact on the competiss and the cohesion of the society.
International studies show that increasing the gehéevel of qualification improves the
general quality of community life and reduces puldpending, while dropping behind is
accompanied with increasing individual and socisks due to the lasting expansion of the
schooling period.

In international comparison the education systemHumgary is very selective and the

differences between schools are disproportionagedyat. Data of the OECD PISA Survey

show that the performance of Hungarian pupils i$ owoly below the average but the

achievements depend very much on the qualificabiotheir parents and the performance
differences are not so much between individuals tettveen schools. The two most

important factors that determine pupils’ achievetmare: school and family background.

Concerning this latter the differences are muclatgrebetween schools than between pupils
of a given school, which involves the danger tlatosls may deepen the already existing
differences. This also means that any measuresémaés the improvement of the educational
achievement of weakly performing pupils can inceedise effectiveness of education in

Hungary.

The medium-term strategy of public education degwalent of the Ministry of Education
states that in general Hungarian schools cannoipeosate with pedagogical tools for the
effects of social disadvantages on academic acment and selection and segregation is
very high. This high segregation and the greaediffices between schools do not lead to high
level educational performances as it is provedhieydata of the PISA surveys.

'8 Government decree 289/2005. (22. 12.) and Minitdecree 15/2006. (3. 4.) Ministry of Education.
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In the education system of Hungary inequalities bangrasped in several dimensions, the
most manifest ones are the territorial, programme ethnic differences. Although gender
differences are not considerable at present bt #ne increasing. The differences in the
territorial dimensionare more perceivable along settlement size thangategions. The
differences along the settlement slope are pahntyconsequences of the composition of the
population and partly caused by the differencetheincomes, the opportunities for finding
resources and the specific expenditures of thel Igmvernments. Nevertheless, the
differences in educational achievements cannotiteetty related to the differences in the
pedagogical work of schools. A study on schoolsroéll settlements proved that the weaker
performance of these schools is related not towbaker performance of these schools in
general but to the socio-economic composition @& gupils. Thestructural differences
between programme types are observable in secorethrgation and are mainly due to
selection as most pupils are admitted to seconsienpols based on the results of entrance
examinations organised by schools. The negativaatnpf the selection between secondary
programmes are most manifest in vocational trainumgre the majority of pupils are ones
who were not admitted to other schools, who chbisetype of education under compulsion,
who are not motivated and weakly prepared. In thegdrian education system the inequality
of chances are the strongest in #tlenic dimensionrelated to the education of Roma pupils
as segregation, redirecting children to speciasga or special schools, admitting pupils only
to vocational schools and dropping out of secondatycation hit the Roma youth most.
Gender inequalities are mainly observed in differing laagn paths but an increasing
difference is seen in the qualification level otttwo genders and as a consequence the
differences that traditionally hit females now setarhit males: nowadays it is mostly the
females who are more qualified and the males @& ®ntles who have more chances to get into
the group of weak performers and those laggingrizehi

Several measures have been adopted to help digagednand Roma pupils to achieve a
more successful educational career. Among thessuresathe intention to expand obligatory
pres-schooling is the most significant, which isnbined with social elements as well (free
meals) and with additional capacities ensured fergehooling in the regions with very small
villages and few pre-schools. This is justifiedrbgognising that pre-schooling can be one of
the most useful means for creating equal chanaessghool care and education is the least
available for the social groups that would mostdfierirom it. Thus the disadvantages that
these children accumulate before entering the fyrside are so great that it is almost
impossible for them to catch up. Despite the faeat in Hungary the number of children is
decreasing, in most of the economically and sociibadvantaged regions the reproduction
rate of the population is high. There are settleernere pre-school places are scarce or not
available, so disadvantaged children can only gpgte in pre-school education from the age
of 5 (which is mandatory at this age). At the samee the indispensable condition of the
more effective schooling of this group is severaduypre-school care. In the framework of the
NHDP building or expanding pre-schools combinedwitofessional development is planned
in micro-regions where justified by demographici@adors.

Due partly to Structural Funds policies aimed atumng inequalities can calculate with
considerably more resources than before 2004. &ddimps may be considered as the most
efficient means of support. The Road to Educati@mofrship programme started in
September 2005 and its three subprojects (Roaddosécondary school, Road to the
secondary school-leaving examination and Road toatianal training) help gifted but
disadvantaged pupils in their school career. Areressl and really efficient element of the
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programme is mentor help but it is also importéwat toth pupils and their mentors receive
scholarships.

In addition to expanding pre-schooling measuresrgmat reducing school failure focus on
strengthening the first four/six-year stage of ediom as the most important phase of
developing competences, which cannot be made ulatien. Stricter regulations concerning
repeating grades in the first three grades as assdbessment in report forms in the same
grades can help balancing the school career of wedkrmers. Measures aiming at slowing
the pace of and deepening competence developmeheifirst phase of school education
include redefining the function of grades 5 and 8egislation, which will start to have its
effects first in 2008. The essence of this charggéhat a transition period is introduced
between the one-teacher and the multi-teacherj-sublject systems.

The integration of the Roma and special needs pugpfiacilitated by the so-called integration
per capita funding, which first appeared in thedmtcf 2003. The condition of receiving this
funding is that the pedagogical programme of tHestprovide for the integration of the
pupils concerned, therefore the integration peitaagant can be claimed only by institutions
operating according the programme developed fa phirpose. In secondary schools the
Arany Janos Programme for Developing Talents oféflgdDisadvantaged Students is aimed
at ensuring equal chances to some extent, the ttaggmup being gifted, socially
disadvantaged students living in small settlemehtsorder to effectively prepare these
students for higher education studies teacherseoéml secondary schools and dormitories
participating in the programme and educational gspeveloped a programme that helps the
students overcome their disadvantages. The patingpinstitutions receive double per capita
grant for these students ands the students reaesgbolarship from their local governments.

As the educational system is embedded in socialaroa life it most probably reflects the
social and economic differences of the country asl.wThe large-scale educational
differences have a negative impact on the competidss and the cohesion of the society.
International studies show that increasing the genlevel of qualification improves the
general quality of community life and reduces puldpending, while dropping behind is
accompanied with increasing individual and sodisiks due to the lasting expansion of the
schooling period. (Keller-Mértonfi, 2006)

Hungarian studies show that following the changethaf political regime the differences
between schools further increased the inequaldfeshildren’s chances at entering school
education due to selection mechanisms. In the dast and a half decades the selection
processes have strengthened and by now the educgstem has become highly selective,
moreover segregating. The increased pressure fecte® can be explained by the new
demands emerging after the change of the politegiime, the low level of social solidarity
and such features of the educational system asfigiee of schools, considerable school and
local autonomy that created opportunities for etanal programmes requiring early
selection or for selecting pupils with good edumadl performance at school level.

The tendency thaiore and more disadvantaged students struggliniy wétious learning,
behavioural and social problems are enrolled irggmmes in vocational training schools
continues.(Imre-Gyorgyi, 2006) This is partly caused by thet that general and vocational
secondary schools wish to stabilise their situatiespite the decreasing numbers of pupils
and admit a part of those pupils who would havenatd vocational training schools before.
A higher number of innovative solutions are neettecksolve the problems of students now
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entering vocational training schools and to enghesr successful training, as traditional
methods seem to be increasingly failing, evidenbgda significant dropout rate, which
endangers the teaching of the remaining studentgelsas specific costs increase because a
part of students have dropped out. Work in vocalidraining school is made more difficult
by lack of material and conditions and by the fHtat teachers feel they are left to
themselves.

To manage these problems he Ministry of Educatemmd¢hed a three-year (2003-2006)
Vocational training school development programrteirhplementation is funded partly from
the central budget and partly from the Vocationaifing Fund. The programme is made up
by several components (A: education in general kedge domain and pre-vocational strand;
B: methodology of vocational training, C: reinteiipa of disadvantaged students), and
includes a set of thematic projects (foreign lamguteaching, assessment and evaluation in
vocational training schools, career guidance, mfion and communication technology).
Objectives of the programme included: reducingdrep-out rate, increasing the number of
students completing compulsory schooling, improvemgrant skilled workers’ preparedness
and labour market value by providing them with fide knowledge. The second phase of the
programme was launched at the beginning of 200&eaiat establishing a system suitable for
harmonising the needs of the economy and the \mwtitraining institutions in a flexible
manner.
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2. Inclusive education: The way of the future

Knowledge about inclusion has also changed and lbeen enriched in the past years —

intentions to change are present everywhere. Winléhe one hand teachers are engaged in
anti-integration and for-integration discussions) the other hand various models of creating
equal chances and social integration for pupilshwitisabilities have been developed in

school practice.

2.1 Approaches, scope and content

a./How is inclusive education conceptualized? What Is the current vision
of inclusive education in your country?

Currently the general approach to inclusion inva@vhat pupils with special educational
needs are integrated in the mainstream educatiarstltutions, i.e. the education of special
needs pupils has to be expanded in a way that pepilld receive it in mainstream schools,
provided their parents request it and special msibnal care is not essential for their
development.

Among the approaches to public education issueswaapproach to educational services —
inclusive education — has received increased atterind is spreading in Hungary as well.
Initially, this meant only the ways and possibagi of educating pupils with various

disabilities — in the present nomenclature speedication need pupils — together with
mainstream pupils. Today the term inclusion is \atgn used together with an adjective, e.g.
“inclusion of special needs pupils”, “inclusion tife disadvantaged” or “’inclusion of the
Roma” signifying classification, which is islight contradiction with one of the features of

inclusive education: dissolving classification.

This also shows that in Hungary inclusive educai®mot a static phenomenon but has
developed in various forms. Conceptions, policied practices related to inclusive education
have changed and are changing — therefore thegeadtinclusion has to be discussed in the
context of current educational reforms.

Knowledge about inclusion has also changed andbeas enriched in the past years —
intentions to change are present everywhere. \miléhe one hand teachers are engaged in
anti-integration and for-integration discussions,tbe other hand various models of creating
equal chances and social integration for pupilf wisabilities have been developed in school
practice.

In 2001integrated education, integrating schoolidgnoted an educational trend, and “meant
the education of children hindered in some way.(&andicap, ability disorder, social
disadvantages) together, close to their homes arf@s2001.) This trend is the opposite of
segregated education, which separates certain grofipchildren in special educational
institutions.
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The accepted definitions of segregating and integyaducation are:

- special education segregation pre-school, primary and secondary education of iapec
needs children in institutions established for #Mpress purpose, occasionally in residential
ones

- special education integratiorr education and training of special education segdldren,
pupils and students in mainstream pre-schools,grsirand secondary educational institutions
and higher education institutions under appropGatalitions.

Currently the general approach to inclusion invehtkat pupils with special educational
needs are integrated in the mainstream educatinstutions, i.e. the education of special
needs pupils has to be expanded in a way thatpapild receive it in mainstream schools,
provided their parents request it and special tutgtnal care is not essential for their
development. Pedagogical practice distinguishesvdmat integration and inclusion.In
integration special education needs children receive educatiomainstream educational
institutions. Individuals are placed into the exigtstructures of the school. The special
education needs (SEN) children are expected toeeehacademic performances similar to
their non-SEN peers, they are expected to be aldeldpt to the required achievement level.
Inclusion seeks answers to the question: ‘How can it be edstirat all (gifted and SEN)
pupils could cooperatively participate in the leaghprocesses according to their individual
abilities and pace of development?’ In inclusiog #tructural framework and conditions of
implementing the curriculum are reconsidered ireotd ensure the progression of all pupils.
Inclusive institutions are not only suitable forceeving SEN pupils but can also manage to
educate pupils deviating from the average in argpeet (gifted, distressed, lagging behind,
re-starter) together.Inclusive education is realised through profesdioaad inter-
professional cooperation. Its aim is to ensuré ¢hddren could learn in a school suitable for
inclusion, where the organisational and contemnhéaork of inclusive education as well as
the conditions appropriate for ensuring the progjogsof all pupils are reconsidered.

According to the professional approantegrated educationan be realised at three levels:

i) local integration:the development of SEN pupils takes place in a sta@am institution
but there is no connection between special and aloggiucation needs pupils, i.e. a separate
class or group is organised in a mainstream sabrgmie-school

i) social integration:in institutions where SEN pupils are developeddpasate groups, but
special attention is given to organising extra-icutar activities (day care activities, leisure
time and sport activities, meals) in an inclusivayveo that special needs pupils be together
with their normal needs peers.

iii) functional integration:when inclusive education and development is implaetein all
classess and all activities. The time spent togethay vary: in some subject classess,
activities heterogeneous groups may be organigadidl integration) in other cases SEN
pupils spend all the time together with their ndENSpeers tptal integratior).

Concerning the inclusive education of special neddlsiren the importance of the selection
mechanisms, medical diagnostic aspects has dineithisind emphasis is given development
adjusted to differing educational needs. In aninogit case inclusive education is well
prepared — both teachers and pupils are prepared $yecial education teacher who is
available for support later as well. .
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The literature on the school situation of the Roaiéldren analysing inclusive school
education in detail suggests a paradigm changejpssed to former school strategies and
practices. This new approach does not classify Rohnildren by defining their deficits or
their otherness but treats each pupil as individestities and recommends education
provision to meet the diverse educational needs.

The organisational structure ofclusive educational servicas based on the principle of
heterogeneity. Among its content elements espga@atiphasised are: fight against exclusion,
open, accepting atmosphere, all forms of cooperatieacher-teacher, pupil-pupil, pupil-
teacher, teacher-parent), activity-oriented waysteafching (suiting the child-centred and
alternative pedagogical practices), differentiatiegching based on individual development
plan and adjusted to the individual needs of thddmn, applying various forms of
assessment, changing traditional pedagogical (t#asher, pupil, parent). The main principle
is that social exclusion can be eliminated if tbeaepts of tolerance and inclusion are made
familiar for the pupils at school.

Inclusion involves the recognition, appreciation and re-ex@tun of diversity. This is
achieved by equal participation in education ingigdaccess as well. In addition to individual
learning this also involves: cooperation with othigr the classes, which also means getting to
know and accepting others. Equality is based omfmoach that an individual participates
in learning and in everyday activities togetherhmothers, in which process the others get to
know them, accept and appreciate them as they Iackusive school is a constantly
developing system, and at a given point the qualitythe state of inclusiveness can be
described along criteria like the degree of deedisation, applying open organisational
forms, wide variety of teaching and learning topisfessionalism of school management and
teachers, inclusive interpretation of differencesag pupils, quality improvement, and other
features of managing a school (conditions, leg@batsocial environment).

b./ What are seen as the most important challenges  for ensuring
educational and social inclusion? How have these ch allenges changed in
recent years?

Social inclusion is not exclusively the task of ealional policy; synergy of several fields

would be required. Education in itself cannot sdiliss problem and if the unexpected is

expected from it, the chances for concrete intdreaa based on evidences get farther and
farther.

After joining the European Union and in order torgase the competitiveness of the country
attention has been directed to the social groups thdue to various causes — were less
successful in the market economy developed afeerchiange of the regime in 1989/90 or
were the losers of these developments. It has beobear that with large social groups that
are poor (and from many other aspects disadvantaged unproductive in terms of the
economy and the labour market, it is very difficalt even impossible to keep the top
positions assigned to Hungary by experts amongd¢hession countries.
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The Hungarian educational system is highly selegtiamd the efficiency of schools
concerning the compensation of various social inktgs is very low. Although there are
causes for this that are connected to the qualigdacation and the efficiency of schools —
e.g. the culture of differentiated education is matlespread — the high degree of social
inequalities in itself narrows the latitude of sols In the pedagogical cultural there is
neither a tradition of individualising, personatigi learning processes nor a practice of
assessing pupils’ performances in other than sumenagys.

The concept of integratiomas negative connotations as wélh the one hand has an ethno-
centrist dimension, according to which Roma grosipsuld be integrated into the Hungarian
society. In schools this involves efforts to chatigeehabits of behaviou@n the other hand
has a special educational connotation — previouslthe Hungarian discourse integration
meant exclusively the integrated education of spaueeds children. In Hungary along the
generally educating institutions a system of spdastitutions was developed — and these
institutions themselves were increasingly spe@dliSuch institutions were the schools of the
blind, but there was also a separate institutianthose with mild visual impairment, and
separate schools were established for those witd ori medium mental disabilities. In
Hungary atwo-track systemis operating, and the two tracks are totally sdpdraln
institutions educating pupils with mild mental digdies Roma pupils are over-represented.

Questions arising in relation to the (mass) admissif pupils with special educational needs
to the mainstream schools have been sources ofldstigg discussions both in the general
and the professional public. The situation is diffi as in general the problems connected to
social/economic integration are not solved basegdrofessional considerations alone but also
in the political/ideological dimensions that duetheir traditionally divisive character have
become obstacles to decisions. Concerning enroltieemistitutions recommendations are
made by members of expert commissions based ormpler examination. It is in their
authority to decide which school the examined pumhould attend, pushing into the
background of parents’ rights to choose an edutatiinstitution. Parents with a lesser
degree of rights assertion do not have real chaiocehoosing a school.

In Hungary the legislation related to maintainingdafinancing education, the means
supporting improvement and the development of @nognes for pre-service and in-service
teacher training, professional services, strengtigethe role of counselling, creating and
widening opportunities create a favourable situafior renewing education. The impact of
the legislation and educational policy supportingusive education was strengthened during
the implementation of the 2.1 Measure of the HurR&sources Development Operational
programme of the National Development Plan “Engurikqual Opportunities for
Disadvantaged Pupils in Education”. Comprehensitegration-oriented measures developed
by theMinistry of Education and Cultureghe amendment to the Act on public education are
aimed at facilitating that anti-discrimination eff® appear stronger in the processes of
education and in operation of the related orgaioisaj the exclusion of groups with weaker
rights assertion abilities be reduced and theitigppation in achieving the aims of public
education strengthened.

The measures of the medium term strategy for pudaiecation development are aimed at
reducing inequalities of chances, and in accordamitk them the central development
programmes contribute to creating chances on theutamarket and preventing social
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exclusion by ensuring access to quality educatiwh support services. The main aim of the
development process is to develop a school systéerenschools adjust to the diversity
manifest in differences in pupils’ cultures, alpgi# and learning needs.

The current reforms, development objectivaee especially aimed at creating the conditions
for competence-based education in as many eduehtiostitutions as possible, and a

comprehensive action and development plan was oleeelto enhance this. Planning for

longer periods than budget cycles and taking irdosleration new elements as well,

international conciliation procedures and managiregprojects serving implementation — all

these constituted new challenges that had to keeifahe developments outlined in the New
Hungary Development Plan 2007- 2013 are still airedncreasing the rate of children

participating in inclusive education. The legal dmions have been created, and now the
professional preparation of inclusive institutiaasn the focus.

The strategy for achieving these objectives incdude

) building up cooperation between special educatmstitutions and prospective
integrating institutions, in which experts of spg@ducational institutions help the
prospective integrating institutions in developitigeir integration programmes,
organise, support and/or undertake special taskypost or provide necessary
additional services and supervision; creating gstpservice network based on
the above, providing further support for meetingaal care demands and special
needs;

i) offering and providing accredited in-service tramipreparing the teachers of the
receiving institutions for integration; developingractice-oriented training
programmes based on successful integration pradiicerepare for integration

Although there are diverse approaches to inclusiadhe Hungarian education system, there
are developed, well-established support systemd,th@ changes have an impact on the
pedagogical systems used in the inclusive envirosnand institutions, the attitude to and

the intention of inclusion can be restricted ifatstent is of assimilating nature and is present
only at the level of organising learning.

c./ What specific legal or regulatory frameworks re fer to inclusive
education issues? What groups are considered as exc luded in these
frameworks and how are they categorized?

In the past decade differentiation and personaisatave appeared in the practice of an
increasing number of mainstream institutions asl.wAkcording to the act on public
education the pupils struggling with adaptationh@eiour and learning difficulties are also
entitled to receive — provisional or permanent -ffadentiated school education and
additional services so that they can successfudipglete compulsory education, although
their individual abilities may not deviate from theerage to the extent that they could be
classified as special needs or disabled pupils.

Both national and international studies show that lHungarian education system increases
the inequalities of changes and disadvantages stegrinom disadvantaged socio-economic
situations and territorial and ethnic factors fertdeepen these disadvantages. Disadvantaged
children receive pre-school education in a consiolgrsmaller rate than the average and their
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disadvantages are considerable concerning progreasischool as well: a smaller percentage
of them than the average complete general schabbaly a few of them get into secondary
or higher education.

Increasing selection is decisive from the aspecinefjuality of chances, segregation of
schools along social strata affect the school cavé¢he Roma and the disadvantaged the
most. Their chances for social assertion are dstredsly much more restricted. Among them
the drop-out rate is high and many are excludeah feducation.

The Republic of Hungary also adopted the Act LXIV1891 on enacting the UN convention
on the Rights of Children. According to the Conaidn: “The Republic of Hungary promotes
the realisation of equality before the law with s@&@s aiming to eliminate inequality of
opportunities.” The Constitution also says thatrgwhild has the right to enjoy the care and
protection that is necessary for satisfactory pfalsimetal and moral development. Parents
are entitled to the right of choosing the kind d@ieation their children are to receive.

The — multiply amendedAet LXXIX of 1993 on Public Educatioraccentuates the care and
education provision for disabled children. The At XXVI of 1998 on the Rights and
Equality of Chances of People defines the rightthefdisabled children in the areas of the
environment, communication, transport and suppgrservices as well as aids and defines
the target areas of providing equal opportunitied #he tasks of development in health care,
education, employment, place of residence, culncesport.

The Act on public education distinguishes betweren groups of children entitled to special
care: (a) children and pupils with special educetioneeds (disabled children) and (b)
children and pupils struggling with behaviour car@ng difficulties. In addition to these two

groups legal and professional measures also protheteffective education and teaching of
the disadvantaged, primarily Roma children.

The multiply amendedict LXXIX of 1993 on Public Education provides for dsliahing
Unified Special Educational Methodological Institus (USEMI).

Pursuant to the Article 33 USEMI can be establishid the aim of facilitating the inclusive
education of children with special educational reedh accordance with its aims these
institutions may provide pedagogical services, oigg@ and operate a network of mobile
expert$® The tasks of such institutions may include: speetaicational counselling, early
development and care, developing preparation, lagoic care, conductive education
provision, remedial physical education provisiome3e institutions can also undertake the
tasks of pedagogical-professional services inclyadionsulting, disseminating teaching and
pedagogical methods, facilitating training, in-seevtraining and self-education of and
organising related courses for them. They can peowformation and counselling services
for pupils, learning communities and students’ -geifernments providing them with
information necessary for asserting their rightsd @ducation administrational, economic,
legal etc. information. Within the framework of Heeunified institutions a unit providing pre-
school or general school education can also benmga Concerning the supporting
measures these are the same irrespective of whatofyeducation the special needs pupils

19 Act on Public Education Article 34. a), b), e),agd h)
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receive (segregated or integrated). In both cakespupils and the service providing
institutions are entitled to the same rights.

The Act onpublic educationspecifies additional services and regulations emgupositive
discrimination that serve the educational providmmspecial needs pupils:

* Schools educating special needs children may deterthe length of period required
for acquiring the teaching material of a grade,chican be longer than a school year.
It has to be set in the local curriculum of theah

e In calculating the average number of pupils in @slor group special needs pupils
have to be taken as two or three depending onyghe of the disability, i.e. the
maximum number of pupils in a separate class osgdnior them can range from 7 to
15, and in inclusive settings the obligation to lgphis multiplier ensures smaller
class sizes.

* In the institutions participating in educating spéaeeds children (irrespective of
whether education is provided in separate settorg®gether with non-SEN pupils)
additional developing activities have to be orgedifor pupils with severe and lasting
disorders of cognitive functions or behaviour depehent that do not originate from
organic disorders. Depending on the type of diggbthe time frame for these
rehabilitating activities is set at 15-50 percehthe time (number of lessons) defined
for obligatory teaching, while the time frame favloping activities is 15 percent of
the obligatory teaching time. This time frame camnrd-grouped for various grades and
classes during a school year or teaching weeks.

e School heads are entitled to exempt special neggissgrom being assessed in some
subjects or parts of subjects based on the recocemien of the expert and
rehabilitation committees. In case of exemption thevelopment of the pupil
concerned has to be ensured according to an individevelopment plan. At the
secondary school-leaving examination these pupitsahoose to take another subject
instead of one they are exempt from (in accordanth the regulations of the
examination specification).

» Special needs pupils are entitled to longer prejpardime at the examination, and are
allowed to use all the aids they used during theidies (typewriter, computer, etc.).
In certain cases the written examination may béaoegl by an oral test or an oral
examination by a written one.

In the past decade differentiation and personadisabtave appeared in the practice of an
increasing number of mainstream institutions asl.w&tcording to the act on public
education the pupils struggling with adaptationhdeour and learning difficulties are also
entitled to receive — provisional or permanentfedentiated school education and additional
services so that they can successfully completepatsory education, although their
individual abilities may not deviate from the awggdo the extent that they could be classified
as special needs or disabled pupils.

Additional services are primarily provided by edumaal counselling and logopaedic
services. Provision of educational professionalises is regulated by the ministerial decree
14/1994. (V1.24) of the Ministry of Culture and RiglEducation.
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Following the general regulations of the governrakdéecree on the admission procedures of
higher education institutions special needs stiedan¢ entitled to all the exemptions and
additional services that they are entitled to dytime secondary school-leaving examination —
more time for preparation, use of aids that wereduduring secondary school studies,
replacement of oral tests with written ones oraepiment of written tests with oral ones. The
special needs applicants are entitled to prefaketreatment and receive extra scores in all
forms of initial training and higher-level vocatalrtraining. To participate successfully in the
admission procedure and to receive the extra scaf@sed by legislation the applicants have
to furnish proof that they are entitled to prefai@ntreatment. In cases when the candidates
were disabled during their secondary school studrek based on that they were entitled to
exemptions and/or allowances the expert and ratalih committees are entitled to furnish
proof of the disability.

According to theAct CXXXIX of 2005 on higher educatioulisabled students are entitled to
being prepared and examined in accordance withi theabilities and they should receive
assistance in their fulfilment of obligations amgi from their student status. When
appropriate, they should be exempted from the abbg to take certain course-units or
certain parts thereof or to undergo assessmeneckssary, such students are exempted from
the language examination or a certain part thereofithe level or the level related
requirements of such language examinations. Didatiledents should be given more time to
prepare at the examination, and should be offdredopportunity to use aids at the written
test (typewriter, computer, etc.), or if necessdoyhave, in the case of such students, a
written test instead of an oral test, or an orat tastead of a written one. The exemption
under this subsection is exclusively granted in ¢batext of the condition justifying such
exemption and may not result in exemption from flfilment of basic academic
requirements that are requisite to the award ofptieéessional qualification certified by the
Bachelor and the Master degree, or of the vocatiguaification evidenced by the certificate
of higher-level vocational training. To assist diea students the higher education
institutions appoint a coordinator and determinghiair statutes the provided and allowed
aids, services and the rules pertaining the usé¢éhefadditional normative grant for the
disabled.

According to theAct XXXXVII of 2001 on the textbook market regina#l special needs
(disabled) pupils are entitled to free textbooks.

Families raising permanently ill or severely digabthildren are entitled to a higher amount
of family allowance according to the Act LXXXIV df998 on family support. However, not
all families raising special needs (disabled) aleildare entitled to this higher amount of
family allowance. Only those families receive thigher amount of family allowances that
raise children requiring constant or increased eack supervision due to chronic illnesses or
severe disabilities defined by the ministerial @éecs/2003 (11.19.) of the Ministry of Health,
Social and Family Affairs. (The decree also stippgawhich institution — specialist health
centre, expert and rehabilitation committee — istled to verify the chronic iliness or severe
disability.)

According to theAct Il of 1993 on social management and social cdahe chronically ill or
severely disabled child whose parents are entiteal higher amount of family allowance is
entitled to public health care certificate. Thosehvpublic health care certificates are entitled
to certain free medicines or medical aids definga lbecree issued by the minister for health.
According to the 1l of 1993 on social managememd social care the adult relative who
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takes care of a severely disabled person unaligkecare of him/herself — without an age
limit — or a chronically ill person under 18 yearsage is entitled to care allowance. The
amount of care allowance is defined in the peraggntaf the current minimum of old-age
pension (80-130%). The period of receiving carevedince is calculated as time of service
when the amount of old-age pension is determinad Att LXXXIII of 1997 on the services
of the compulsory health insuranaad the government decree 85/2007. on the allosgimc
public mass transportation entitle disabled chiidend if necessary a maximum of two
persons accompanying them to free use of all udmmestic line passenger services when
the purpose is the travel is to participate intabglitating activity or development.

In Hungary a considerable number of students fail public education institutions. An
increasing rate of failing pupils explains the aatl professional interest and the increased
attention concerning this area. From the aspeptajression drop-outs from general schools,
those completing general school but leaving edondiefore the age of 18 (the maximum age
of compulsory education), droup-outs from secondsekiools, those who struggle with
learning difficulties, special needs pupils andledabove the age of compulsory education
for whom its is crucial that they could completeitreducation while working under special
conditions designed for them — all belong to thisug of failers.

Although theintentions to create equal opportunitiesgard all the above as one target group,
an increased attention is due to the pupils whaato(cannot) have all the opportunities in
education that are available for their peers. Tlasehe children whose parents are socially
disadvantaged haw low qualification (below secondiewel); the families (and their children)
who live in economically disadvantaged settlemerggions, and who do not have chances to
improve their situation partly because of lack p$titutions and partly because of low
mobilisation opportunities (and intentions); youpgpple living in residential institutions or
children’s homes, who can make up for the cultaral existential disadvantages stemming
from their situation only in long years and if theye fortunate; the marginalized
(criminalized) young people whose way of life kegpem from entering the world of
education; the children of the immigrants who hareved in Hungary recently. The
disadvantages of belonging to the biggest minotitg, Roma minority are manifest partly in
the inequalities in schooling and partly in thecdimination on the labour market in addition
to many other factors causing disadvantages.

2.2 Public policies

a./ What are the current dimensions of the phenomen of exclusion from
and within education? What kind of indicators and d ata are used to
inform inclusive education policies?

The inclusive approach appeared first in educadiwch initially a narrow interpretation of the
concept was connected to the education of speerdspupils. At the same time the term
‘exclusion’ was used solely in the sense of expglpupils from schools for various offences.
Both inclusion and exclusion was in close connectiith everyday practice when the terms
were first used.

Since the turn of the millennium segregation wittiie school, the separation of pupils along
ethnic and social positions has not been reducegitéeall policy intentions, changes in
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regulations, and additional normative grant foegration. Despite the considerable public
spending on developing this sector (e.g. Sulinem@aus programmes) the effectives of
education has not increased.

Although the network of separate special institugioin general provides good quality
education, it is increasingly criticised becauseaes not promote the social integration of
their children to appropriate extent, and oftensaat a ‘parking place’ reducing the life
chances of the pupilén the school year 2006/20QfFe act on public education was amended
concerning the recognition of disabilities and thaisterial decree 14/1994. (VI.24.) on
education obligation and pedagogical services defim of disabilities was also modified.
The public education policy decision behind thenges in legislation was made following a
continuous increase of the rate of pupils classiie ones with special educational needs —
due especially to disorders of psychical develogmend the recognition of the fact that there
were considerable differences in the rate of speaads pupils among the counties. As the
number of children classified as special needs Ipupased on disorders of psychical
development was five times more than five yearodgefind because of the considerable
differences among the counties the rules of diaimesork were revised, and the whole
population concerned was re-examined in 2807

The measures stipulated — among others — that tboseerned had to be re-examined
according to strict criteria and the special nedidgnosis can only be maintained if it is
justified by a permanent or severe disorder of togn functions or of behavioural
development. If the permanent or severe disorderoghitive functions or of behavioural
development cannot be traced back to organic cawseb the pupil concerned receives
special education in a separate class or schoalsunes have to be taken to place the pupil in
a mainstream school in the following school yeathsd they could learn together with others
according to general requirements in an integratyg This measure serves the prevention of
unjustified segregation. The measures of the peatsy— professional measures, changes in
legislation, the re-examination of special needfdmm with permanent and severe learning
difficulties due to disorders of psychical develarh— have also been aimed at achieving the
above objective. 31,918 pupils with permanent amdere learning difficulties due to
disorders of psychical development were re-examimedl0,606 cases neither adaptation,
learning, behavioural difficulties nor special edtiocnal needs were diagnosed.

2010 Hungary national and county level committeesidie on the physical, sensual, mental, or speesbrders. The visual,
hearing, and speech examination expert and rehabdn committees operate on national level, angeex and
rehabilitation committees examining learning algkt operate both in the capital and in the courggtees. The head of the
committee is a remedial teacher in the field ofidity. The members of the committee are psyclistmgand specialised
doctors of the field. They prepare an expert opirédout the child and make a recommendation foiirtbgtutions of pre-
school and school education as well as the spe@glirements in connection with the education, frejnand skills
development of the student. These committees dontptrecommend students to be placed into speeidlclasses or
institutions but they are the ones also to recontnietegrated education for students. According tie Act on equal
opportunities the parents of students with spedaicational needs have the right to choose thetirtgin and influence the
decision making about where their children are pthck case of disagreement between the expert coeendnd the
parents decision is made in a procedure defineal iministerial decree.
21 The Act on public education distinguishes betweengroups of children entitled to special care:

» children and pupils with special education needsgtied);

« children and pupils struggling with behaviour or taang difficulties.

In addition to these two groups legal and professianeasures also promote the effective educatiahtaaching of the
disadvantaged, primarily Roma children.
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Rate of children with mild mental disability
School year Total number of Total number of Rate of children and
children, pupils with children in pre-school | pupils in the percentage
mild mental disability and full time school of all children, pupils
education
2001/2002 37 942 1 837 9683 2.1
2002/2003 38 517 1818 935 2.1
2003/2004 38 253 1 806 950 2.1
2004/2005 36 550 1784 224 2
2005/2006 35 246 1 758 097 2
2006/2007 33 984 1729175 2
2007/2008 32 482 1708 125 1.9

Source: Ministry of Education and Culture (2008)

b./ Which inclusive education issues have been are , or are going to be
relevant for educational policies in your country?

In Hungary many initiatives have been taken, whichsiderably increased our knowledge
on the processes and developments in public educan the one hand there have been
numerous data collections, researches, actions dasa using up-to-date research
methodologies and a series of analyses exploriagptbcesses in public education have been
prepared. On the other hand all this happened witha conscious strategy, in an
uncoordinated way, without considerable reflectanthe process of creating and using this
knowledge and the quality of the created knowlegslgery uneven.

Inclusive school is a constantly developing systend at a given point the quality of the state
of inclusiveness can be described along criteki@ the degree of decentralisation, applying
open organisational forms, wide variety of teachamgl learning tools, professionalism of
school management and teachers, inclusive intatpyatof differences among pupils, quality
improvement, and other features of managing a dckoanditions, legislation, social
environment).

The aim of establishing and operation a public atlan quality management system is to lay
the foundations for and constantly improve an ¢ife¢ efficient and equitable public
education. By emphasising equity the system todweldped:

0 serves the evaluation of the educational and edurcdevelopment objectives
defined at various levels of content regulation #ra continuous feedback of
the results,

o serves the operation of a planning-feedback cyglenbking the results of
assessments available for all the actors of pedliccation,

0 makes it possible for all the actors of public eation governance to share
responsibility for the effectiveness of the sersi@nd put the principle of
accountability into practice.

The areas of quality assessment at maintainersl ieglude: effectiveness of the pedagogical
activity of institutions, institution managementshéeving the objectives of pedagogical
programmes, work of the head of the institutionmAjor function of quality assessment at
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sector level is the development of regular natioaséessment of pupils’ achievements,
system of examinations, system of public educaitioiicators and preparing public reports.
Together with the system of selection indicatord aronitoring the assertion of pupils’ rights
as well as national thematic evaluations of theenrobjectives of education policy quality
assessment may be a guarantee for developing gaotices.

Legislation related to the operation of institusoand financing education is favourable for
educating pupils with disabilities in an inclusivenvironment. The current reforms,
development objectives emphasise that the conditdbintegrated education be created in as
many institutions as possible and to promote the®mprehensive action and development
plan has been developed. Increasing the resporsisarf schools to inclusion opens up new
possibilities for the social learning processesalbf disabled and non-disabled — children.
Seeking new ways, institutional innovations regultonsiderable quality improvement of the
work of the schools open to inclusion.

Institutional quality assessment, institutionalf-eslsessment is rarely aimed at evaluating
inclusion specifically. In addition to the mandatoduties of schools related to quality
management the reason for starting a (self)-evalygbrocess can be a change in the
management of the institution, joining a nation@velopment programme, re-organisation of
the institution, an intention to meet the expeotatiof the maintainer, dissatisfaction within
the institution, problems indicated by the assesssnef pupils’ competences, change in the
composition of pupils, intention to meet the expéonhs of parents, improvement traditions
of the school or anything else. Accordingly, theighe of preparation for inclusion in the
development may be very different by institutions.

Consequently, a (self)-evaluation package for isioln has to be suitable for explicitly
serving the education and development of specedsipupils but it also has to be suitable for
ensuring the assertion of inclusion aspects aeetotal, “guided” self-evaluation process. As
the current regulation of quality management camoer the areas of criteria for self-
evaluation provides little guidance, in order ts@e suitability the starting points of the
package “How accepting is our school?” to be deyetoin the framework of SRGP are the
areas used in the central programme aiming at theeldpment of a system of public
education quality management but not defined bigliaton.

The institutional self-evaluation package for irsttin is the distillate of the existing
experience of Hungarian public education accumdl&teough decades, in two senses of the
word. On the one hand it is in a technical sense fetwork of self-developing schools,
COMENIUS quality assurance programme, vocationdlost development programme,
institutional developments started in the framewofkhe first National Development Plan
and other institutional programmes accumulated idensble knowledge and experience in
the filed of institution-level development based seif-evaluation. On the other hand the
package relies heavily on the content of develogmen the national and international
experience concerning the inclusion of special sgrgils. The inclusion programme of the
National Development Plan (which included collegtigood practices as well) and the
increasing participation in international cooperatrelated to inclusive education made the
rich repository of relevant knowledge available.

2 30cial Renewal Operational Programme
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Indicators that facilitate specifying the aims oftitution development — effectiveness of
learning, satisfaction of partners, managemeneafning, teachers’ work, operation of the
institution — are developed in the implementatiérin@ development plan and provide data
for educational decision-makers, too.

c./ What groups are considered to be most vulnerabl e to various forms of
exclusion from and within education? Who are the ex cluded groups that
current policies have yet to take into account?

The general objective of inclusion efforts is that education policy measures and
procedures promote and encourage the successflusioa and participation of all pupils
exposed to exclusion including special needs pugslswell. All this can be achieved in
appropriate policy framework and through appropeatssistance to teachers.

Challenges require the reconsideration of the lbalaamong the various objectives of the
assessment syster@reating a balance among the three different etialuaprocesses
(evaluating the monitoring of the levels, evalugtithe early identification of demands and
the evaluation of informing the learning and teaghprocesses) is the key to development.
The future task of educational policy will be toprove the assessment system so that it could
promote, encourage inclusion and not hamper itrpi@iéy. The institutions cannot always
ensure the provision of the professional serviesgibed by legislation for the special needs
pupils learning in mainstream schools in an integtavay. This is often due to lack of
professionals related to the geographical regioeretthe institution is. Recently, with the
expansion of integration the net ensuring spe@at ¢s being created and transformed. In
some regions and at certain ages special help mteseach all pupils that would need it.
Especially critical are the period of progressioani pre-school to school, and all other
subsequent changes of environment setting highiregants, like choosing a school,
changing schools, further studies.

Therefore the improvement of the cooperationpaftners participating in pedagogical
developmenfpupils, teachers, other experts, parents, maetsjrand the organisation of the
cooperation of various counselling services builtshared concepts and intra-professional
basis is re-evaluated. Creating cooperation amengce providers, establishing cooperation
among pre-schools, general schools, centres fagoeggical counselling, special schools and
mainstream schools is a key issue. Another keeissuhat professionals have to be found
who can manage innovation necessary for integratieitation and are able to develop the
conditions in which cooperation can strengthen.nsfant motivation and improvement is
encouraged by supporting the implementation of pesttices.

Creating, increasing and supportc@mmitment to integration

Assisting the teachers of the integrating institagi, building a supporting parental attitude —
developing professional and intra-professional evapon (teachers, special education
teachers, mainstream schools, special schoolgJibgiup professional services on the basis
of the best special institutions, encouraging coatpen, personalisation of the learning

processes, individualisation of the learning precesanaging the problems of access to
secondary education for special needs pupils, duag; early school leaving, lagging behind,

career guidance, assisting employment within tlséititions (vocational guidance, contacts
with parents, civil organisations, employers).
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In public policiesseveral measures have been initiated to suppodishabled and their socio-
economic integration (creating jobs with state supppurchasing cars at discount prices,
making public institutions accessible for the dlsdb family allowance for families raising
disabled children). In the past decade educatippnhty has also strived to promote equal
opportunities for pupils entitled to special caothbby legislation and budget means. Parents
have been given more rights related to the enrdiwietineir children to schools, flexibility of
progression in the school system has been increaskdols more time has been allocated to
rehabilitation and development, additional servicage been expanded and a new per capita
grant has been introduced for integration.

In spite of all these measures the socio-econamegration of special needs pupils and those
entitled to special care are hindered by severbfa. Following the change of the political
regime the employability of pupils completing thestudies in special or integrating
institutions has weakened even compared to itsl Ibeéore. In the mainstream society
solidarity with this formerly nearly invisible (i&ed) social group was not common and it
recently it has been sporadic, moreover — partlingwo the difficulties that the majority of
the society has to face — lack of solidarity hasolb@e more common.

Although successful inclusion has become a key eissu educational policy, its
implementation is not easy as there is consideraigenter-interestedness in school
integration of the disabled on both sides — inrtf@nstream schools on the one hand and the
special institutions that are proud of their respbitity and quality work on the other.

d./ In what ways do current educational reforms add ress inclusive
education?

The three means of national educational governgaims, pressure and support) are in
accordance with the objectives of the medium terategy for public education development
of 2003 connected to the development of the NdtiDeaelopment Plan for receiving the EU
resources. The major areas of development includpraving the quality of education,
supporting the development of the teaching pradesspromoting the use of ICT tools,
improving the physical conditions of education, foying the cost-efficiency and
management of public education, improving teachaning and in-service teacher training,
supporting the dissemination of school-level edocat innovations and good practices. .

The long-term strategydefines the most important priorities the direcsicof development
and the related vision of public education develeptrin Hungary for the period of 2005-
2015, which may serve as a basis for elaboratirgtegfic tasks and tools. The strategy
focuses on how public education can contributentreasing competitiveness and social
cohesion and defines school improvement as a d¢rtask in this respect. Acquiring
competitive knowledge and reducing the inequalityopportunities are defined as major
objectives of development.

The most important document dévelopments in the near futureplanning the use of EU
funds — is the New Hungary Development Plan defiriimo major objectives to remedy the
most acute problems of Hungary: the expansion gflegment and the establishment of the
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conditions of sustained economic growth. Six thétrad are regional priorities are defined
related to the objectives, and one of this priesitisocial renewal) focuses on improving the
quality of human resources development. Ensuringss to quality education for all is a part
of this development including content developmery, the development of problem solving
skills, digital literacy, universal planning, larege skills, natural sciences and life skills.
Coordination of training and the demands of theiedgcand the economy, and the

development of entrepreneurship and managemens ské also import aspects. Related to
implementation major objectives are defined inahgdisupport for the introduction and

implementation of complex pedagogical programmesetbpment of a measurement and
assessment system, renewal of initial and in-sertéacher training, introduction of soct-

efficient forms of organisation, promotion of téorial cooperation, and support for the
integrated teaching of disadvantaged pupils.

Related to ensuring accessdoality educationfor all major tasks include development of
basic competences, labour market competences (ntamimprovement of foreign language

skills, digital literacy, mathematical and scienlderacy, life skills and entrepreneurship

skills. In implementation up-to-date, innovativerfs of teaching (e.g. forest schools, green
schools in the countryside, experiential learniag) supported. Major objectives include the
consequent continuation of the content reformstestam the framework of the National

Development Plan |, further dissemination of corepee-based education, new forms of
learning and digital literacy, introduction of arssassment and evaluation system for
measuring pupils’ and teachers’ achievements, aimgethe formal and informal systems

and modernising initial and in-service teachemirag.

Considering the demographic, social and economangés and in order to improve the cost-
efficiency ofprimary and secondary educatioeforming the organisation and administration
of education is inevitable. Therefore special aitenis given to the introduction of new

organisational solutions supporting the rationéilisaand integration of institutions and to

meeting the special demands emerging as a resthié afecrease of school age population.

To achieve the horizontal objective of the develeptrof the educational system based on the
reform of content regulatioprogrammes and cultural domain modules are to beloeed
that meet the requirements of inclusive and diffeaeded education. Accordingly, the
programmes to be developed have to allow of diffepaces of progression, use of various
tools of diagnostic assessment of pupils’ achievemking into the account the specific
interests of pupils and individual profiles, partigplacing textbooks with varied teaching
materials, and group work of pupils. The majoresid according to which the in-service
programmes for recommending and using the develppegrammes are recommended and
evaluated include familiarisation of teachers wite adequate pedagogical tools and ensuring
their usability.

The priority programme 3.1.1. of the Social Rene@pérational Programme (SROPR1 ™
Century School — development, coordinatioils” aimed at solving the governance and
coordination problem how large-scale developmeats loe introduced, disseminated in an
effective and efficient way and how can the widee wf innovation supported in the
conditions of a highly decentralised public edigrat

Long-term objectives of the programmelude

- creating an inclusive system of public educaaoning at the development of all pupils’
abilities and capacities to the maximum
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- implementing inclusive teaching and education

- promoting the social integration of special needpils, cumulatively disadvantaged
pupils including the Roma youth.

Short-term objectives

- Ensuring equal opportunities for special needpilp, cumulatively disadvantaged
pupils including the Roma youth, by implementinglisive education and promoting
their progression in public education, improvingitheducational and labour market
opportunities.

- Expanding inclusive education, disseminating h@sg practices in public education
ensuring discrimination-free learning environmeyckbeating special conditions.

2.3 Systems, links and transitions:

Following the change of the political regime thengarian processes were formed in a
special field of force characterised by increastifferences in incomes, rapid social re-
structuring and related low-level solidarity as Mas free choice of school interpreted as a
basic right. Research data of the second hali@flB90s proved that “a considerable ratio of
people regarded it natural, moreover desirable tiateducation system mirrors the social
differences, supported early selection, strong agitipn for admission or the development of
an elite sector.{Halasz, 2006)

a./What are the main barries (e.g. economic, politi  cal, social) to inclusive
education?

In the second half of the 1990s the education paic Hungary that was to serve the
reduction of educational inequalities was charaiged by the lack of strategic thinking and
the use of very few tools. Responses to questiens usually restricted to regulations
concerning the school structure, using financingld¢orestricting to changing the structure
the amount of “per capita quotas”, and more recgrturriculum policy. Supporting school-
level programmes through various channels was alpopular tool of the educational policy.

Although these early intervention, vocational thagnand general educational programmes
could prove to be a real treasury of pedagogicdl @ganisational experiences concerning
inequalities, owing to the lack of adequate medgtsystems (as external evaluation,

information system, practice-oriented in-servicagcteng training, financing that could serve

the priorities of educational policy, etc.) thesedmls have remained isolated and have had
very little impact on the whole of the system ifan

In the 1990s one of the main features ofddacational policy related to inequalitiegs the
lack of synergy between various tools, which wotlave increased the impact of the
individual tools. Changes in legal and content lagon, financing, assessment system, the
system of teacher training and in-service teachainihg, textbook publishing and
pedagogical services followed the logic of thedesgatems or served strategic objectives that
did not necessary contradict the requirements ofiocde equitable education but did not
specifically served them, either.
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The subsequergrogrammes aiming at developing educataid not constitute an organic
system and rarely was a programme launched thadagpecifically at reducing inequalities.
Such programmes were the ‘Roma Education DevelopPragramme launched in 1995 and
a Phare program started in 2000 “to support theiakaategration of cumulatively
disadvantaged, mainly Roma youth”. The programnwusively supported schools through
tenders. Introducing a per capita grant for integnaand the establishment of the National
Network of Integration in Education also serve pinemotion of chance-increasing education
for the Roma. Intentions of strengthening synetfig, connections of various integration
programmes follow an appropriate direction. Onetlnd essential preconditions of an
educational policy aiming at reducing inequalitissthe development of mechanisms that
explore these inequalities. The development of snechanisms has started in Hungary but
is still in a very early phase. The developmenmiade more difficult by the fact that the
information-related demands of not only the natigducational governance have to be met
but also those of the county-level, regional plagnischool maintainers and individual
schools. The major elements of such a system iecludational assessment-evaluation
system(its national methodological centre was establisimed999), anexternal evaluation
system (some school maintainers experiment with operatsagh mechanisms in the
framework of territorial quality assurance systerasyl thedissemination of a school-level
methodological culturéased on nationally accepted standards and settvenglentification

of disadvantaged or special needs children, whiohlavpromote the development of more
efficient institutional programmes and ensuringiaiddal financing for them as well.

To achieve the objectives @iriorities of educational policyat institutional level (i.e. not
through curriculum regulation, assessment or taatianing) various tools have become
common in the education system in Hungary. The mmgortant tools includeusing
financial incentives, operating systems of varieasamarked supporgnddeveloping service
providing institutions.The common feature of both the additional suppectuded in the
system of financing education (incentives) and thegeted support provided by the
Foundation for Modernising Public Education and toenty public foundations for public
education development is that it depends on therpbsn capacity of the educational
institutions how efficiently the financial suppdiniat these institutions receive through various
channels is used. These supports are efficientyd us institutions where the necessary
conditions: information, means and external suppoet available, while in other cases the
guality and efficiency of the supported programmseguestionable.

Another problem connected to the various targetggammes is that owing to lack of
information it is difficult to find the institutios that should be given priority in receiving the
related support and developments in the intereseddicing inequalities. In this way it can
easily happen that the support for quality asswasfclCT useincrease inequalities within
the system instead of reducitigem because the support is received by well-peehactive
and initiative-taking institutions. A third problerelated to the target programmes is that the
tools used are not coordinated. The various ingestitarget support and active pedagogical
services are rarely connected and therefore timgact cannot be reinforced.

b./ What are the most important facilitators of inc lusive education?
A main objective of the educational developmentthefEU is to ensure an optimum supply

of educational opportunities for children with spé@ducational needs, which is adjusted as
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much as possible to individual needs, abilitiesyimch the educational supply offered for the
mainstream is available for them as well, and whiokreases their labour market
opportunities as well. The challenges and taskdwfgarian public education policy related
to integration serve the dissemination and effectss of integrating education. The main
trends of integration development include:

— creating a balance between integration and satjoeg

— adopting measures aiming at reducing exclusion,

— developing teachers’ competences school orgamsatand

— introducing rational financing.

The Hungarian public education policy incorporateds plans the comprehensive objectives
of education policy adopted by the European Unibime medium term strategy of public
education development of the Ministry of Educatisas also determined by the National
Development Plan (NDP). The medium term developrobjectives and priorities include:

— developing key competences and laying the foundsatior life long learning

— reducing educational inequalities,

— improving the quality of education,

— supporting the development of the teaching probessi

— promoting the use of ICT tools,

— improving the physical conditions of education,

— improving the cost-efficiency and management oflipigducation,

— improving teacher training and in-service teachaning,

— supporting the dissemination of school-level edocal innovations and good

practices.

Expanding integration does not involve the elimiratof the institutions of special
education. There are children with special eduoatimeeds who will need special
school education in the future as well. Teachersnainstream schools undertaking
integration teaching and wishing to acquire new pet@nces count upon cooperation
with special education teachers. Special educdganhers are the ones with special
knowledge and thus can help mainstream institutidie special schools are the
institutions where trainees can have their practiod they also serve as bases for
impairment-specific in-service training as well.

The current reforms, development objectivesiphasise that the conditions of integrated
educated should be created in as many institutaangossible. The achievement of this
objective has been facilitated by the National Depment Plan recently. Planning for longer
periods than budget cycles and taking into conatd®r new elements as well, international
conciliation procedures and managing the projeeirsg implementation — all these

constituted new challenges that had to be faced.Ndtional Framework of References — the
New Hungary Development Plan 2007-2013 — was adopyethe Parliament in 2006. The

developments outlined in the New Hungary Developnidan 2007- 2013 are still aimed at

increasing the rate of children participating itegrated, inclusive education. In this respect
the views of the experts of the mainstream instiig on the one hand, and the special
education institutions on the other, are much nmeaoe.

A major source of the effectiveness problems of dgéuian public education is the
knowledge-centred teaching material. Changing phéstice — developing and disseminating
competence-based programme packages and in pavallel this the creation of the
(infrastructure and human) conditions of teachimgnpetence-based teaching material
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facilitates the effectiveness of educating specedds children in an inclusive setting. The
legal conditions have been created, and now thdegsmnal preparation of inclusive
institutions is in the focus.

c./ What specific approaches and measures have been adopted to make
the education system more inclusive?

Among the general schools there are school commandnd teachers with a genuine
inclusive attitude. And while the teachers’ puhicoccupied in pro- and anti-integration
discussions, several alternatives of promoting dbeial integration of disadvantaged and
special needs children have been developed indheos practice, which are effective (e.g.
Gardonyi Géza General School in Nyiregyhaza).

Among the policies aiming aeducing inequalities in educatimne of the most complex one
is the issue of equal opportunities of Roma pupile. to now no educational policy
conception has been developed that would offeradegfically reconsidered response to all
the problems behind the educational failures of Rwma pupils (discrimination, social
situation, minority rights, quality of educatioMhree elements of the educational policy tools
have to be mentioned, which are especially imporftam the point of view of Roma pupils.
One is aclear anti-discrimination policynvolving the prohibition of discrimination, whidk
more efficient and easier interpretable for theescobf education than the present prohibition,
the elaboration of procedural rules including appede guarantees and sanctioning for
breaching the rules, continuous and institutionahitoring all the open, institutionalised and
hidden forms of discrimination in education and nleliing programmes aiming at the
elimination of all school practices that can bessified as segregating or discriminative. A
second element isnsuring minority rights in educatiomvolving the inclusion of Roma
communities and organisations into educationalcgotievelopment and related decision-
making; offering the opportunity of learning Ronaaduages and Roma culture when there is
demand and strengthening the multicultural charaaft¢he mainstream education. The third
element is thesupport systerproviding welfare services related to education seving the
mitigation of differences of opportunities causgddad social and economic positions and to
a great extent by belonging to the Roma minority.

The effectiveness of programmes aimed at reduciegualities in education is decreased by
the fact that they are hardly ever evaluated bypeddent, external experts. Therefore no
information is available on the impact of the paogmes launched for members of minority
groups or disabled pupils and on the impact ofcibrsiderable amount of financial support
spent on catching up, or compensating disadvant&gatcipants in the programmes receive
feedback neither on the effectives of their work o the models that have proved to work.

d./ What specific approaches and measures have been adopted to make
the education system more flexible in order to offe r additional
educational opportunities to those who have dropped out or have not
attained an appropriate level of qualifications?

A considerable number of pupils drop out from vasiatypes of secondary educational
institutions (though to different extent) beforengueting secondary education. This causes
problems both in the short and the long term atetiel of the individual and also the society
— each year 2.3-6 percent of secondary school pugpeat a year. From among those who do
not complete education young people not complegugn general school constitute the
biggest problem as they have no chances at alleteuzcessful on the labour market —
especially if they do not continue their studietedaeither. The situation is not any better
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when secondary education is not completed as snctse as well they are regarded as those
having general school qualification only or a coetgtl 10 years of education at best and as
such have little chances on the labour market.

Similar is the situation when pupils in their schoareer repeat years more than once. In case
of over-age pupils the chances increase for
— leaving the school,
— finishing studies after the (incidental) completioh the school or the very risky
suspension of studies,
— becoming a private student (or being “classified” aa private student), which also
increases the risk of dropping out.

Te features of those dropping out of school (oraooitinuing their studies) include:

- a great majority of them live at small settlensent the peripheries of towns or in less
prosperous parts of towns (slums),

- parents have low school qualifications — with é&xeeption of very few — most of them have
general school or (less marketable) vocationalificetion,

- the labour market positions of the parents azakythere are many who are unemployed or
threatened by unemployment — due to lack of qualiion,

- low qualification of the parents, lack of motiwat for learning and inactive status — all this
hinders the creation of learning environment inggifor learning at present and in the future.
Therefore in these families a motivating environtngupporting learning (at home as well)
cannot be created.

- therefore the families of pupils dropping outsahools are hit by poverty, which does not
favour continuing studies.

Experiences concerning the methods that schoodcosg¢ to make these pupils successful
vary. It is certain that there is no coherent cdrar institutional-level support policy in this
field. Schools have not prepared for developindiqualicies as they have received no or very
little external help. It is almost certain that tleason why the existing practices cannot show
up solutions that could be used widely is thatgbleool problems of disadvantaged children
cannot be solved solely by tools that are of pedagd character and are directed to school.
For solving this problem a complex (pedagogicalfpssional, mental and social) support
system is required, which is directed to both thgils and their familiesThe implementation

of the priorities defined in the Social Renewal @penal Programme can provide
opportunities for developing a support policy aighat complexity.

In Hungary thenational assessments of basic competenoeasure the basic competences
(reading literacy, mathematical literacy) of eacipifs in the selected grades. The aim of the
assessments having been administered three timas 2001 is that the standards, procedures
used in the assessment convey new content devehbptieenands for teachers and also
support the local assessment practices. The impreneof the local assessment practices has
been facilitated by that fact that the tools araltationally evaluated scores are available for
the institutions so that they can assess the agments of all their pupils based on the
centrally processed data.

In Hungary a considerable number of pupils drop fsatn various types of secondary
educational institutions (though to different exjemefore completing secondary education.
This causes problems both in the short and thetirmg at the level of the individual and also
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the society — each year 2.3-6 percent of secorstdrgol pupils repeat a year. This would not
be an unfavourable rate in itself if it could b&em for granted in the system of public
education that there is opportunity nor only fopeating a year but also for successful
continuation of studies after it but the unfavoleathstribution of the rate of year-repeaters
between the grades does not show this. Especiadly is this rate in the first year of
secondary education — grade 9 — and is reducedniaienum in later grades. Based on this it
can be predicted that with high probability thosedents can complete secondary studies
successfully who have completed grade 10.

The causes okarly school leavingare similar in the case of pupils belonging to the
mainstream society and those with special educatioeeds. The most typical four reasons
are:

Learning problemsan emerge in both groups of pupils and they cad te failure, year
repetition and finally leaving the schools. There signs that show quite early that there may
be problems in completing the requirements in gersabjects. Such a sign is the constant
under-achievement of the pupil in a subject, faduof attempts of correction, and these show
that intervention is necessary. If there is norigation or its efficiency is low, it is very
likely that the pupils concerned will not be alidricrease their achievements by themselves.
Non-subject-related problenmisclude lack of motivation, slow working pace, lagkdiverse
learning paths, behaviour and adaptation probldmshe absence of external support and
appropriate solution these may also lead failurdéngiven subject.

Differing socio-cultural backgroundsf pupils, lack of the use of sources of cultueekl of
support for learning in the family, rejecting thepis’ demand for love and support, stimulus-
free, dreary ways of spending leisure time carballcauses of school failures. If the home
environment of the child is such that the educaiimgacts expected by the school are
missing or if the character of the child is shapg®d social influences that are not in
accordance with the developing impacts of the shimanany cases these appear as missing
abilities.

School leaving may also be causedcbyflictsbetween the pupil concerned and the teacher
or among pupils.

Dropping out of schoois the most serious consequence of school faihgeause its long-
term consequences can hardly or only with considertame and costs be remedied. It should
not be neglected that school leaving may fundanigrnthange the relation of the pupil to
learning and that of the pupil to school. In sel/eases it can be observed that it is very
difficult to achieve that those who failed at sch&join the world of learning.

Low qualification or uncompleted school involvesidars for all pupils but the opportunities
of special needs pupils are further decreased tdtleire. In these cases there is less than
average chance for the effectiveness of a lateecton.

The real danger is when school drop-outs are eégrated from the school and related
communities, which may have negative consequences fthe aspects of possible
continuation of studies and incidental labour mankigration.

In more difficult cases it is not only the professalism and humanity of the teacher that
(may) help overcome the problem but the great nigjaf learners’ community and the
institutional environment can ensure considerabppert as well.
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2.4 Learners and teachers:

In Hungary school age population has constantlynbeéecreased since 1990 and as a
consequence the number of pupils in public educat@s also been decreasing. However,
the decrease in the total number of pupils in guedtiucation covers considerable differences.
Between 1990 and 2006 the number of teachers wgikimpre-schools and general schools
decreased by 10 and 12 percentage points, resplgctand the decrease in the number of
pupil was even more significant, 17 and 21 pergmaoints. There was a more significant
decrease in the number of teachers between 2002@d@ than before, which may be
connected to pay rise for public servants. Schoafs(and intend) to employ fewer teachers
when pay levels are higher.

a./What new approaches to teaching and learning are being implemented
to increase educational opportunities for all, impr ove student learning
outcomes and reduce disparities?

In Hungary pupils are enrolled to grades accorditagtheir age. However, there are huge
differences in the development of pupils belongmghe same age group. In years the
difference in the intellectual and social developtnaf children entering school education is
more than five years, which is doubled by the ehdrade 10 (as public education has
become mass education). The consequence is thdi@elesegregation and low level of
achievement determined by the starting level. Tadittonal pedagogical culture takes the
differences granted and cannot handle extremerdiifees in development.

In the interest of improving effectiveness and poting equal opportunities the selection
mechanisms have to be reduced, the pedagogicalreutenewed, and the pedagogical
activity fundamentally transformed. The renewal pddagogical culture can mainly be
promoted by developing new classroom managemenhadst Methods leaving the
boundaries of frontal work and enhancing understaydapplication, capacity building and
motivation were needed. Inclusion, integrated teariof heterogeneous groups cannot be
implemented without expanding the repertoirgliffierentiated teaching methods.

Using the systems of organisation of learning aetli by cooperative learning ensure that the
criteria of quality human development — individgation, cooperation, authentic feedback,
using a wide range of thinking abilities — are rime&n efficient, effective and equitable way
in the case of all children while keeping and m&tag pupil diversity. Owing to their
flexibility and practical principles such an indws educational environment and conditions
can be created, which model the operation of dsie society in its practice.

At entering school education the variadiagnostic and screeninfyinctions, the formative
and criterion-oriented character can be strengthenbis may help the early recognition of
problems and the application of therapeutic prooesjudifferentiated developing methods
through which it can be achieved that no childei behind. Diagnostic assessment serves
first of all the monitoring and assisting the deyghent of the child, enhances the
personalised exploration of problems in time antp$eo find the appropriate additional
activities. Such a system is DIFER (Hungarian agnof Diagnostic System for Monitoring
Development, sedNagy, J0zsa, Vidakoviaks Fazekasng2002, 2004), which is available in
all general schools in Hungary.
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b./ In what ways is the curriculum being designed a  nd organized to
respond to diversity of learners?

It is a century-old claim of researchers of pedggagd psychology that curricula should be
adjust to the development of children. In the plesiades researches on the educational theory
have provided masses of information for preparingl-grounded curricula and thus the
opportunity has been created for switching ovemfaesigning content-centred curriculum to
designing pupil-centred curriculum. The concept@¥eloping programme package was first
formulated in the summer of 2002 in the documentodernisation and programme
development”. Based on the research and assesshatntof the past period the authors
proved that public education had to be modernisedl daimed that there was need for
innovation building on a new concept of knowledgsponding to the challenges of the
considerably changed cultural environment.

The tools of content development in Hungary incldkde National Core Curriculum, the
optional framework curricula recommendations  &mel local curricula of the institutions.
The National Core Curriculum as a strategic docunusiined new content development
directions as of September 2004. The recommendeatwum alternatives are developed by
a system of service providers that help designl logaicula. Optional framework curricula
recommendations and related teaching programmegreeriBat the institutions learn the
contents and principles defined by the NationaleCGurriculum and incorporate them in
local regulations. The central content regulatioguiments define the educational objectives
according to which the effectiveness of the sepaiastitutions and the whole public
education can be evaluated and assessed.

In designing their own pedagogical programmes awmzhll curricula schools take into
consideration: the regulations of the Act on pubdiducation and the National Core
Curriculum that apply to them, the selected framwairricula, the national programme of
education in dormitories, the local educationaleabyes and opportunities, the expectations
formulated in the maintainers’ Quality Managementidy document, the expectations of
parents and the features of the pupils that thegae.

Te programme packages developed in the framewotkedluman Resources Development
Operational Programme of the National developmetgnPserving the dissemination of
competence-based education and aiming at redueeghequalities in education as well as
the development of the system of in-service teatharing enhancing the implementation of
these programme packages take into account theestse of both special needs and
disadvantaged pupils (see more details in sectibim) 1

In the framework of the National Development Plarchs programme packagesvere
developed fopre-school and scho@ducation by the implementation of which competence
development has got into the focus of Hungariadip@gducation. The teaching programmes,
the teaching aids preparing for knowledge thatlmamobilised and applied in the long term
as well, were developed in 7 competence areas diogoto three models. The seven
competence areas are: text comprehension and reatian, mathematical literacy, foreign
language literacy, social-life competences, cabediding competences, ICT and pre-school
education.
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The development of programme packages were dewklape piloted in various phases. The
products of the first phase of the development weceived by the institutions of Regional
Centres of School and Pre-school Development. Mae a hundred schools and pre-schools
(1,380 teachers) piloted the programme packageshelpd finalise them. Starting in the
autumn of 2006 the teaching aids were applied enftamework of new tenders (HRDOP
3.1.3 and 3.1.4) by several thousand of teacha&fpapils and 21 service providers organised
preparatory courses for 6,300 teachers of 1,6GQutiens

For all competence areas recommendation were alkspaged to facilitate the inclusive
education of special needs children/pupils. Theetig\features of the programme packages
included the holistic approach, change in the prigo of acquiring knowledge and
developing competences, possessing a wide ranigeoafledge, conscious reflection on new
information, ensuring the diversity of learning at@@dching strategies, cooperation coming
into the front, efficient preparation for adultesland for lifelong learning. The key concepts
included: creativity, creativeness, differentiati@ooperation, empathy, equal opportunities,
responsibility, communication, conflict managemertmmunity participation, critical
thinking, independence, self-reflection, problenssy and social solidarity.

The National Core Curriculumis the basic document for the school educationpeicisl
needs pupils as well. In preparing their pedagdgocagrammes the schools can apply the
National Core Curriculum according to the local relegeristics. The educational, teaching
and developmental contents outlined in this basicuthent are necessary for all children
despite the differences among the pupils. The rdiffees among the pupils are taken into
account in developing the local pedagogical prognash Disability is a type of difference,
which requires more kind differentiation than tlsual content and procedure differentiation,
the application of special procedures and additipealagogical services. The aims, tasks,
contents, activities and requirements related ¢odievelopment of special needs pupils have
to be defined in the pedagogical programme of ttieoal, in the quality management
programme of the institution, in the local currizol, in the teaching-learning programmes
connected to thematic units, plans, and in theviddal development plans.

The whole educational system of the public edupatiostitutions participating in the
education of special needs pupils determined by comprehensive, long-term
habilitation/rehabilitation objectives and tasksjiehh are included in the documents of the
institutions. The habilitating and rehabilitatingtigity is conducted in an open learning-
teaching process shaped and organised in team wbikh requires the use of procedures,
time frames, tools, methods, therapies dependinghenneeds of individual children or
groups of children.

The factors influencing the content of the haltlitg, rehabilitating activities include: the
type, severity of the disability, the time whennés formed, the age, the health, psychical,
and mental state of the special needs pupils, thigilities, capacities, developed skills,
cognitive functions, and existing knowledge.
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c./ In terms of curricular time, how many instructi onal hours per year are
dedicated to learning reading in the early primary grades? During how
many years?

The framework curriculum of primary education waspgared according to the approaches
and principles of the National Core Curriculum;sths what was made more concrete —
creating in this way a uniform starting point focal curricula. As it is of grounding character
the development obasic skills and competencessential for acquiring knowledge and
mastering the complexities of everyday life is defl as the most important task. The content
of the knowledgenecessary for this is selected from among the sficennformation
important from the aspects of national traditiond &uture, which is to be acquired by pupils
in a natural environment through life-like expedes. The knowledge acquired in this way is
characterised by flexibility, and applicability féhe requirements of the given age. Such
knowledge is called competence. Starting the dewedémt ofkey competences another
important task of primary education.

Theintroductory phase of school educatisndefined by the National Core Curriculum as a
two-year period (grades 1-2) — and the preconditibauccessful transition from pre-school
to school is that the first two years are orientedards more time-consuming forms of
organising activities and learning characterisbc pre-school education. In the areas of
motivating for achievement and developing competenithe regulation gives ground for
individual interests and allows of the managemérihe differences that are considerable at
this age.

In the starting phase(grades 3-4) the learning-teaching processes detednby the
achievement expectations become more accentuatgtilatlon and organisation of learning
focus on the achievements expressed in the devktagks of the National Core Curriculum.
The function of thegrounding phaségrades 5-6) is to ground the key competencestiabil
necessary for school education. This is in thissphahere knowledge (and the process of
teaching) is getting more structured, which reaquitee targeted grounding of competences
necessary for and related to this type of learning.

In grades 1-4, 27-32 % of the instructional houam e used for first mother tongue
education, in grades 5-6 this ratio is 17-24%. Dmpiag tasks of mother tongue education
include reading and the comprehension of a writext. Although there are more than ten
textbook families are available for teaching regdiassessments — e.g. Monitor-assessments
— have signified since 1986 that there are problewth the comprehension skills of
Hungarian pupils. It is true that in most schodie tonscious, planned development of
reading skills finishes after grade 4, althoughisitwell-known that this ability can be
developed throughout our whole life.

The continuing phase of teaching reading (grad€s Bxay have a considerable role in
developing comprehension skills and where necesbarpasic skills can be strengthened on
the differences within the education system cam ds reduced. In grades 5-6 — with
extending the period of developing basic compet®rc25-40 percent of instructional hours
has to be used for strengthening the basic skills.
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d./ How can teachers be trained and better equipped to meet the learners
diverse expectations and needs?

The key actors of the implementation of educatigmaicy objectives are the teachers.
Continual development has a decisive role in théhauwlogical preparation of them and in

making them sensitive to problems. In Hungary thesent system of in-service teacher
training was established by a governmental decre@997°. Teachers are obliged to take
part in 120 hours of accredited in-service teachraining in every seven years in order to
ensure their professional development and to aehidwe pedagogical aims of their

institutions in a more effective way. The systerarates on “market” base: accredited

courses (supply) are offered by teacher-trainingtitntions, various service providers and
profit-oriented companies, and teachers can choaseording to their needs (demand).
Participation in in-service training is supportedy the budget: the institutions receive
earmarked budgetary support for in-service traininghe rate of the number of teachers, to
the extent defined in the budget Bfil.

Based on research d&tat can be said that — although in Hungary only 36f4eachers
participate in in-service training — class teacheexching 4-8-year-old children take part in
the highest rate in these trainings. In the lastethyears the most popular courses were the
ones related to the individual development of aleiid and the education of special needs
children. Among the methodological courses the npagtular ones focused on the use of
cooperative techniques and many teachers tooKrpEEiT -related training.

The in-service training courses supporting the enmntation of thepriorities of the
educational policyalso appeared in the supply. Such were the cougdated the central
programme of Measure 2.1 of the Human Resourcesl|Dgwment Operational Programme of
the National Development Pl&&nsuring Equal Opportunities for Disadvantaged Hapn
The Education Systenfor the teachers engaged in educating disadvatitagainly Roma
and special needs children and pupils. The direotd the developments planned in the
programme was that by practice-oriented training 14f500 teachers and professional
supporting pedagogical work efficient practicestlod inclusive education of children with
diverse educational needs and diverse backgrouodkl de disseminated. In addition to
training programmes suliNova Agency for Educatlddavelopment and In-service Teacher
Training helped the development of efficient ingidnal models of inclusive education of
disadvantaged pupils meeting the criteria of theedrational Pedagogical Framework of
References (IPR) by developing and providing pitesal and network services. The
programme ensured support for the pedagogical rastdution development work first of all
for the 270 public education institutions that hadn tenders in 2004-2006 in the tender
component of the measure. However, the integrakoow-how resulting from the
programme will be available for all public educatimstitutions. In the tender component
supporting the inclusive education of special ngaalsils and the adaptation of integration
programmes about 180 public education institutibesame suitable for inclusive education
until 2008 — with the help of the professional se#e of the central programme. Central

%3 Government decree 277/1997. (22. 12.) on in-sendacher training, teachers’ post-graduate, psideal
examination and benefits and advantages of teaplaetisipating in in-service training.
ADr Polinszky Marta (2003): Aovabbképzési rendszer sajatossagai Magyarorszamew.sulinova.hu

%5 Cseh Gybrgyi (2006): A tanitoknak sz6l6 pedagdigugbbképzések szerepe a személyre sz616 nevelés
megvaldsitasaban
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programme 2.1.1 took steps in initial teacher trgjnas well in order to increase equal
chances for disadvantaged and special needs ptgpilstrengthen the methodological
competences and pedagogical contents necessahgefefficient implementation of efficient
inclusion. Therefore it offered applicable trainimgpgrammes for higher education as well.

In addition to the central programme the achievaméthe objectives of Measure 2.1 were
enhanced by implementing tender programmes as Well.25 February 2004, the first
tenders appeared for supporting the inclusive ailut of special needs pupils (HRDOP
2.1.2) and supporting the integrated educationisddvantaged pupils (HRDOP 2.13. and
2.1.4.) These so-called first round tenders weltevi@d by others in 2005 and 2006.

The main objective of the development programmearcimg Equal Opportunities for
Special Needs Pupils that with the expansion of inclusive educatibridren could learn in

a school which is suitable for inclusion by riglitits operation and where the organisational
and content frames of inclusive education are etkas well as the conditions in which the
educational needs of all pupils could be met. Tioiea® this a support system is required,
which facilitates the development of the pedagdggatems of the institutions, the training
of teachers, the adaptation of programme packadgeshange in the attitude of the inclusive
and the external environment. The package of measdeveloped for ensuring equal
opportunities supported the institutions undertgkine integration of special needs pupils
through tenders and central programmes.

The developments brought about in the frameworkhefcentral programme enhanced the
establishment and renewal of a supporting pedagbgystem, the means of which supported
the institutions at the level of concrete pedagalgigractices and activity. Programme
packages that were developed as a result of danelapincluded:

Developing a programme package for teacher training

- The pedagogy of inclusion is not an organic pateacher training in Hungary. The
training programmes related to the education o€igp@eeds pupils are offered in the
framework of special education major — occasionallynclusive education. Some
higher education institutions are open and thexe lieen initiatives for familiarising
students with the pedagogy of inclusion. Howevaer,training models have been
developed that would be incorporated into teach&nihg and would familiarise
teacher trainees with the competences that codfdthe implementation of inclusive
education.

- The programme package developed for initial trgrcontains the professional and
theoretical basics as well as the methods, proesdtechniques, therapeutic activities
building on them and the educational and legal gamknd — all this from the aspect
of special educational needs and by showing theactexistic features as well.

Development and implementation of in-service teadtsning programmes and training
programmes for experts

- All teachers engaged in the implementation olusive education find themselves in
new situations, in which their existing competenaes well-tried practices cannot
fully satisfy the special requirements of the depetent. The target groups of the in-
service trainings are mainstream and special educatachers. In integration the
special education teachers have to use their camges in situations of which they
have no experiences. Therefore the knowledge anmkeriences exchanged in
professional cooperation are very important.
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Trainings to increase social sensitivity the reason behind offering such training is the
recognition that the successful inclusion of sdewgeds pupils has implications outside the
walls of the school as well. It concerns the irgrafessional areas connected to the
integration of children, the various services anticy areas. The assertion of the rights of the
disabled and their social inclusion depend on #zamany actors engaged in integration as
possible learn about the factors that make inciusgally successful.

Local decision-maker have a crucial role in thisgass as at local levels they coordinate the
policy tasks in which inclusive education appeassaavery sensitive element. To achieve
social integration it is necessary to secure thgpsu and coordinate the work of civil
organisations operating at local, territorial leaed that of groups of trades that can provide
special services. The information and knowledgeuired for this can be acquired in
trainings.

Development of the know-how of integrated educataeveloping an data bank and service
programme package

- The educational programme packages are developéedaching certain subjects on

the one hand and for facilitating pedagogical workcross-curricular areas on the

other. The additional special contents that enhdneenclusive education of special

needs pupils are parts of the programme packaged@wveloped programme packages
get into the data bank and institutions engagemhgtusive education can apply for

their adaptations.

Developing new methods to prevent early schooliteav

- In Hungary considerably fewer special needs stiggarticipate in secondary
education leading to a secondary school leavingnexad/or more prestigious
qualifications. Along the achievement-centred Haman secondary school education
the inclusion of special needs students can hdrégn implemented. To manage the
causes of mass failure and ineffectiveness thergnoage development undertakes to
conduct research and to develop a development ptandollowing this research.

Transfer of the knowledge accumulated in the spew#tutions to the mainstream

- Reinforcing the intention of the mainstream gahechools to engage in inclusive education
opens up new perspectives for the social learnmggsses of the special needs children
and the non-impaired pupils attending mainstreamoals. Seeking new ways accompanying
inclusion, institutional innovations result in caleyable quality improvement in the
mainstream school as well. Effectiveness deperrdeliaon to what extent the development
supply of the institutions providing care for s@cneeds and mainstream pupils can be
connected and coordinated with the available psidesl services and also to what extent
new areas can be opened for children and young@égpcreating cooperation between the
family background and the local environment.

- Pupils’ self-assessment, forming teachers’ anerga’ attitudes towards inclusive
education, the objectives, basic principles anchoug of differentiated education, the
share of work in the classroom can be enhancedhdying and evaluating examples.
To achieve this development of evaluation materialds tests, programmes has
started in the changing special education institgi

e./ How can the formal and non-formal learning envi  ronments be more
effectively organized in order to ensure the inclus ion of all learners?
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If traditional pedagogical culture remains unchadgehe advantageous situation that has
started to shape will gradually disappear in a fggars and a situation similar to the current
one will be restored. The traditional school takée pupils out of their natural social
environment, seats them behind each other andisoletes them because the predominantly
knowledge-transferring teaching can only be realise pupils listen to the teacher. This
system is hit by severe problems (especially bectial new generations spend most of their
time in the artificial environment of the schoadleted from each other receiving transferred
knowledge). Three severe problems are worth noflings system is highly de-motivating,
generating an increasing amount of discipline pesb$, which are ever more extreme in their
manifestations. The younger the pupil the les<ieffi is teaching through information
transfer. At the same time this system does notvadf facilitating the development of social
skills and competences (especially that of coopmrat

School heads are entitled to exempt special negpitsgrom being assessed in some subjects
or parts of subjects — with the exception of sdechlpractical subjects — based on the
recommendation of the expert and rehabilitation mitiees®® A very important passage of
the act is that in case of exemption the schoahmisgs individual activities for these pupils
in the time frame defined by the law. The pupilassisted in catching up according to an
individual development.

Hungarian experiences show that the effectivenetsednclusive education of special needs
pupils depend essentially on the applied elemeritsthe pedagogical-methodological
culturé’. Pedagogical culture is renewed in the framewdrkeaching-learning strategies,
methods, tools, aids, procedures of organising &t Inclusion is achieved by showing
empathy towards children, change of attitudes,gnatied approach, using differentiated
pedagogical methods that take into considerati@n garsonality of the child, diagnostic
approach, procedures of organising learning, amulyeyy the principle of differentiated
education in everyday practice.

In inclusive education the school undertaking ism@un plays an active role. In the teaching-
learning process the individual development ofpalpils in the class are emphasised, taking
into account the special needs, rhythm of workliteds of each child. It is easier to accept a
child differing from the others in such a class ethis seen by the teachers as a community
consisting of individuals as school work is notedied primarily to those with average
performance.

In the best inclusive institutions there is uneqaal commitment in the institutional practice,
teachers’ roles have been reconsidered, teacherspa&tences have been enriched. The
teachers of inclusive institutions regard it vemypprtant to establish (individually, or in
community) the motivational basis necessary forcatlan and development, to find the most
adequate individual methods and appropriate tecksiqfor the development and
differentiated teaching of special needs pupils,séek alternative solutions for a given
educational problem and to cooperate with paresdsial partners and other professionals.

% Act No LXXIX of 1993 on Public Education, Articlg0 (9).

" Research data prove that that chances of theadpesids pupils considerably increase when therespecial
strategies in the mainstream school, teachers alleprepared in methodology and opportunities dfered to
correct learning paths within the institutiqképataki-Mayer—Singer, 2007).
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