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PREFACE
The association CIP - Center for Interactive Pedagogy has for 15 years now been contributing to the
democratisation of the educational and social processes in the Republic of Serbia. Our activities have
focused on improving the quality of and access to education; raising the competences of experts,
parents and activists; education geared at achieving social justice and interculturality; supporting
children in early childhood and their families, as well as youth self-advocacy and active citizenship3. We
have been designing models improving specific segments of the education process in cooperation with
experts in educational and other institutions, the relevant ministries, international organisations and
civic associations, parents and local self-government staff.
The publication before you and the CD accompanying it provide an overview of the experience gained
during the implementation of the project entitled The Missing Link – Design of Mechanisms to Support
Children with Difficulties in Their Transition to the Next Levels of Mandatory Education in the
“Mainstream Education System”.
The project was implemented thanks to the support of the Early Development Programme of the Open
Society Foundations, London,4 within our broader endeavours to support the inclusion of children with
difficulties in the “mainstream” education system. The project included the design of a model for
providing comprehensive, systematic, planned and individualised support to children with difficulties
starting school or fifth grade and for monitoring the extension of support and evaluating the achieved
results. The model, which is fully in accordance with the Serbian primary and secondary legislation,
clarifies the steps of the procedures and describes the involvement of various stakeholders.
The publication targets all those involved in education, because they possess the greatest expertise and
are responsible for designing policies and implementing them in practice. We hope that it will encourage
the staff of preschool institutions, primary schools, the Ministry of Education, Science and Technological
Development, the regional school departments, the Education Improvement Institute and the Education
Quality Evaluation Institute to peruse the experiences of their colleagues presented in this publication
and enrich their own activities.
We believe that this publication will provide useful advice for parents of children with difficulties on how
to support, in cooperation with experts, their children in their transition to higher levels of education as
painlessly as possible and pursue their schooling continuously and successfully. We hope that the other
parents will also read this publication and that it will provide them with a better understanding of the
challenges their children’s peers face and, hopefully, prompt them to actively support the education of
children with difficulties and their parents.
Health and welfare professionals may also find this publication useful given that most children with
difficulties are in need of support extended by health and welfare institutions as well.
The publication also targets professionals and activists engaged in professional and parental associations
and associations of persons with disabilities – all those contributing to the welfare of children with their
knowledge and activism.

3
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More on CIP’s activities on the following websites: http://cipcentar.org/ and http://www.inkluzija.org/.
Early Childhood Programme, Open Society Foundations, London.
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We hope that this publication (published in Serbian and English) will also be of use to our colleagues in
International Step by Step Association (ISSA) member organisations5.
Each and every one of us has the professional and civic obligation to facilitate social and educational
inclusion. Only in concert can we help every boy and girl exercise their right of access to equal and
equitable quality education and extend them the support they need.

EXPRESSIONS OF GRATITUDE
We would like to express our gratitude to our colleagues in the Early Childhood Programme of the Open
Society Foundations, London6 for their professional support during the design and implementation of
the project activities.
We would also like to thank all our associates – preschool, grade and subject teachers, pedagogues,
psychologists, special educators, and the activists and parents who have taken part in the project The
Missing Link – Design of Mechanisms to Support Children with Difficulties in Their Transition to the Next
Levels of Mandatory Education in the “Mainstream Education System” and who have contributed to its
success with their knowledge and enthusiasm.
Ms. Mira Ilić, the Secretary of the Association of Grade Teachers of the Republic of Serbia, and Ms.
Slobodanka Radosavljević, the Chairwoman of the Alliance of Associations of Kindergarten Teachers of
Serbia, assisted us in selecting the researchers and the institutions in which the research was conducted
and in which the transition model was applied.
The field research was conducted by CIP associates with professional expertise in different areas, all of
whom have experience in inclusion practices and research7.
Thanks to the participants in the research8 (preschool and primary school staff and parents of children
with difficulties), we gained insight in the inclusive education practices, the existing forms of support to
children in the transition periods and assessments by various stakeholders of the success of the
children’s transitions.
Examples of good transition practices were collected thanks to the teaching staff and parents who
participated in the Focus Groups9.
We owe our deepest gratitude to children with difficulties and their parents who trusted us enough to
help us design the support model. The teaching staff of the following educational institutions in which
the model was tested considerably contributed to its quality: PIs Naša radost in Subotica, Naša radost in
Vranje and Naša radost in Smederevo; Subotica PS Sonja Marinković, Jovan Mikić, Miloš Crnjanski and
5

6

International Step by Step Association (ISSA), available at http://www.issa.nl/.
Early Childhood Programme, Open Society Foundations, London.
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Snežana Stanković, Marija Starčević, Marina Stanojević, Dragana Jatić, Dragana Babić, Nadežda Marković, Jelena
Erić, Anđelija Đurić, Dragana Ocokoljić, Ljiljana Todorović, Vesna Kostadinović, Slavica Živanović, Dijana Kopunović,
Milana Vojvodić, Marica Gavrilov, Jasmina Đurić, Vesna Šaponjić, Bogdan Radović, Marina Arizanović, Violeta Ilić,
Marija Ćirić, Dušanka Pavlović and Tamara Tomašević.
9

Primary Schools: Oslobodioci in Belgrade; Sestre Ilić in Valjevo; Mitropolit Mihailo in Sokobanja; Isidora Sekulić in
Pančevo; Jovan Popović in Kragujevac; IV kraljevački bataljon in Kraljevo; Branko Radičević in Vranje; Sreten
Mladenović Mika in Niš; Sonja Marinković in Novi Sad; Kralj Petar I in Požarevac; Akademik Radomir Lukić in
Miloševac; Miroslav Antić in Čonoplja; Slobodan Sekulić in Užice; and Aleksa Dejović in Sevojno, Užice.
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Ivan Milutinović; Vranje PS Dositej Obradović, Jovan Jovanović Zmaj, Radoje Domanović, Svetozar
Marković and Bora Stanković and the Smederevo PS Branislav Nušić.
Wholly committed to the principles of inclusive education, local coordinators Dijana Kopunović Torma,
Marina Stanojević and Svetlana Radosavljević and members of the Support Team Milena Đuković,
Vladica Tošić, Branka Bešlić, Gordana Josimov, Sonja Paripović, Aleksandra Jakšić, Jasna Skenderović,
Anika Horvat, Olivera Ristić, Milja Vujačić, Sonja Miladinović, Milanka Pejović and Ivana Vukelić greatly
helped their PI and PS colleagues by sharing their knowledge and experience with them.
We owe special gratitude to the activists of organisations rallying persons with disabilities and parents
of children with difficulties for their exhaustive and encouraging comments on the recommendations
and the model of support to children in transition periods: Mima Ružić Novaković of the Novi Sad Živeti
uspravno association, Bojan Stanojlović of the Belgrade-based Students with Disabilities, Snežana
Lazarević of MDRI-S10 in Belgrade, Ana Knežević of Evo ruka in Zemun Polje and Nataša Bužurović of Novi
dan in Belgrade.
Last, but not the least, we would like to thank Vuk Jočić, our project assistant for his organisation
support. He and Marija Ristovski (both special educators) prepared some of the annexes on the CD
accompanying this publication.
Vesna Zlatarović, psychologist
Milena Mihajlović, psychologist

EXPLANATION OF CONCEPTS AND TERMS
All of us are different and function in different ways, but all of us have the same human rights. This is
why a distinction should be drawn between the difficulties individuals are suffering from and which
affect the way they function and the consequences (lack of education, isolation, unemployment,
poverty) resulting from society’s failure to provide those individuals with the conditions to fully involve
themselves in the educational, economic, political and cultural developments.
Furthermore, we have to take particular care about the language we use, because our choice of words
can lead to an increase or decrease of the degree of discrimination and sensitivity to its existence.
The Basic Principles of the Education System Law (BPESL) uses terms such as “developmental
difficulties”, “disabilities” and “difficulties”, sometimes together, sometimes separately, but as
synonyms. Professionals have also accepted the cross-national categories the Organization for Economic
Co-Operation and Development (OECD) uses when it talks about children from marginalised groups11.

10 Mental Disability Rights Initiative of Serbia, available at http://www.disabilityrightsintl.org/mdri-serbia/.
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The three agreed cross-national categories are referred to as “A/Disabilities”, “B/Difficulties” and
“C/Disadvantages” respectively. Cross-National Category “A/Disabilities”: Students with disabilities or impairments
viewed in medical terms as organic disorders attributable to organic pathologies (e.g. in relation to sensory, motor
or neurological defects). The educational need is considered to arise primarily from problems attributable to these
disabilities. Cross-National Category “B/Difficulties”: Students with behavioural or emotional disorders, or specific
difficulties in learning. The educational need is considered to arise primarily from problems in the interaction
between the student and the educational context. Cross-National Category “C/Disadvantages”: Students with
disadvantages arising primarily from socio-economic, cultural, and/or linguistic factors. The educational need is to
compensate
for
the
disadvantages
attributable
to
these
factors.
(see
OECD
http://www.oecd.org/edu/school/40299703.pdf). The OECD categories are elaborated in Serbian, inter alia, in the
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The authors of this publication use the term child with difficulties to denote every child in need of
additional social support to successfully continue his schooling at a specific point in time or over a longer
period of time, regardless of the behavioural disorder, disability or difficulty he suffers from, be it
sensory, intellectual, physical, health or emotional. Every child with difficulties encounters similar
difficulties during schooling or in everyday activities, as well as specific difficulties.
“Mainstream education” and “special education”. Only one education system exists in the Republic of
Serbia. We use the terms ‘mainstream’ and ‘special’ education to simplify the text, whilst bearing in
mind that all preschool institutions and primary schools are mainstream, while the so-called special
schools are the ones in which children with developmental difficulties are educated.
The word “family” denotes the biological, foster and adoptive family the child is living in.
For the sake of clarity and simplicity, the authors of this publication used the generic masculine third
person singular pronouns or the third person plural pronouns to refer to both males and females and
the word child to refer to both boys and girls.
Professional associates is a generic term denoting psychologists, pedagogues, speech therapists, special
educators and physical education pedagogues in preschool institutions and psychologists and
pedagogues in primary schools.

ABBREVIATIONS
AST – Additional Support Team (Team Extending Additional Support to the Child)
BPESL - Basic Principles of the Education System Law
CIP Center – CIP – Center for Interactive Pedagogy
GT – grade teacher
IDC – Inter-Departmental Commission
EIET – Expert Inclusive Education Team
IEP – Individual Education Plan
MoESTD – Ministry of Education, Science and Technological Development
OECD – Organization for Economic Co-Operation and Development
PI – preschool institution
PPP – Preschool Preparatory Programme
PS – primary school
ST – subject teacher
TP – transition plan
Report on Results of Monitoring of Inclusive Education in Educational Institutions, group of authors, Society for
Child and Youth Development Society – OPEN CLUB, Niš, 2013, footnote on p. 11, available at
http://zadecu.org/wp-content/uploads/2013/01/Izvestaj%20o%20rezultatima%20pracenja%2010. pdf.

11
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EXECUTIVE SUMMARY
This chapter will provide a brief overview of the main findings arrived at during the three-year
implementation of the project The Missing Link – Design of Mechanisms to Support Children with
Difficulties in Their Transition to the Next Levels of Mandatory Education in the “Mainstream Education
System”.
Inclusive Practices and Support to Children during Transition Periods
The conclusions are based on the research findings and the monitoring and evaluation of the application
of the model of support to children with difficulties in transition to the next levels of education. The
findings cover a limited number of institutions selected because of their existing inclusive practices. We
believe that we would have established a similar situation in the other educational institutions, and
perhaps, less developed inclusive practices in some of them.
The number of children with difficulties attending preschool institutions and primary schools in the
sample leads to the conclusion that not all children with difficulties have been included in the
mainstream education system yet. The research was conducted in late 2010 and we hope that the
situation has changed for the better in the meantime.
Despite the numerous challenges, there are educational institutions that have been developing the
inclusive approach, as the examples of good transition practices collected in the schools covered by the
research corroborate.
Most staff are aware of importance of the transition periods for the children although they usually
think of shorter periods of time – immediately before and after the transition. School staff devote more
attention to the children’s transition to first grade than their preschool colleagues, whilst subject
teachers devote more attention to the children’s transition to fifth grade than their grade teachers. This
indicates that the professionals taking the children over are more concerned with the transitions, while
their outgoing teachers do not have a clear idea of what roles they should play in the process and are
not sufficiently involved in it, although they could be a significant resource. School pedagogues and
psychologists devote the same amount of attention to the transition of the new first-graders and of the
new fifth-graders.
The staff are aware of the obstacles children are likely to face when they start school or fifth grade.
They more or less endeavour to adapt the learning environment, the way they work and the curriculum
to the needs of every child. Preschool and school teachers take into account whether the children use
any aids and how and which aids they and the children will need in class, although they are not
sufficiently informed of all the aids they can purchase/make themselves and how to use them in class.
Less attention is devoted to the psychological, social and communication aspects – to the atmosphere in
the institutions, how the children feel, whether they are accepted by their peers, how they can be
empowered and to all the ways in which communication with the children can be established.
This is why preschool and school staff need to be encouraged to understand the principles of
accessibility and universal design and develop the attitude that they are responsible for the welfare of
every child enrolled in their kindergarten or school.
The teaching staff do not feel competent enough or that the support they receive is sufficient. They
fear that they will hurt the children whose specific needs and difficulties they are not knowledgeable
about rather than contribute to their welfare. Some of the teaching staff are committed to advancing
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their practices and acquiring new skills and knowledge. They welcome the support and cooperation
offered by their colleagues and all other experts in various fields, including special educators.
The mechanisms of support and team work among educational, health and welfare professionals are
underdeveloped and the role of the Inter-Department Commissions is insufficiently clear. The existing
forms of cooperation between preschools and primary schools mostly boil down to visits by the future
first-graders to their new schools, provision of information to their parents at parent-teacher meetings
and the primary schools’ organisation of welcome performances for first-graders. We have not
identified any continuous, individualised or timely planning or preparations of the children, their families
and the educational institutions for the transitions to the next levels of education.
Cooperation between grade and subject teachers mostly involves informing the subject teachers of the
features of the fourth-graders (at the meetings of all the subject teachers teaching a particular class at
the beginning of the school-year and in individual contacts). There is room for significant improvement
of the mechanisms of cooperation between the preschool institutions and primary schools, as well as
within the primary schools, to the benefit of all the children, including children with difficulties.
Parents are not sufficiently involved in the transition. This also holds true for parents of children with
difficulties, who know their children best and should be actively involved in the transition process and
implementing numerous activities both at home and at school. The parents of other children, who could
provide them with significant support, are not involved in the process at all.
Civic associations focusing on children with difficulties are rarely recognised as a potential source of
support to the children, their families and the educational institutions both during the transition periods
and in general.
Educational institutions monitor the children’s progress and development, but many of them use
inadequate instruments or merely monitor the children’s progress and development by observing them.
Although inclusive practices have been developed for years, the PI and PS teachers, psychologists and
pedagogues and other associates have not been provided with adequate instruments for monitoring the
children’s progress and development, which should serve as the basis for planning and adjusting
education practices.
Contribution of the Missing Link Project to Advancing Inclusiveness of Education
The project involved the design of a model of comprehensive, systematic, planned and individualised
support to children with difficulties starting first or fifth grade. The model was applied in the educational
institutions involved in the project and improved in the process.
The model includes:









Procedures for collecting information and analysing the children’s needs,
Procedures for analysing the potential obstacles the children may encounter in school,
Design of individualised plans of support to the children,
Planning activities to address the obstacles and prepare the schools,
Procurement (and creation) of the aids needed for work with the children,
Description of the roles of various stakeholders and the support they need,
Mechanisms of cooperation among all the key stakeholders, and
Procedures for monitoring the extension of support to the children and for evaluating the
achieved results.
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The following resources were designed and are available in the publication with the accompanying CD
and posted on the following websites http://www.inkluzija.org/ and http://cipcentar.org:








Recommendations: How to prepare for the child’s enrolment in first grade and How to prepare
for the child’s enrolment in fifth grade, targeting the children, their parents and the institutions;
Documentation: a Questionnaire for parents to collect information about the child; a Form for
analysing the obstacles to the children’s full inclusion and for designing plans to overcome them;
a Form for the design of individualised plans of support to children in their transition to higher
levels of education;
Checklist of various segments of the education process that need to be borne in mind and
tailored to ensure the equitable participation of children with difficulties in the education
process;
Examples of good transition practices (19);
Manual with replies to 70 questions of teachers that have arisen in their practice – PracticeBased Advice ;
List of teaching aids and equipment supporting the development and education of children with
difficulties.

15

CONTEXT
1.1 NATIONAL CONTEXT

The legal framework of the Republic of Serbia guarantees all children, notwithstanding their personal
features or origin, the equal right and access to quality education; develops a system of additional
educational, health and social support to children; encourages the improvement of the competences of
education staff and provides the teaching staff with various forms of professional support.
12

Various surveys and researches have documented progress, but have also alerted to the existence of a
gap between the policies and their practical implementation: their authors note that there is still
inequality in education, that different forms of discrimination do not elicit reactions, that the children’s
and parents’ involvement is insufficient, that the quality of education is not uniform, that the children
are not provided with adequate support, that there is resistance among some of the teachers and that
inclusive education largely depends on the will of the individuals.
It may be concluded that some children enjoy the benefits of quality education and full support of the
adults and their peers, but that a fair share of them still lack adequate conditions for education and
schooling or are not even included in the education process.

General National Legislation
The development of the legislative framework on inclusive education has been an interesting one. The
key piece of legislation introducing inclusive education – the BPESL - and the by-laws governing its
implementation were adopted several years before the strategic document that sets out the main
directions of the development of education and coordinates the different education levels. Not only do
the Law on Primary Education and Law on Secondary Education remain unaligned with the BPESL; many
of their provisions are in contravention with the BPESL and its by-laws.
The valid laws and by-laws either need to be improved or new ones need to be adopted in their stead
since the ones now in force are not aligned amongst themselves and contain numerous ambiguous
provisions giving rise to difficulties in their enforcement. Furthermore, endeavours to harmonise Serbian
education law with European standards need to continue.
The 2006 Constitution of the Republic of Serbia13 guarantees the right to education, proclaims the
principle of equality and explicitly prohibits discrimination on all grounds.

12

Radó, P. & Lazetic, P. (2010): Rapid Assessment of the Implementation of Inclusive Education in Serbia (Report
for UNICEF); Research Educational, Health and Social Support to Children with Developmental Difficulties and/or
Disabilities – Analysis of the New Concept and Its Application in Three Communities ( available in Serbian at:
http://cipcentar.org/index. php/publikacije1/izdavastvo-cip-centra/ostale-publikacije; Improving Inclusive
Education the Quality of Education Inclusion and Quality in South East Europe (available in Serbian at
http://site.cep.edu.rs/vesti/unapre%C4%91enje-inkluzije-i-kvaliteta-u-obrazovanju-u-jugoisto%C4%8Dnoj-evropi0); Civil Society for Inclusive Education – Education Tailored to Children (available in Serbian at
http://www.oknis.org.rs/obrazovanje-po-meri-dece/?p=148 and http://www.velikimali.org/); The Hidden and
Forgotten – Segregation and neglect of children and adults with disabilities (available at http://www.mdris.org/wp-content/uploads/2013/04/the-hidden-and-forgotten.pdf).
13
Constitution of the Republic of Serbia, available at http://www.srbija.gov.rs/cinjenice_o_srbiji/ustav.php
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The 2009 Anti-Discrimination Law14 prohibits discrimination on all grounds and introduces the institute
of the Commissioner for the Protection of Equality15, an autonomous and independent state authority
charged with protection from discrimination and protection of equality.
The Commissioner for Information of Public Importance and Personal Data Protection16 was established
as an independent authority pursuant to the 2004 Law on Free Access to Information of Public
Importance and the 2009 Personal Data Protection Law17.
The 2004 National Action Plan for Children18, which defines the Serbian general policy on children until
2015, is based on the ratified United Nations documents, such as the UN Convention on the Rights of the
Child19, the Millennium Development Goals20 and A World Fit for Children21.
Under the Serbian National Millennium Development Goals22, specifically Millennium Development
Goal 2, by 2015, all boys and girls shall be able to complete a full course of primary schooling, the quality
of education provided children in educational and reformatory institutions shall be improved and
additional databases for monitoring and evaluating the achievement of the national goals and tasks shall
be established.

National Legislation on Education
The 2012 Strategy for the Development of Education in Serbia until 202023 sets out that “the mission of
the education system in Serbia in the 21st century is to secure the chief foundations for the life and
development of every individual, the society and the state based on knowledge”. As per the education
of children with developmental difficulties and/or disabilities, persons with learning difficulties and
persons from disadvantaged communities and social groups, the chief strategic commitment is the
inclusive approach, which is to secure respect for their rights and ensure their social inclusion.
Clear foundations for inclusive education were laid for the first time with the adoption of the Basic
Principles of the Education System Law24 (BPESL) in 2009, the corollary law governing pre-university
education, and the by-laws regulating its enforcement. This Law clearly specifies that all citizens have an
equal right to education, prohibits discrimination, violence, abuse and neglect of children and lays down
penalties for violations of the rights of the child. Furthermore, it provides the prerequisites for the nonsegregated inclusion of children in education and continuous schooling, extends the duration of the
mandatory and free Preschool Preparatory Programme to nine months, facilitates the enrolment of
14

Anti-Discrimination Law, available at http://www.ravnopravnost.gov.rs/en/laws/laws-and-regulations-of-therepublic-of-serbia
15
Commissioner for the Protection of Equality website:
http://www.ravnopravnost.gov.rs/index.php?lang=en&pismo=eng
16
The main information about the Commissioner’s work is available at: http://www.poverenik.rs/en/home.html.
17
The translations of both laws are available at http://www.poverenik.rs/en/pravni-okvir-pi/laws-pi.html .
18
Available at http://www.inkluzija.gov.rs/?page_id=2347&lang=en.
19
Available at: http://www.unicef.org/crc/.
20
Available at http://www.undp.org/content/undp/en/home/mdgoverview.html .
21
Available at http://www.unicef.org/specialsession/docs_new/documents/A-RES-S27-2E.pdf.
22
The Serbian National Millenium Development Goals and Reports are available at
http://www.prsp.gov.rs/engleski/mcr/index.jsp.
23
Available in Serbian at http://www.mpn.gov.rs.
24
The BPESL was adopted in 2009 and partly amended in 2011. New amendments were being drafted at the time
this publication went into print. The Law is available in Serbian at:
http://www.mpn.gov.rs/propisi/zakoni/obrazovanje-i-vaspitanje/504-zakon-o-osnovama-sistema-obrazovanja.
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children from socially vulnerable groups, governs the inclusive approach and envisages the mechanisms
of support to children and teachers, introduces general and individual education outcomes and
standards, and supports the participation of children and parents.
The 2010 Law on Preschool Care and Education25 gives children from vulnerable groups priority in
enrolment in preschool institutions and provides for the implementation of special, specialised and
alternative programmes.
The 2009 Law on Textbooks and Other Teaching Aids26 sets the textbook quality standards and prohibits
all discriminatory content. This Law sets out that every pupil with developmental difficulties and/or
disabilities is entitled to textbooks in the format suiting his educational needs.
The Rulebook on Additional Educational, Health and Social Support to Children and Pupils27 deals with
the assessment of needs for additional educational, health and social support to children and governs
the composition and modus operandi of the Inter-Departmental Commissions (IDCs), which are charged
with assessing the children’s needs and proposing individual support plans for the children.
The Rulebook Detailing Conditions for Establishing the Right to an Individual Education Plan (IEP), Its
Implementation and Evaluation (hereinafter: the IEP Rulebook)28 specifies in detail how the right to an
IEP is established, how IEPs are implemented and evaluated, all with the aim of ensuring the children’s
optimal inclusion in mainstream education, facilitating their progress and independence within their
peer community. The Rulebook also provides instructions on the design of IEPs for pupils with
extraordinary ability.
The 2009 Rulebook on Grading Primary School Pupils29 , as amended in 2011, specifies that pupils
provided with additional support in education shall be graded based on the extent to which they
achieved the goals and achievement standards in their Individual Education Plans.
Serbia ratified the following UN documents of relevance to the promotion and establishment of equal
rights for all children, including the right to equally accessible and quality education: the UN Convention
on the Rights of the Child30 (1989) defines the rights of children with disabilities to enjoy a full an decent
life, in conditions which ensure dignity, individual development and social inclusion. Disabled children
are entitled to special care and assistance to ensure, inter alia, that the children have effective access to
and receive education (Article 23). Under the 2006 UN Convention on the Rights of Persons with
Disabilities31, the States Parties shall ensure an inclusive education system at all levels and life long
learning directed to the full development of human potential, the development of their mental and
physical abilities and enable their effective participation in a free society (Article 24).
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The Law is available in Serbian at http://www.mpn.gov.rs/propisi/zakoni/obrazovanje-i-vaspitanje/507-zakon-opredskolskom-vaspitanju-i-obrazovanju.
26
The Law is available in Serbian at http://www.mpn.gov.rs/propisi/zakoni/obrazovanje-i-vaspitanje/510-zakon-oudzbenicima-i-drugim-nastavnim-sredstvima
27
The Rulebook is available in Serbian at http://www.mpn.gov.rs/propisi/dokumenti/propis-214-Pravilnikdodatna_podrska_detetu_i_uceniku.doc
28
The Rulebook is available in Serbian at http://www.mpn.gov.rs/propisi/dokumenti/propis-216Pravilnik_blizi_uslovi_individualni_obrazovni_plan.doc
29
The Rulebook is available in Serbian at
http://www.mpn.gov.rs/userfiles/propisi/pravilnici_obrazovanje/Pravilnik_o_ocenjivanju_osnovno.doc
30
Available at: http://www.unicef.org/crc/.
31
Available at http://www.un.org/disabilities/convention/conventionfull.shtml.

18
Education System in Serbia
The Serbian education system is comprised of preschool, primary, secondary and tertiary education. The
law allows for the establishment of both state and private educational institutions at all levels. The
number of private schools is very small.
Mandatory education begins at the age of 5.5, with the Preschool Preparatory Programme (PPP), which
lasts at least nine months. Children attending preschool institutions (they may be enrolled when they
are six months old) attend this Programme in their kindergarten groups, while the children who do not
go to kindergarten are enrolled directly into the PPP. The PPP is implemented by the preschool
institutions either in their own facilities32 or the school buildings.
Primary education is mandatory and free of charge and lasts eight years. The first four grades are taught
by grade teachers and the fifth-eighth grades by subject teachers.33
According to the Ministry of Education, Science and Technological Development, Serbia had 159 state
and 60 private preschool institutions, 1,200 state and four private primary schools, and 500 state and 21
private secondary schools in 2011.34
Pupils with difficulties attend the so-called “special” schools, where work with the pupils is tailored to
the types of difficulties the children suffer from. There are 48 such schools in Serbia: 19 are primary
schools, 28 provide both primary and secondary education (several also have preschool groups) and one
provides only secondary education. The reform of these schools has been launched and some of them
will become resource centres for “mainstream schools”. Since the adoption of the BPESL in 2009,
children can no longer be enrolled in “special education classes” in “mainstream schools” and they will
cease to exist once the children attending such classes finish primary school.

1.2 Educational Institutions Covered by the Research
The research implemented within this project provided insight in the situation in the preschool
institutions and primary schools in the sample. The findings are presented in Chapter 3 – Research of
Mechanisms to Support Children in Transition Periods.
Features of the PIs in the sample35: 15 PIs (no data were available for two PIs) comprise 199
kindergartens (buildings) in 43 settlements and have 2,127 PI teachers and 70 psychologists and
pedagogues on staff. In the 2009/2010 school-year, they had 1,774 groups attended by 39,783 children.
These 15 PIs were attended by 377 (0.95%) children with difficulties. Of them, 39 attended five
developmental groups for children with difficulties, while the rest were in “mainstream” groups.
Children from 12 PIs enrolled in 205 different primary schools; no data were available for five PIs.
32

Every city and municipality has a preschool institution working in several buildings – kindergartens. PIs are
founded by the local self-governments.
33
Secondary education is free but not mandatory. It lasts two, three or four years, depending on the vocation the
children are schooled in.
34
The MoESTD funds the wages and equipping of the “mainstream” schools, while the local self-governments are
charged with funding the maintenance of the schools and staff training. Preschool institution staff implementing
the mandatory Preschool Preparatory Programme are paid by the MoESTD, while the rest of the staff and the
institutions’ costs are covered by the local self-governments.
35
According to the schools’ principals, psychologists and pedagogues.
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Features of the PS in the sample36: Fourteen of the PS in the sample (no data were available for two PS)
employ 868 teachers, psychologists and pedagogues. The children who enrolled in the main buildings of
these schools had attended 31 kindergartens, while children who had attended four kindergartens
enrolled in satellite classes (no data were available for six PS). Nine schools operate only in the main
buildings, while five also have satellite classes. Eleven schools practice keeping the fifth graders in the
same classes which they had been assigned to when they started first grade, while three schools
reassign the fifth graders to new classes; one school assigns the children who had completed the first
four grades in the satellite schools to the existing classes in the main building. In the 2009/2010 schoolyear, 9,993 pupils attended the 14 schools in the sample. According to the schools’ principals,
psychologists and pedagogues, these schools were attended by 271 pupils (2.7%) with difficulties. Five
of them attended special classes (from first to eighth grades), while the others were enrolled in
mainstream classes.
Ten PIs (59%) and ten PS (63%) had taken part in inclusive education projects.
Fifty-one percent of the interviewed kindergarten teachers, grade teachers (GTs) and subject teachers
(STs) attended the relevant training in inclusive education and 75% had one or more children with
difficulties in their group/class. Of all the interviewed kindergarten teachers, GTs and STs, 35% of them
took part in an inclusive education project.

1.3 Educational Institutions Involved in the Design and Piloting of the Transition Model
The staff of the following three preschool institutions and 11 primary schools took part in the design and
piloting of the model of support to the children’s transition: PI Naša radost, PS Sonja Marinković, PS
Jovan Mikić, PS Miloš Crnjanski and PS Ivan Milutinović in Subotica; PI Naše dete, PS Dositej Obradović,
PS Jovan Jovanović Zmaj, PS Radoje Domanović, PS Svetozar Marković, PS Branko Radičević and PS Bora
Stanković in Vranje; and PI Naša radost and PS Branislav Nušić in Smederevo.
We selected the institutions by starting with the PIs covered by the research and selecting the three
attended by the greatest numbers of children with difficulties that wished to develop their inclusive
practices. We then proceeded to include the schools the children with difficulties in the three cities
would enrol in.
The Subotica preschool institution Naša radost has years of experience in applying the „inclusive
programme“ it developed with the support of Save the Children, and has developed contacts with the PS
and procedures for supporting children with difficulties. According to the pedagogues and psychologists
working in this PI, it had eight children with difficulties attending the PPP in the 2010/2011 school-year.
The Vranje preschool institution Naše dete does not have a lot of experience in developing the inclusive
approach, but it has been continuously working on the professional development of its staff, it is willing
to cooperate and has good contacts with the PS. According to the pedagogues and psychologists
working in this PI, it had twelve children with difficulties attending the PPP in the 2010/2011 schoolyear.
The Smederevo preschool institution Naša radost was involved in a project devoted to inclusive
education for the first time. According to the pedagogues and psychologists working in this PI, it had
nine children with difficulties attending the PPP in the 2010/2011 school-year.

36

According to the schools’ principals, psychologists and pedagogues.
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The 11 PS involved in the project vary greatly among themselves. Some have special classes, some hold
class in minority languages, some have satellite classes in the nearby villages, some have combined
classes; some are large city schools, while others have a small number of pupils. With the exception of
only two schools -- PS Sonja Marinković in Subotica, which the MoESTD declared a model inclusive
education school, and PS Radoje Domanović in Vranje, all the other PS have little experience in
developing inclusive education and in cooperating with civic associations. According to their pedagogues
and psychologists, these schools together had 27 children with difficulties attending first and 17 children
with difficulties attending fifth grade in the 2010/2011 school-year.
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2. The Missing Link Project – Design of Mechanisms to Support Children with
Difficulties in Their Transition to the Next Levels of Mandatory Education in the
„Mainstream Education System“
This chapter provides a description of activities undertaken to design a model of support to children
with difficulties in transition periods. It endeavours to provide information about the entire process,
comprised of various levels of activities, both those conducted within the institutions and those
undertaken in cooperation among the institutions and with the children's families.
The project was designed and implemented by the CIP-Center for Interactive Pedagogy team consisting
of: Vesna Zlatarović, Programme Coordinator, Milena Mihajlović, Executive Director, and Vuk Jocić,
Project Assistant. The activities were implemented in cooperation with the local coordinators-mentors
(PI professional associates involved in the project: psychologists Dijana Kopunović Torma and Marina
Stanojević, and pedagogue Svetlana Radosavljević), members of the Support Team37. During the
research, the project team established cooperation with the Association of Grade Teachers of the
Republic of Serbia and the Alliance of Associations of Kindergarten Teachers of Serbia.
The project was implemented in the 2010-2013 period, thanks to the support of the London-based Early
Childhood Programme, Open Society Foundations. The Ministry of Education extended its support to the
implementation of the project in writing.
The goal of the project was to contribute to increasing access to education of children with difficulties
and ensure the continuity of their schooling.

The project endeavoured to achieve the following objectives:



To design and pilot a model of support to children with difficulties in their transition from the
Preschool Preparatory Programme to first grade and from fourth to fifth grade (procedures,
activities and forms of cooperation);
To empower the PI and PS professionals to support children with difficulties during the periods
of transition to the next education levels and to apply quality child-centred practices, the
underlying principle of inclusive education.

The project supported the education of 78 children with difficulties38 attending the three PIs and 11 PS
involved in the project in the 2010/2011 and 2011/2012 school-years. Analyses of obstacles to full
inclusion were conducted and transition plans were designed for 68 children (27 children attending PPP
were starting school, 25 were in first grade and 16 were in fifth grade); analyses of obstacles to full
inclusion were conducted for 10 children in the other grades. The PIs and PS received support in
equipment, teaching aids and other equipment identified in the plans.
The activities implemented during the project can be grouped in the following manner:

37

The composition, role and modus operandi of the Support Team are described in greater detail in the section
entitled Professional Support.
38
The children suffer from various kinds of difficulties: hearing, sight or speech impairments, muscular dystrophy,
physical disabilities, intellectual difficulties, epilepsy, multiple disorders, attention deficit disorders, heart
problems, autism spectrum disorders, behavioural problems, emotional immaturity.
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Diagram 1: Groups of Project Activities

Situation Analysis – Research of the Practices
The inclusive education practices and mechanisms to support the children in the transition periods were
researched at the onset of the project. The research focused on the support extended to children with
difficulties starting first or fifth grade.
The research covered the staff in 17 PIs and 16 PS, the parents of 28 children with difficulties and seven
experts. The researchers conducted an analysis of the literature on transition and recommended forms
of support to children in that period.
The research contributed to a deeper understanding of the challenges faced both by the children and
the institutions in their support to the children to adjust to the changes as painlessly and as successfully
as possible. The findings provided insight in the inclusion of children with developmental difficulties
and/or disabilities in the preschool institutions and primary schools. The researchers collected examples
of transitions of children with difficulties qualified as successful by their parents and the experts and
used them as the basis for defining the criteria of successful transitions and the structure and content of
transition plans.
A detailed overview of the research and its findings are presented in Chapter 3 Research of Mechanisms
to Support Children during Transition Periods.
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Preparations for the Implementation of the Project Activities Geared at Supporting Children in the
Transition Process
Meetings were held with the representatives of the selected PIs and PS39 to discuss the organisational
and professional issues and sign contracts. The Project Team was established, the local coordinators
were selected, the documentation was prepared, et al.
Empowerment of PI and PS Staff
The professional competences of the kindergarten and school teachers and professional associates were
strengthened through training sessions, meetings, mentor and online support, mutual visits of PI and PS
representatives, a study visit to Finland, dissemination of information about the existing resources and
the design of new resources. The project implementers encouraged the interlinking of the kindergarten
and grade teachers, on the one hand, and of the grade and subject teachers, on the other.
Training (delivered in all three cities)
Increasing access to and quality of education by the application of the individualised approach to the
children/pupils – inclusive education and individual education plans – national training in the
introduction of inclusive education. The training curriculum focused on the understanding of the
concept of quality education for all and inclusive education in the narrower sense (inclusion of children
with difficulties, design of the children’s pedagogical profiles and individual education plans).
Step by Step40 – Achieving a knowledge-based society through quality educational practices. The
curriculum and activities were designed to link the principles of quality child-centred educational
practices of the International Step by Step Association (ISSA)41 with the principles of developing a
knowledge-based society and the changed roles of the kindergarten and school teachers. The
kindergarten and school teachers were encouraged to review their own practices, plan the application of
their newly-acquired knowledge and their own professional development (accredited three-day seminar
implemented by the CIP Center42).
Individualised approach to the teaching process and use of portfolios to monitor the children's progress,
based on the Step by Step methodology, is geared at empowering the PI and PS staff in applying the
individualised approach in their work with children, providing guidance on the use of the children's
portfolios in the education process to document the children's progress and involve the children and
their families in the planning of educational goals (accredited three-day seminar implemented by the CIP
Center43).
39

The criteria by which the PIs and PS were selected are set out in Chapter 3 – Research of Mechanisms of Support
to Children during Transition Periods.
40
The “Step by Step“ programme promotes the ideas of a democratic society, equal right to education for all
children, support to the families, and local community involvement in supporting all children to achieve their
maximum potential. The Programme is based on the idea that children learn best when they take an active part in
the learning process, encourages children to express their ideas creatively, help each other and develop critical
thinking skills. The programme is implemented in Serbia by CIP Center, which also delivers SbS training. More
information is available on CIP Center's website (in Serbian): http://cipcentar.org/index.php/nacinidelovanja/korak-po-korak and on ISSA's website http://www.issa.nl/program_early_child.html.
41
International Step bу Step Association – ISSA http://www.issa.nl
42
The list of accredited training delivered by CIP Centar (in Serbian) in the 2012/2013 and 2013/2014 school-years
is available at http://cipcentar.org/index.php/obuke/akreditovani-seminari-2012-2013-i-2013-2014
43
The list of accredited training delivered by CIP Centar (in Serbian) in the 2011/2012 school-year is available at
http://cipcentar.org/index.php/obuke/akreditovani-seminari
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Four one-day training sessions developed to address the identified needs of the project participants.
Content: introductions and launch of cooperation; sharing expectations and experiences in working with
children with difficulties; understanding the inclusive education concept; approach to child rights-based
education; implications of the medical and social models on the inclusion of children in mainstream
schools; school readiness concept; contemporary views on school readiness, familiarisation with the
ready school concept; quality child-centred educational practices (ISSA Principles of Quality Pedagogy44);
ensuring continuity: child-centred educational practices - the approach facilitating continuity;
understanding transition; the ecological model of child development (Bronfebrenner) and ecological and
dynamic model of transition (Pianta); analysis of the aspects of life in PIs and PS and everyday activities
as potential sources of obstacles to the participation of children; involvement of the parents in the
school inclusive teams.
Professional Support
A multi-disciplinary Support Team of 13 members45 was established. It comprised experts in education
(GT, psychologists and pedagogues, members of the Inclusive Education Support Network46 and/or CIP
Center Step by Step programme trainers) and special educators (somatopaedist, speech therapists and
two oligophrenologists with different specialisations, all of them with experience in supporting the
inclusion of children with difficulties in the mainstream education system).
The role of the Support Team members was defined as follows: to extend advisory support in the design
of transition plans for individual children; to extend advisory support in the analysis of obstacles and
design of action plans for overcoming them; to monitor and support the implementation of the
transition plans for the children; to provide specific advice and recommendations on how to work with
individual children; to alert the kindergarten and school teachers to the available literature; to establish
and facilitate communication between the PIs and PS, experts in other institutions and the parents; to
participate in the preparation of the institutions for receiving new generations of children.
This Team provided the kindergarten and school teachers support in two ways: by replying to their
questions online and at expert meetings in the institutions.
The expert meetings in the institutions were devoted to analysing the obstacles to the children’s
inclusion and to designing plans for overcoming them and to designing transition support plans. The
meetings in the PS were attended by the Support Team members (grade teachers, psychologists and
pedagogues, members of the Inclusive Education Support Network). The meetings in the PIs were
chaired by the local project coordinators-mentors.
Internet support was provided by the PI and PS professionals and special educators. They replied to the
specific questions kindergarten and school teachers posted on the www.inkluzija.org forum or asked in
their e-mails. Every question was answered by one special educator and one PI or PS professional, each
44

Principles of Quality Pedagogy: interactions; family and community; inclusion, diversity and values of democracy;
assessment and planning; teaching strategies; learning environment; professional development.
45
Мilena Đukovic, GT; Vladica Tošić, GT; Branka Bešlić, psychologist; Gordana Josimov, GT; Sonja Paripović, GT;
Aleksandra Jakšić, specialist in somatopedy; Jasna Skenderović, speech therapist; Anika Horvat, specialist in
oligophrenology; Olivera Ristić, specialist in oligophrenology; Milja Vujačić, pedagogue; Sonja Miladinović, Novi Sad
School Department Education Advisor; Milanka Pejović, pedagogue; and Ivana Vukelić, GT.
46
The Inclusive Education Support Network is comprised of the staff of schools, the MoESTD, the Education
Improvement Institute and the Education Quality Evaluation Institute, as well as of representatives of nongovernment organisations. Each regional school department has formed a team which the schools can turn to for
support by e-mail or by phone (additional information about the Network is available in Serbian at
http://www.dils.gov.rs/mp/index.php?page=1&cont_id=20022).
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from their own professional points of view. In their replies, they encouraged the adults to depart in their
work from the children’s strengths, to develop the flexibility of the education system and drew their
attention to various sources of support and the relevant legislation. The replies to the 70 questions are
available on the CD, Annex 3: Excerpts from the Practice-Based Advice Manual and on the abovementioned forum www.inkluzija.org/forum.
Professional Exchanges
The schools organised professional exchanges among the GTs and STs to share information about the
children and how they organised the curricular and extracurricular activities. Kindergarten and grade
teachers also held meetings to share information about the children and discuss the methods and forms
of work that proved efficient while the children attended the PI.
During its visit to Serbia, the London-based Open Society Foundations Early Childhood Development
Programme Team and Advisory Committee
0 went to Subotica, during which they visited a preschool institution and attended a round table at
which the experience gained during the project and the PI and PS practices were presented and a
working meeting with the representatives of all three PIs.

Three round tables were organised, in Subotica, Smederevo and
The kindergarten's role is to
Vranje, at which the PIs and PS involved in the project presented their
prepare the children for school,
experiences in and activities facilitating the transition of children to
the school's role is to prepare
higher levels of education. The participants discussed: the roles of the
the school for the children.
PIs, the PS and the parents and forms of their cooperation, aspects of
PI professional associate,
pedagogical continuity to be ensured for the children and how,
Vranje
changes in the perceptions of school readiness, given the focus on
school readiness in the light of inclusive education. These events were accredited.
Some of the research results were presented and the professional transition issues were discussed at a
round table entitled The Missing Link – Transitions to Higher Levels of Mandatory Education held within
the 60th Serbian Psychologists’ Professional and
The Finnish experience was wonderful, interesting, I
Scientific Convention in 201247.

Visits
Mutual visits: Representatives of the Vranje and
Smederevo PIs visited the PI in Subotica and the
representatives of the Vranje PI visited the
Smederevo PI, at which they attended the
activities with the children and subsequently

47

occasionally felt as if I were in a fairy tale, light years
away, the things and developments in/about Finnish
schools I was seeing for myself and listening about
seemed so normal, so humane… I was impressed by
the organisation, the professionalism, the
systematicness and commitment of all the school
staff… The support the children have in learning and
accommodation (both the children and the parents)
is multi-faceted and visible every step of the way, on
each wall and locker, school desk and chair, in the
school toilet, in the message notebook …
Grade Teacher, Niš

The following topics were discussed: the concept of pedagogical continuity, the schools’ readiness for children,
transition of children with difficulties, how to design transition plans, models of support to kindergarten and school
teachers through mentor field visits and via the Internet; and examples of good PI/PS cooperation practices were
presented.
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held a working meeting with their hosts – kindergarten teachers.
Study visit to Finland: by 25 people, representatives of the PIs, PS and CIP Center. They had the
opportunity to familiarise themselves with: the features of the Finnish education system, schooling and
training of preschool and school staff, services supporting the schooling of all children, the Finnish
approach to inclusive education, support to children during transition periods, the role of specialised
schools in inclusive education and forms of cooperation between civil society organisations and schools
and kindergartens. The PI and PS participants shared the experiences they gained during the study visit
with their colleagues upon return.
Design of Resources
Various resources, available in the Annexes on the CD accompanying this publication, were designed
during the implementation of the project. They include:
Research instruments: Questionnaires for PIs, PS, kindergarten, grade and school teachers,
protocols for Focus Groups with parents and PI and PS staff and interviews with experts. (Annexes
1.1; 1.2; 1.3; 1.4; 1.5; 1.6; 1.7 available on the CD)
Recommendations: How to prepare for the child’s enrolment in first grade and How to prepare for
the child’s enrolment in fifth grade addressing the children, the parents and the institutions.
Documentation: Questionnaire for the parents to collect information about the children; Form for
analysing the obstacles to the children’s full inclusion and for designing a plan to overcome them;
Form for designing individualised plans of support to children transiting to higher levels of
education. (Annexes 4; 5.1; 5.2 )
Checklist of various segments of the educational process that need to be taken into consideration
and accommodated to ensure the equitable participation of children with difficulties in the
education process.
Examples of good transition practices (19): nineteen stories about children and their schooling
shared at the Focus Group meetings on transition. (Annex 2, available on the CD)
Manual with answers to the 70 questions asked by the teachers – Practice-based advice addresses
the GTs’ and STs’ needs and issues that interest them48. The document was disseminated to all the
institutions covered by the project in electronic format and CIP received positive feedback on the
content of the Manual and the answers. (Annex 3, available on the CD)
List of teaching aids and equipment supporting the development and education of children with
difficulties.
Designing a Model of Support to Children and Transition Plans
Questionnaires for parents were designed to map the needs for support of children with difficulties
starting first or fifth grades. The PI and PS pedagogues and psychologists used the questionnaires during
the transition periods to collect the data and plan activities facilitating the children’s transition and
preparing the institutions to support the children.
A document for the design of Transition Plans (TP) was developed to ensure the children’s full
participation in the PI and PS activities. This document includes instructions on how to design TPs and
guidelines for analysing the obstacles and overcoming them. Two versions in the form of action planning
tables were prepared, one for the PIs and one for the PS. The document lists the categories that need to
be planned for in the TPs: to ensure continuity in forms and methods of work at the lower and higher
levels of education and prepare the non-teaching and other staff of the institutions coming into contact
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with the children; to inform the children and their parents of the new requirements; to prepare the
children and their parents for the new requirements; to build the children’s and parents’ capacities to
accept change; to ensure mechanisms of support to the children and their families. The document
provides an overview of the aspects of life in the PIs and the PS in which obstacles to the participation of
children with difficulties have been identified. This is how a transition plan targeting the institution, the
family and the child itself is developed.
The model is elaborated in greater detail in Chapter 4 – Model of Support to Children in Transition to
Higher Education Levels.
Monitoring and Evaluation of the Application of the Model
All segments of the project and the application of the model were monitored and evaluated.
The implementation of the project activities was monitored by the local coordinators – mentors and the
Support Team. The training and professional events were evaluated by the participants.
The draft recommendations were submitted for comment to the activists of the associations of persons
with disabilities focusing on education and parents of children with difficulties, and their suggestions
were taken into account and helped ensure that the recommendations were even more clearly aimed at
respecting the rights of the child.
An internal evaluation of the effects of the project by the children, kindergarten and school teachers,
pedagogues and psychologists and their parents was under way at the time this manual was
completed49.
The text below presents some of the results of the monitoring and evaluation of the application of the
model, from the viewpoint of the professional associates, psychologists, pedagogues, PIs and PS, as well
as from the viewpoint of primary school pupils with difficulties.
2.1 What the Children Say
The PS professional associates interviewed 21 children with difficulties: four pupils for whom transition
plans for the 2012/2013 school-year were drawn up (two first-graders, one third-grader and one fifthgrader) and 17 pupils for whom transition plans had been drawn up for the 2011/2012 school-year (11
second-graders, one third-grader and five sixth-graders). The Protocol for Interviewing the Children and
the Guidelines for the Interviewers are available in Annex 7 and several examples of the children’s
interviews are presented in Annex 8.
Nineteen of the 21 interviewed pupils said they liked going to school; one said he sometimes liked going
to school and one said he did not like going to school.
What they like about going to school: their friends and spending time with them, learning, writing,
drawing on the blackboard, their grade teachers and some subject teachers, getting As, playing soccer,
their classroom…
“I like staying in after-school care, I also like English, I like having lots of friends, I like hearing the bell
ring,” – S.B, second grade, suffering from the Down Syndrome.

49

A detailed analysis of the impact of The Missing Link project will be available on CIP Center’s website in late June
2013.
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“I like P.E, when my teacher praises me, when we go to the Zoo, when we all stand in line, when the
pupils ask me to pair up with them,” N.G, second grade, suffers from hearing problems and speech
difficulties.
“I like Biology because I discover some new things there. It’s interesting. We learned about mammals
and vertebrates. I found out how many glands humans have. I like History. I like History because I learn
about the past. The Nemanjić dynasty is my favourite lesson. I found out when they ruled Serbia and how
Dušan expanded the borders of our state but that his son could not preserve it. He was called Dušan the
Great and his son Uroš the Weak,” M.G, sixth grade, suffers from cognitive impairments.
“Yes, our geography teacher took us to a meteorological station several days ago and I liked the
measuring instruments, especially the rain gauge. I especially like History, Biology, Geography, they are
interesting, I like to listen to the teachers talk,” A.S, fifth grade, blind.
2.2 What preschool and primary school psychologists and pedagogues say
According to the PI and PS psychologists and pedagogues, the experience they gained in analysing the
obstacles and designing the transition plans has helped them:
 Review the conditions in and potentials of their institutions to accommodate each particular
child;
 Take realistic stock of the existing conditions and possibilities for improving the inclusion of the
children;
 Familiarise all the stakeholders with the existing obstacles and then extend each other the
necessary support and understanding (grade teacher, kindergarten teacher, parent,
psychologist….);
 Focus on recognising and reviewing what the child knows, can do, has;
 Supplement the existing instruments – checklist, behaviour scale, sociogram, development
scale;
 Set the guidelines at the start and elaborate them later, during work;
 Review the opportunities for action.
The analysis of the obstacles for the child’s inclusion provides a full overview of both the child’s
strengths and needs for support, which subsequently greatly facilitates work on individualisation and
on designing a pedagogical profile and IEP for the child.
Pedagogue, Subotica
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3. RESEARCH OF MECHANISMS TO SUPPORT CHILDREN DURING TRANSITION
PERIODS
The research was conducted in 2010 by CIP – Center for Interactive Pedagogy in cooperation with the
Association of Grade Teachers of the Republic of Serbia and the Alliance of Associations of Kindergarten
Teachers of Serbia within the project The Missing Link – Development of Mechanisms for Supporting
Children with Difficulties in Their Transition to the Next Levels of Mandatory Education in the
Mainstream Education System.

3.1. GOAL, METHODOLOGY AND SAMPLE
The goal of this qualitative research was to establish what kind of support was being extended to all
children and whether and what kind of additional support was being extended to children with
difficulties during their transition from the PPP to first grade and from fourth to fifth grade. We
endeavoured to gain insight in all the activities enabling the successful accommodation and welfare of
the children undertaken by the PI and PS staff and by the children’s parents. The experiences the PI and
PS staff and parents qualified as examples of good transition practices were collected during the
research.
The transition period is defined as the period starting several months before a child starts the next level
of education and extending over the first few months of his schooling at the next level. The research
focused on vertical, institutional transition because this is precisely where the implicit obstacles to the
exercise of the right to inclusive education by a child with difficulties may be hiding.
The methodology included:
– Perusal of the relevant literature in Serbian50;
– Field data collection51;
– Tailored questionnaires (five)52:
 PI: Questionnaire for the PIs and Questionnaire for the Kindergarten Teachers;
 PS: Questionnaire for the School, Questionnaire for the GTs and Questionnaire for the STs;
– Focus Groups53 with parents and PI and PS staff on examples of successful transitions;
50

Although the research was conducted in 2010, CIP continued analysing the professional literature on inclusive
education later as well, until 2013.
51
Each interview and Focus Group was conducted by two PI and PS staff members, experienced in working directly
with children and in research. The researchers were selected in cooperation with the Association of Grade
Teachers of the Republic of Serbia and the Alliance of Associations of Kindergarten Teachers of Serbia and
underwent the relevant training. The research instruments are presented in Annexes 1.1 - 1.6 on the CD
accompanying this publication.
52
The PI and PS staff provided replies to the questions in the questionnaires on the inclusive practices in their
institutions and kindergarten groups/school classes: assessment of the staff’s personal competences and their
participation in training and projects aimed at developing inclusive education, which type of support was being
extended to the children, which obstacles have been identified, which plans they had in place for the following
school-year, who they cooperated with to facilitate the children's transition and how. The participants also specified
how they assessed whether a child they were working with had a difficulty and which particular difficulty he was
suffering from.
53
The Focus Groups served to collect information on the course of transition of both all children and children with
difficulties: procedures, activities, forms of cooperation, identified obstacles and how they were overcome,
documentation. The participants offered recommendations on how to support the children’s rapid and painless
adjustment to the new environment and the criteria against which the success of the transitions is measured.
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–

Individual semi-structured interviews54 with professionals with relevant expertise in various areas.

Sample
55

PI and PS: 17 PIS and 16 PS were covered by the research and they provided information in the
Questionnaires for the PIs and PS which were filled by their psychologists, pedagogues and principals.
The institutions in the sample were located in 22 rural and city municipalities, small and large towns,
falling within the remit of 13 regional school departments.
The preschool institutions in the sample were selected in cooperation with the Alliance of Associations
of Kindergarten Teachers of Serbia and the primary schools in cooperation with the Association of Grade
Teachers of the Republic of Serbia. The main criterion for selecting the educational institutions was that
they had inclusive education practices (and that at least some of their staff attended the relevant training
and projects) and had children with difficulties enrolled in them. The geographic distribution and size of
the municipalities/cities were also taken into consideration during the selection process.
PI and PS staff: 301 filled the questionnaires: 185 of them worked in PS (169 teachers, ten psychologists
and pedagogues, three principals, three filled questionnaires were returned unsigned); 116 of them
worked in PIs (99 kindergarten teachers, ten psychologists and pedagogues, two principals, five filled
questionnaires were returned unsigned).
One child and 138 adults took part in 28 Focus Groups: 32 were parents of children with difficulties (25
mothers and seven fathers) and 106 were professionals (PI: 14 kindergarten teachers and two
professional associates; PS: five principals, 35 professional associates, 23 GTs and 18 STs), and nine were
experts working in other institutions.
Seven experts involved in education were interviewed: some worked directly with children with
difficulties, some designed education policies and some were involved in teacher education.56
Data processing and presentation: the data were processed collectively, by category of participants, for
the entire sample.

3.2. Research Findings
Transition in Documents
The transition of children to higher levels of education is mentioned in Article 3 of the Basic Principles of
the Education System Law as a situation in which particular attention should be devoted to ensuring the
achievement of the main principles of the education system57. Under this Law, a child’s movement to a

54

The following issues were clarified during the interviews: process of transition based on the descriptions of
desirable activities and involved stakeholders; planning and establishing mechanisms of cooperation among the
institutions, the local communities and the civil society organisations; requisite competences and procedures to
ensure the children’s successful transition; description of the key principles of the successful transition of children
with developmental difficulties from different backgrounds and circumstances.
56

The following were interviewed: College for Special Education and Rehabilitation professors (2), experts of the
Education Quality Evaluation Institute (1), the Education Improvement Institute (1), special schools (2) and the
Inclusion Initiative VelikiMali (1).
57
These principles comprise: equal right and access to education without discrimination; quality and balanced
education; full respect of the rights of the child, pupils and adults; child- and pupil-centred education; lifelong
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higher grade shall be an indicator of the child’s progress, whilst transfer from one school to another shall
constitute a disciplinary measure applied with the parents’ consent.
The perused professional literature on inclusive education states that care should be taken during the
period of transition to a higher level of education but does not provide specific suggestions on how this
should be done. The literature that does include suggestions for the most part focuses on the
preparations of the children, not of the educational institutions. Literature mentions various types of
transition: starting preschool, starting primary school, starting fifth grade, starting secondary school.
Transfers of children from “mainstream” to “special” education (which are now rarer) and from special
classes or special schools to the mainstream education system (which are extremely rare) are also
mentioned as transition periods. Another specific form of transition is that of children who completed
special primary schools and enrol in mainstream secondary schools. Other important transition periods
include enrolment in junior or four-year colleges and independence (employment and starting a family).
Inclusive Practices and Support to the Transition of Children – Analysis of the Situation in Preschool
and Primary Education
The below analysis is based on information collected through questionnaires (filled by 301 members of
staff of 17 PIs and 16 PS) and the statements of the seven interviewed experts.
What experts say about inclusive education and support to children during transition
The experts’ replies to the question on the challenges and difficulties the children and their parents face
during transition to the higher levels of education can be grouped in several categories.









The school system strives to average down all the children, rather than to adjust itself to the
needs of each individual child. There are still instances of singling out children in need of
additional support i. The education system still does not have adequate answers to the question
on how children with difficulties should be educated – the experts have not reached
professional consensus on this issue. There is distrust among professionals dealing with this
field. The role of special educators is not recognised.
Professionals and Para-professionals involved in supporting the children lack training. School
staff harbour prejudices.
The educational institutions are not physically accessible. The applied forms and methods of
work are inadequate. The institutions lack adequate teaching aids.
There is no systemic support or synergy between the different activities, programmes and
projects. The cooperation among the institutions is insufficient. There are problems in
recognising the new roles of some institutions and services, as well as in them assuming their
new roles.
The parents focus on their children’s limitations.
Although the PPP is mandatory, some children do not attend it.

What PI and PS staff say about inclusive education and support to children during transition
How do PIs and PS assess whether a child has difficulties: Over half of the teaching staff in the sample
rely on two or more sources of data, mostly the parents’ statements, medical findings, the Classification

learning in accordance with the needs and interests of children, pupils and adults; vocational training of pupils and
adults in accordance with the contemporary requirements of the professions they are schooled for.
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Commissions’ findings58, information obtained from the PI and PS psychologists/pedagogues and on
their own assessments of the child they are working with and whose progress they are monitoring.
How well trained teaching staff are in inclusive education: 70% of the grade teachers (GTs), 42% of the
kindergarten teachers and 42% of the subject teachers (STs) attended training of relevance to the
development of inclusive education.
Both the preschool and school teachers think that they are not sufficiently trained in inclusive
education. Notably,


3% of the kindergarten teachers, 3% of the GTs and 4% of the STs think that they are fully
trained;



39% of the kindergarten teachers, 74% of the GTs and 41% of the STs think they are partly
trained; and



58% of the kindergarten teachers, 24% of the GTs and 54% of the STs think they are
insufficiently trained.

As per psychologists and pedagogues, 38% of them in PS and 6% of their colleagues in PIs think they are
fully trained in inclusive education and 71% of the psychologists and pedagogues in PIs and 44% of their
colleagues in PS think that they are partly trained, while 24% of the PI psychologists and pedagogues
and 19% of their colleagues in PS think that their training is insufficient.
These findings did not come as a surprise, given that the Ministry of Education, Science and
Technological Development had focused on and invested the most in empowering the GTs and the PS
psychologists and pedagogues.
Kindergarten and school teachers think they need to learn more about the design of IEPs, to exchange
experiences with their colleagues more often, and that they would benefit from the support of other
experts and literature with good practice examples. Twenty-four percent of the PI pedagogues and
psychologists and 13% of their colleagues working in PS are of the view that they need to learn more
about the pedagogical and instructional work with the parents. Eight percent of the kindergarten
teachers, 2% of the GTs and none of the STs think that they need additional advanced professional
training in this area.
Support to Children with Difficulties in PIs and PS

58



The view that the support extended to the children is adequate and sufficient59, is shared by 7%
of the kindergarten teachers and 6% of the psychologists and pedagogues in the PIs, and by 10%
of the GTs, 22% of the STs and 19% of the psychologists and pedagogues in the PS.



Around 70 percent of the respondents in all categories think that the support the children are
extended is adequate but insufficient60.

The Classification Commissions were abolished in 2010 when the Rulebook on Additional Educational, Health
and Social Support to Children and Pupils, a joint document of the Ministry of Education, Science and Technological
Development, the Ministry of Labour, Employment and Social Policy and the Ministry of Health, was adopted. The
Rulebook introduced in their stead Inter-Departmental Commissions (IDCs), which assess the children’s needs for
additional support and design the individual support plans for the children.
59
Due to: timely identification, atmosphere in the institution supportive of inclusive education, engagement of the
institution’s inclusive team, professional assistance of the PI/PS psychologist and pedagogue; the training the
teaching staff received, the involvement of experts and assistants, the architectural and technical conditions,
individualised teaching, cooperation with the parents, experience in working with children with difficulties, the
children’s involvement in the life of the school…
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The view that the support is inadequate and insufficient61, is shared by 16% of the kindergarten
teachers and 18% of the psychologists and pedagogues in PIs and by 14% of the GTs, 7% of the
STs and 13% of the psychologists and pedagogues in PS. Three percent of the GTs and 4% of the
STs in the sample did not respond to this question.

Monitoring the Progress of Children with Difficulties in PIs and PS
Sixty-six percent of the kindergarten teachers, 70% of the GTs and 59% of the STs said they regularly
monitored the development and progress of children with difficulties.
As per PI psychologists and pedagogues, 94% of them said they systematically monitored the children’s
progress and 76% specified that they used instruments. Eighty-eight percent of their colleagues in PS
said that they systematically monitored the progress of children, and only 38% said that they applied
instruments.
The PI and PS staff monitor the progress of the children through: interviews, assessment scales, surveys,
anecdotal and diary notes; checklists, questionnaires to check their knowledge, questionnaires for
parents and kindergarten teachers, systematic monitoring protocols, portfolios, the children’s products,
systematic observation, interviews with parents and IEP design team members, sociograms.
Documentation on the Children Kept by PI and PS Psychologists and Pedagogues: 59% of the
psychologists and pedagogues in PIs and 69% of their PS colleagues keep portfolios – files on the
children, while 24% of the PI psychologists and pedagogues and 38% of their PS colleagues keep work
journals/progress monitoring journals. The other documentation they keep includes various kinds of
reports, minutes of meetings held by the teacher councils and councils of all teachers teaching a
particular class, expert findings and the children’s health records.
The privacy and confidentiality of the children’s data are ensured by the respondents in the following
ways: by abiding by the professional code of conduct and the institutions’ rulebooks (the shares of those
who replied to this question ranged from 24% to 63% depending on the category of the respondents);
only the PI/PS inclusive education professional teams or the IEP teams use the data (9%-65%); others
are allowed insight in some but not all the data about the child; the information about the children is
shared with the others on a need to know basis and with the parents’ consent (1%-29%); the children’s
names are not disclosed in the documents or at parent-teacher meetings (0-18%).
Challenges Faced by Children
The questionnaires for PIs, PS, kindergarten, grade and subject teachers listed 13 categories of obstacles
children with difficulties are likely to face when starting school or moving on to fifth grade. The
respondents marked all the categories they thought relevant and described the specific problems the

60

The respondents listed the following reasons: insufficient methodical training, lack of practical knowledge, lack
of assistance from special educators, inadequate architectural and technical conditions, insufficiently sensitised PI
and PS staff; insufficient support to PI and PS staff, large numbers of children in the kindergarten groups/school
classes, insufficient engagement of the PI/PS psychologists and pedagogues, insufficient application and
monitoring of IEPs, insufficient engagement of the inclusion teams.
61
The respondents listed the following reasons: insufficient application and monitoring of IEPs, insufficient
engagement of the inclusion teams, lack of time and motivation, insufficient training of staff, large numbers of
children in the kindergarten groups/school classes, inadequate architectural and technical conditions and material
resources, lack of expert assistance and support, poorly kept records.
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children faced in each category. These 13 categories of obstacles formed the baseline for designing the
content and structure of the transition plans.
Table 1. Challenges Children Face during Transition from PPP to First Grade62

Kindergarten
Teachers

School/classroom layout
Teaching aids
Curriculum
Work methodology
Forms of work
Requirements imposed on the children
Teaching staff’s treatment of the children
Non-teaching staff’s treatment of the
children
Peer treatment of the children
Learning support
Parents’ attitudes
School ethics
Children’s habits
* AC: All Children.
** CwD: Children with Difficulties.

PI
Psychologists
and
Pedagogues
AC
CwD
29%
53%
47%
47%
59%
53%
53%
47%
47%
47%
41%
47%
35%
36%

AC
41%
41%
45%
22%
22%
26%
20%

CwD
68%
54%
76%
43%
43%
44%
31%

AC
44%
50%
44%
31%
44%
44%
13%

CwD
63%
81%
81%
63%
63%
63%
25%

PS Psychologists
and Pedagogues

GTs

AC*
56%
39%
55%
47%
45%
54%
35%

CwD**
63%
60%
60%
53%
47%
55%
33%

25%

23%

24%

41%

13%

29%

/

19%

38%
22%
31%
20%
33%

58%
35%
35%
18%
38%

29%
29%
29%
24%
29%

29%
29%
35%
18%
35%

38%
23%
36%
13%
34%

64%
26%
44%
16%
38%

44%
13%
44%
13%
44%

56%
44%
63%
38%
50%

Table 2. Challenges Children Face during Transition from Fourth to Fifth Grade63
GTs

School/classroom layout
Teaching aids
Curriculum
Work methodology
Forms of work
Requirements imposed on the children
Teaching staff’s treatment of the children
Non-teaching staff’s treatment of the children
Peer treatment of the children
62

63

AC
25%
17%
31%
24%
23%
29%
26%
7%
16%

STs
CwD
28%
28%
43%
30%
29%
30%
34%
18%
29%

AC
38%
37%
54%
51%
24%
44%
29%
17%
41%

CwD
56%
38%
67%
54%
44%
61%
55%
27%
61%

PS
Psychologists
and
Pedagogues
AC
CwD
19%
63%
50%
56%
44%
63%
56%
63%
38%
56%
50%
63%
25%
31%
50%
38%
44%
13%

The percentages were calculated vis-à-vis the total number of respondents in each category.
The percentages were calculated vis-à-vis the total number of respondents in each category .
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Learning support
Parents’ attitudes
School ethics
Children’s habits

14%
17%
7%
11%

25%
17%
19%
17%

32%
45%
17%
30%

38%
43%
21%
44%

25%
31%
19%
31%

44%
50%
25%
44%

Support to Children during the Transition Periods
The analysis of the questionnaires indicates that there are no major differences between kindergarten
and grade teachers in the support they extend the children adjusting to first grade. Subject teachers are
more concerned than grade teachers about the children’s adjustment to fifth grade. PS psychologists
and pedagogues are equally concerned about the children’s transition from PPP to first grade and from
fourth to fifth grade.

Procedures and Activities Supporting Children in Transition from PPP to First Grade
Such support for all children is regularly or occasionally planned by: 79% kindergarten teachers, 83% of
the GTs, 65% of the PI and 94% of the PS psychologists and pedagogues.
Such support for children with difficulties is regularly or occasionally planned by: 64% kindergarten
teachers, 70% of the GTs, 64% of the PI and 82% of the PS psychologists and pedagogues.
The PIs and PS planning support to the children in transition set out these procedures in different
documents. A large number of respondents did not answer this question, which indicates that transition
is not mentioned in their institutions’ documents64.

Table 3. PI Documents Planning Support to the Children’s Transition
Type of Document
PI Development Plan
PI Annual Work Plan
Preschool Curriculum
Preparatory Preschool Programme
Pedagogical Council Plans
Educational Council Plans
Professional Sectional Plans (specify which
Sections)
Inclusive Team Work Plan
PPP Groups Sectional Plans
No reply

Transition of ALL
CHILDREN
29%
53%
71%
59%
18%
18%

Transition of CHILDREN WITH
DIFFICULTIES
6%
24%
29%
24%
6%
6%

18%

/

29%
41%
18%

29%
24%
47%

Procedures and Activities Supporting Children in Transition from Fourth to Fifth Grade

64

The question about which documents included plans to support the transition of all children was not answered
by 18% of the PI and 38% of the PS psychologists and pedagogues. The question about which documents included
plans to support the transition of children with difficulties was not answered by 47% of the PI and 31% of the PS
psychologists and pedagogues.
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Support to the transition of ALL children is planned by: 81% PS (transition within the main school
building), 38% PS (transition from satellite classes to the main school buildings); 50% PS (from one
school to another); 31% PS (from mainstream to special classes), while none of the PS planned measures
of support for transition from special to mainstream classes.
Support to transition of children with difficulties is planned by: 81% PS (transition within the main school
building), 31% PS (transition from satellite classes to the main school buildings); 50% PS (from one
school to another), 31% PS (from mainstream to special classes), while none of the PS planned measures
of support for transition from special to mainstream classes.

Table 4. PS Documents Planning Support to the Children’s Transition
Type of Document

School Development Plan
School Annual Work Plan
School Curriculum
st
th
1 to 4 Grade Professional Council Plans
th
th
5 to 8 Grade Professional Council Plans

From PPP to First Grade
ALL
CHILDREN
CHILDREN
WITH
DIFFICULTIES
31%
25%
56%
50%
38%
38%
44%
31%
13%
6%

From Fourth to Fifth Grade
ALL
CHILDREN
CHILDREN
WITH
DIFFICULTIES
25%
25%
56%
50%
44%
31%
38%
25%
25%
13%

Teacher Council’s Plans

38%

25%

31%

31%

Pedagogical Council Plans

19%

13%

19%

13%

Professional Section Plans (which)

13%

6%

13%

6%

Inclusive Team’s Work Plan

38%

31%

31%

25%

Grade Section Plans (which)

19%

13%

25%

19%

No reply

31%

38%

31%

38%

Factors taken into account by kindergarten and grade teachers and PI and PS psychologists and
pedagogues in planning support to children starting first grade
Over 50% of the respondents in all categories marked most of the offered replies, indicating that they
take into account various aspects of support to the children. However, a large share of the respondents
had not ticked any of the replies or listed additional ones, which indicates that they do not plan support
to the children in this period65. The replies show that less attention is devoted to the emotional and
social aspects, to communication and the atmosphere in the school.

65

Between 13% and 28% of the respondents in various categories failed to reply to the question on what they took
into account when they planned support to children starting first grade.

37
Table 5. What do kindergarten and grade teachers and psychologists and pedagogues take into account
when they plan support to children starting first grade
Transition of ALL CHILDREN

How to adjust the school facilities/layout
(classrooms, halls, toilets, gym …)
Does the child use an aid, which one and how
How to adjust the forms and types of work (how
the child learns best)
How to adjust the curriculum (content)
Which teaching aids have to be procured/made
How to develop mutual acceptance and support
among the children
How to create an atmosphere in which the child
will feel good (safe, satisfied, accepted…)
How the child reacts to success and failure
How to create conditions for successful
communication with the child
How to cooperate with the parents
Other
No Reply

KT

GT

PI
P/P

PS
P/P

Transition of CHILDREN WITH
DIFFICULTIES
KT
GT
PI
PS
P/P
P/P

71%
71%

76%
74%

71%
53%

81%
69%

62%
67%

63%
61%

65%
59%

75%
75%

69%
71%

76%
71%

71%
65%

75%
69%

65%
60%

62%
59%

71%
41%

69%
69%

64%

72%

59%

63%

56%

61%

59%

69%

62%

52%

47%

38%

64%

67%

53%

69%

53%
39%

55%
24%

35%
24%

25%
25%

52%
51%

59%
56%

47%
41%

63%
56%

16%
2%
1%
24%

30%
78%
3%
21%

24%
65%
0%
18%

38%
81%
6%
13%

45%
1%
0%
28%

46%
62%
5%
28%

65%
71%
0%
24%

56%
75%
6%
13%

Cooperation in Planning and Implementing Measures to Support the Children’s Transition
PI and Ps staff plan and implement support to children during transition in cooperation with their coworkers and colleagues in other PIs/PS, with the parents of the children and with experts working in
other institutions66. Their cooperation focuses on exchanging information about the children, planning
and conducting activities, monitoring the children’s progress, cooperation with the parents, etc.

3.3. Examples of Good Transition Practices Presented at the Focus Groups
Focus Groups. Good practice examples were collected from the participants in the 28 Focus Groups,
each of which was devoted to one child with difficulties, specifically, the way he was prepared for and
supported during the transition period. The 28 Focus Groups were attended by 138 adults: 32 were the
parents of the children with difficulties and 104 were PI and PS professionals. The Focus Groups were
held with the consent of the parents, who were under the obligation to take part in them. Although
some stakeholders disagreed, it was decided that the children should not take part in the work of the
Focus Groups, with the exception of one girl, who insisted that she participate.
The Focus Group members discussed the transition of 20 boys (13 in the lower and seven in the upper
66

Developmental Counselling Centres within the outpatient health clinics, the Speech Pathology Institute, the
Mental Health Institute, welfare centres, non-government organisations, the Red Cross, the Ministry of Internal
Affairs.
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grades) and eight girls (all of them in the upper grades). Nine of the children, seven of whom in the
upper grades, had been categorised as children with developmental difficulties by the erstwhile
Classification Commissions. According to the parents and experts, the children at issue suffered from
different difficulties: intellectual difficulties (5), cerebral palsy (4), elements of autism or autism (3),
speech difficulties (3), sight impairments (2), hearing impairments (2), the hyperkinetic syndrome (2), a
physical disability (2), asynchronous development (2), multiple difficulties (1). One child did not suffer
from any difficulties; he had moved from a foreign country and was in the process of adjusting to a
different education system; no data were available with respect to one child.
A good transition practice, as defined for the purposes of this research, comprises actions, measures
and procedures the institution (preschool, school) undertakes in cooperation with the family in order to:
ensure that the kindergarten/school environment is safe for the child and encourages him to learn and
socialise; contribute to the child’s social and emotional welfare; help the child’s painless adjustment to
the new environment; encourage the development of a positive attitude towards school and education;
contribute to successful learning and facilitate continuity of education (schooling).
The 19 selected good transition practice examples67 have the following features in common: various
stakeholders established cooperation, and this factor was instrumental in facilitating the children’s
adjustment to the new setting and successful schooling; transition is a process that lasts a shorter or a
longer period of time, every child adjusts to it in his own way even when he is extended adequate
support. The parents and the teaching staff qualified these examples as successful, but they
simultaneously alerted to the challenges and difficulties the children, teachers, psychologists,
pedagogues, the parents and the children’s peers faced. The planned and implemented actions,
measures and procedures focused on different aspects of accommodating the setting and the work
methods, depending on the assessed needs of the children.
68

The examples demonstrated that some educational institutions extended systematic support to the
pupils and teachers and that their teaching staff underwent professional training to respond to the
specific needs of individual pupils.

3.4. Recommendations For Facilitating the Children’s Transition From PPP to First Grade and from
Fourth to Fifth Grade (on the Basis of the Research)
Recommendations of the Interviewed Experts

67



Admit that all transition periods are stressful. Transition must be regulated by law and supported
by the local community.



Transition must be planned. Planning must be preceded by getting to know the child and
collecting information about him from all the relevant people in order to gain insight in his
behaviour in different contexts. The needs assessment and support planning processes entail:
assessment of the child’s needs based on his capacities; assessment of the particular

These examples came from the following PS: Oslobodioci in Belgrade, Sestre Ilić In Valjevo, Mitropolit Mihailo in
Sokobanja, Isidora Sekulić in Pančevo, Jovan Popović in Kragujevac, IV kraljevački bataljon in Kraljevo, Branko
Radičević in Vranje, Sreten Mladenović Mika in Niš, Sonja Marinković in Novi Sad, Kralj Petar I in Požarevac,
Akademik Radomir Lukić in Miloševac, Miroslav Antić in Čonoplja, Slobodan Sekulić in Užice, Aleksa Dejović in
Sevojno, Užice.
68
Eight examples regard children starting first grade and eleven regard transition to fifth grade. The examples are
available on the following websites http://cipcentar.org/ and http://www.inkluzija.org/ and in Annex 2 on the CD.
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accommodation the child requires; design of the child’s pedagogical profile with a full
description of his educational situation; different information about the child, family and
institution; evaluation of the information; definition of the outcomes; definition of the activities;
determination of who implements the plan, how and when.
The participation of the parents is very important, as is the participation of all the others who
know the child. This is why information has to be exchanged horizontally and vertically. The
roles and responsibilities have to be defined clearly. Furthermore, coordination of all
departments (forms of cooperation, scopes of activity and monitoring of the child) need to be
improved and all community and institutional resources availed of.
Align the curricula of the schools and adjust the textbooks to children/pupils with difficulties
(particularly in the upper grades).
Include in the indicators for the external evaluation of the quality of work of the schools also
indicators covering various aspects of this issue (support to the children, grading, individualised
teaching…).
Training and mutual learning of the teaching staff at professional events, during study visits,
from good practice collections, etc.

Individual Transition Plans
The interviewed experts are of the view that the individual transition plans need to be prepared to
facilitate the children’s transition to the next levels of education. Such plans should be designed for all
the children for whom IEPs are prepared, as well as for children without IEPs or who do not need
support in class, but who need of additional support in the transition periods because of their behaviour
or to facilitate their social adjustment.
As opposed to IEPs, which elaborate the goals, tasks and activities focusing on educational
achievements, individual transition plans are to focus more on the children’s social functioning and what
the school can do to help the child adjust his behaviour in the social context to a greater extent.
The following procedures need to be conducted for individual transition plans to come off: all the
relevant legislation and rulebooks need to be in place, all the stakeholders have to give their informed
consent to their roles and responsibilities, the children’s needs have to be assessed, individual transition
plans need to be designed, implemented and monitored, and the effects of the implemented individual
transition plans and the adjustment of children with developmental difficulties need to be evaluated.
All the stakeholders should be involved in the design and implementation of individual transition plans:
the children should be actively involved to the extent in which they can understand the process and take
part in it; the parents should always be involved, unless cooperation with them is impossible; so should
all the experts who have been and who will be working with the children; the school principals; other
professionals if necessary, depending on the individual case – special education teachers, psychologists,
pedagogues, health workers, non-teaching staff (school policemen, cleaning ladies…).
Which services are needed69: multidisciplinary and cross-sectoral services. The Serbian system lacks
local community services the most. Education is delivered in preschool and school institutions but there
is no coordination and there are no other community institutions the parents can turn to for
institutional help. Services for the professional orientation of pupils with difficulties are also lacking.

69

Based on the statements of the interviewed experts.
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Recommendations Based on Examples of Good Transition Practices70
Most examples highlight the importance of the involvement and cooperation of all the relevant
stakeholders, above all the parents, kindergarten and school teachers, PI and PS psychologists,
pedagogues and non-teaching staff. They also mention the doctors, special educators and other experts
in specialised institutions providing care to children. Some examples highlight the importance of the
support the parents of other children extended to the children at issue and the teachers, how they had
influenced their children to develop positive attitudes towards their peers with difficulties. Examples of
transition from PPP to first grade lay stress on the cooperation established between the kindergarten
and grade teachers, that is, the kindergartens and the primary schools, before the children start first
grade, while examples of transition from fourth to fifth grade highlight the cooperation between the
grade teachers and subject teachers (particularly the homeroom teachers). The establishment of
support teams is also important; their members draw up plans together, monitor the children and
regularly exchange information at meetings and in other ways.
Most examples highlight the support extended to the children to develop their self-confidence,
independence, feeling of safety and self-respect. The children are extended support only when they
need it and when they ask for it, and they should be encouraged to be as independent as possible and to
investigate the school environment. Focus should be on the children’s potentials, which should be the
starting point and which should be developed. The adults need to have faith in the children and project
optimism, which boosts the children’s motivation. The requisite emotional support and physical
assistance are extended to the children by their parents, who help them in school, by the teaching and
non-teaching staff and the personal and pedagogical assistants. Exercises and music are recommended
to relax the children. Some teachers think that it is important to teach the children to express their
emotions and recognise the emotions of others. Some teachers did patience and concentration building
exercises with the children with attention problems. Many of the examples mention encouraging the
children’s motivation for schooling and the development of their feelings of success.
The examples often mention the development of a positive climate in the classroom and the school.
The teachers apply various methods and activities to develop the children’s ability to recognise and
respect diversity (e.g. the Neither Black nor White programme – programme of work with
children/young people, against prejudice, for tolerance and interculturality71) and encourage mutual
empathy between children with difficulties and their peers; to encourage socialising of all the children in
the class, that they go to each other’s homes and attend each other’s birthday parties; to encourage the
sensitisation of the other children and parents in group and one-on-one discussions and at parentteacher meetings; to help the children resolve conflicts; to encourage the children to help each other; to
teach the children to understand the different kinds of behaviour of their peers, not to react to or
imitate them, for instance, if a child is pacing around the classroom instead of sitting still; to engage the
children in the so-called social games.
Active role of the children: two examples lay stress on the active role of the children with difficulties in
helping the adults understand the difficulties they are facing and find ways to support them the most
adequately.
Active role of the parents: although mothers are mentioned more often, fathers, too, play an important
role in cooperation with the school and in supporting the child. The parents spend time in school and
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Collected at Focus Groups.
More about the programme is available in Serbian at:
http://katalog.zuov.rs/Program2012.aspx?katbroj=66&godina=2012/2013.
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provide the children with the emotional or specific assistance when necessary; they talk with the
children about their dilemmas, difficulties and fears; they develop the children’s positive attitude
towards school; they help the children study; they copy the assignments and notes from the notebooks
of their children’s classmates; they prepare the children for the upcoming lessons to help them follow
the teachers’ presentations; they take part in the design of the IEPs and cooperate with the members of
the kindergarten and school inclusive teams.
Active role of peers is also very important, not only because of their understanding and tolerance, but
also because they can help their classmate with difficulties to move around, understand the rules,
translate for him, write things down, etc.
School preparations for the enrolment of children with difficulties in first grade or their transition to
fifth grade entail various activities: repeated visits of the children to the schools while they are still in
PPP over a longer period of time, thus providing the children and the teachers with the opportunity to
get to know each other and the teachers with the opportunity to follow the children and their
development; playing school in kindergarten; assigning the children to classes of teachers who are
sensitive, willing to learn, develop and modify their practices; the teachers’ visits to the kindergarten
groups or the lower classes to get to know their future pupils. One teacher introduced a child with
difficulties with his future classmate who lived in the neighbourhood before school started. The Focus
Group participants emphasised that it was crucial to inform all teachers about a child’s abilities, needs
and limitations. Schools, in which all the teachers knew every child, and the implementation of the PPP
in the school buildings, thus giving the children the opportunity to become familiar with the school
grounds before starting first grade, were mentioned as advantages during the children’s adjustment
period.
Keeping additional documentation about the children: many of the examples demonstrate the
importance of PIs and PS keeping specific documentation about the children, such as pedagogical
profiles, notes on the children’s development and progress, journals of undertaken measures and
applied methods and assessments of their effects. The PI teachers and psychologists, school teachers
and professionals and parents need to exchange notes and information about the children to help each
other get to know the children better and adequately plan work.
Planning educational work: one example mentioned planning support to the children’s transition to
school in the PI’s annual work plan. IEPs are designed for some children in PPP and in PS, and the
preschool or school teams take part in their design, with the parents’ active involvement.
Application of modified methods and organisation: apply the “Step by Step: child-centred
methodology72; give the children clear instructions they can understand and respond to; speak slowly so
that the children can read your lips; tell the children in advance when you will test them; let the children
volunteer to answer your questions when they are ready; test the children only orally if they have
problems writing, or ask their peers to write down what the children are dictating; apply descriptive
rather than numerical grading or combine descriptive and numerical grading after first grade as well; do
not give the children assignments they cannot fulfil, do not require of them to use tools they cannot use
adequately; do not assign them activities requiring physical skills or predispositions they do not have;
encourage the children to attend remedial classes; give the children assignments they can do at home,
at their own pace; have the children attend all classes in the same classroom as of fifth grade as well73 if
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More information on CIP Center’s website (in Serbian) http://cipcentar.org/index.php/nacini-delovanja/korakpo-korak and on ISSA’s website (in English) http://www.issa.nl/program_early_child.html.
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In most schools, fifth and higher grades have classes in different subject labs.
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there are children in class who have difficulties moving; encourage the children to investigate and find
the answers themselves rather than require of them to learn passively; give the children clear
instructions on how to behave and what is expected of them, introduce class/school rules and
implement them consistently; alternate activities and adjust them, make class fun, interesting and
stimulating; let the children move around the classroom during class or leave the class early if they have
attention problems or cannot tolerate the noise, etc.
Involvement of children with difficulties in extracurricular activities in school and outside it to develop
their potentials and talents.
Professional support: not only the children, but the parents and the teachers need it as well.
Specifically, they need the assistance of psychologists, pedagogues, doctors, special pedagogues,
welfare workers, etc.
Advanced professional training of teachers: expert meetings in school, lectures and training on
transition, inclusion, IEP design et al; support of outside experts; perusal of professional literature.
There are some other specific measures of support as well, such as deferred enrolment in school,
transfer from a “special” to a “mainstream” school, use of Braille printers, etc.

4. Model of Support to Children in Transition to Higher Education Levels
4.1 Inclusive Practices, Ready Schools and Ready Children
Contemporary pedagogical and psychological literature highlights the importance of high-quality
teachers and schools ready for children, which create conditions for the successful schooling of all
children by applying the individualised approach and various forms and methods of work in cooperation
with the local communities. When assessing a child’s readiness for school, the focus is no longer only on
the child’s personal features74 but also on the capacities of the family to support the child’s education,
the capacities of the school to meet the various needs of the child and the family, the capacities of the
local community to support the child, the family and the school through various services, because
everyone is responsible for his successful education.
Ready schools smooth the transition between home and school, strive for continuity between early care
and education programs and elementary schools, help children learn and make sense of their complex
and exciting world, are committed to the success of every child, are committed to the success of every
teacher and every adult who interacts with children during the school day, introduce or expand
approaches that have been shown to raise achievement, are learning organizations that alter practices
and programs if they do not benefit children, serve children in communities, take responsibility for
results and have strong leadership75.
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The individual physical, intellectual, emotional, social and linguistic characteristics of the child, whose level of
development was assessed as an indicator of readiness for school, are no longer crucial when deciding whether to
enrol a child in school. The education system is required to become flexible and find adequate ways to provide
education to all children.
75
Ready Schools: A report of the Goal 1 Ready Schools Resource Group by Rima Shore, The National Education
Goals Panel , 1998, http://govinfo.library.unt.edu/negp/reports/readysch.pdf
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Ready schools provide necessary supports for children. For example, they focus on transition programs,
make links between prior-to-school services and schools, and adjust their educational approaches to
respond to children. They have professional staff and environments conducive to learning and staff have
positive expectations for all children;
Ready schools have teaching and learning programs that support the professional development of
teachers, recognise the importance of adjusting teaching styles to respond to children, and facilitate
parent involvement;
Ready schools are adaptable. They do not aim to have programs where ‘one size fits all’. Rather, they
adapt to find what works in individual circumstances. Schools take responsibility for each child’s success.
Schools have strong and articulate leadership and the ability to determine and access appropriate
resources;
Ready schools also recognise that children can benefit from support outside the school, including access
to adequate health care and nutrition, and so promote collaborations among services and partnerships
for learning.
Ackerman and Barnett (2005) in Dockett S. 2007, p. 42

Ready schools co-exist with ready communities. Local communities should focus on extending the child
and the family support and on developing diverse support services to ensure that the rights of the child
are realised through equitable services available to each child.
As Dockett S. (2007) underlines, a central feature of ready schools is a commitment to continuity. There
are many ways in which schools can support continuity for children and families in the transition to
school: promoting interaction and shared understanding among educators in different settings,
developing complementary curriculum and approaches to learning and teaching76, as well as promoting
respectful communication across prior-to-school and school settings, promoting continuity of
relationships and support, ensuring that the supports and resources available to children in prior-toschool settings can be maintained when children start school. The below diagram presents some of the
aspects of continuity in support to children that need to be considered in transition periods.
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This is particularly the case when the language of curriculum pits ‘child-centred’ approaches against ‘didactic’
approaches and suggests that each approach can be tied to a particular setting. – Dockett & Perry (2004) in
Dockett S. (2007), p. 43.
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Diagram 2. Continuity between Education Levels

4.2 Understanding Transition Periods
Types of Transition in Mandatory Education
Two benchmarks clearly emerge when we think of transition to a higher level77 of mandatory education:
starting first grade78 and starting fifth grade:

77



Children enrol in first grade79 from a PPP or a family setting80, whereas



They start fifth grade in the main school building after completing fourth grade: in the main
school building; in a satellite class81, in an undivided school82 or in a combined class83.

Institutional, vertical transition through the education system.
The first contact many children with difficulties have with the education system is when they start the
mandatory PPP.
79
Children in Serbia start first grade when they are 6.5 years old.
80
Not all children attend the PPP, although it is mandatory.
81
Apart from the transition from grade to subject teaching and everything this change involves (greater number of
teachers with different types of interactions and ways of lecturing, greater number of assignments and
requirements, diverse contents and subjects), some schools practice reassigning the children to new classes in fifth
grade. If a child is moving from a satellite class to the central school, he also changes the school venue, and if he is
moving from a combined class, he also changes his peer environment. The children at this time also undergo
personal changes. Most of them enter the period of maturation and undergo intensive physical and psychological
78
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Starting preschool and secondary school are also important, but we did not focus on them because of
the limited capacities of the project.
Apart from the above-mentioned situations, there are also some specific transition situations, such as
the move from the “small” to the “big” schools after third grade84, or transfers from one school to
another (disciplinary measure, because the family moved or for other private reasons); children with
difficulties can also transfer from special to mainstream schools and vice versa.
The existence of these variations hinders the design of a uniform transition plan, wherefore each
institution should design its own plan, taking into consideration the features of the context the child is
functioning in.
If the children are not provided with the necessary supports, each of the above transition situations may
turn into a systemic implicit obstacle to their further schooling and realisation of their right to
education.
On the other hand, all situations of transition to higher levels of education can be indicators of the
children’s success in progressing towards an independent life.

Understanding Transition
Transition to the next level of education is usually perceived as an isolated event affecting only the
children and their families. As Bronferbrenner noted in the 1970s, a child’s development takes place in
interaction with numerous systems the child directly comes into contact with (family, peer community,
kindergarten, school, media…) and in mutual interactions among the representatives of the different
systems. Since each of the systems the child is in contact with functions in a broader social community in
interaction with the other social systems (management boards, political bodies, the church), the child’s
development is affected by a broader social context. Diagram 3 presents a simplified model of
development based on Bronferbrenner’s development theory.

changes when they turn 10 or 11, all of which corroborates the fact that the features of the institutions, the
children’s families, as well as the children’s individual development need to be borne in mind when considering the
transition from fourth to fifth grade.
82
All first- to fourth- grade pupils attend class in the same classroom.
83
Combinted classes are composed of children in different grades, usually first and third grades share a classroom,
and second and fourth grades share a classroom.
84
That is the case when there are two school buildings on the same school grounds, and the pupils move from the
“small” school after third grade to a “large” school, where they attend fourth-eighth grades. This move to another
school building at the start of fourth grade is a kind of mid-stage vis-à-vis the major changes fifth grade brings.
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Diagram 3. Child Development according to Bronferbrenner’s Ecological Model

Roberto Pianta’s understanding of transition presented in the below diagram is in keeping with this
understanding of child development.

Diagram 4. Еcological and Dynamic Model of Transition
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The model shows that transition to a higher level of education regards all those the children interact
with: their families, peers, teachers and the community. Each participant has his own responsibilities
and the transition process is not understood as a one-time event (e.g. the school performance to
welcome the first-graders), but, rather, as a process unfolding in time. Diagram 5 presents these two
contrasting views of the transition process.

Diagram 5. Contrasting Views of the Transition Process

As the diagram shows, transition is, on the one hand, presented as an isolated event concerning only the
child and the institution, and on the other hand, as a series of events over a longer period of time in
which all those in the child’s immediate surroundings, the child, the institution and the community take
part. Although Pianta focuses on transition periods within preschool care and education, we are of the
view that this model can be applied also to starting first and fifth grades and starting secondary school.
Successful Transition Criteria
Periods of transition can be stressful, but they do not necessarily have to have negative consequences.
A child’s emotional and social welfare and school achievements are positively affected by his feelings
that he is competent and capable of fulfilling the new tasks during the transition period. On the other
hand, a child who cannot respond to the challenges he faces in this period might experience a halt in
progress, socialisation, developing self-confidence and feelings of personal competence and in learning
results.
Children need an optimal amount of challenges, new and unfamiliar things to develop their potentials.
During transition periods, children should be provided with the amount of support half way between
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over-protectiveness and leaving them to entirely fend for themselves. Both continuity and discontinuity
need to be provided to stimulate their development.
The results of the Focus Group analysis indicate that the welfare of the child and the school community
are interlinked and that support to the child affects the development of the school on the whole. A
more detailed overview of the successful transition criteria is provided in Annex 6.
Support to children in transition periods comprises activities planned and implemented by the adults
caring for the children in the family, preschool institution and primary school to facilitate their transition
to the next level of education. Whether a child’s adjustment to a new environment, requirements and
expectations will be easier or harder and whether the foundations for his further successful schooling
will be established are affected by the transition process. The way in which the PIs and PS establish
connections with children, families and communities indicates whether there are planned programmes
of activities to support the children in the transition periods. Transition programmes can serve to
connect the contexts in which children live (Dockett & Perry, 2006; 2007).
Literature distinguishes between two types of programmes: orientation to school programmes, aiming
to inform the children and the parents about the school and familiarise themselves with it and how it
operates85, and transition to school (individualised) programmes, focusing on the individual needs of the
children and families over a longer period of time, during which all involved adjust: children, parents,
kindergarten and school teachers (Dockett, S. 2008).

4.3 Model of Support in Transition Periods
Our Definitions of Transition Periods and Transition Plans
We defined a transition period as a period that covers the several months86 before the child starts first
or fifth grade and the first semester of first or fifth grade. How the child will adjust to the new conditions
must not be a matter concerning only his family, but also the preschool institution, the kindergarten
teachers, the primary school, the grade and subject teachers, the PI and PS professional associates, as
well as his peers, relatives, friends and all others connected to him87.
Specific plans are designed during this period.
The general programme of activities, which may be an integral part of the institution’s work programme,
constitutes the plan of support to the children and parents at the orientational level during transition
from PPP to first grade or from fourth to fifth grade. Activities are organised to familiarise the children
and the parents with the requirements, obligations and rights they have at the next levels of education.
PIs and PS cooperate in the design of such plans or design them independently, pursuant to the
expressed needs of the parents and the children. These plans help the children and the parents obtain
the necessary information about how the school operates.
A transition plan, as a plan of support to an individual child and his family, covers a longer period of
time, the mastering of requisite knowledge, and the planning and implementation of various types of
85

Tours of the school, meetings with the school staff, arranging for the children to spend some time in the
classrooms with the other pupils, etc.
86
The transition period in the narrower sense lasts ten or so months: from the spring to the winter of the calendar
year in which the child is starting school, i.e. the entire spring semester of fourth and fall semester of fifth grade. In
the broader sense, the transition period starts earlier.
87
The child’s personal escort if he has one, specialists in various professions, peer facilitators, etc.
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reasonable accommodations88 to ensure optimal conditions for the child’s inclusion and progress in the
school setting. This transition plan constitutes individualised support to a child during the period in
which he is adjusting to the new setting and the new requirements. A transition plan should not be
confused with an Individual Education Plan (IEP), although it may form part of an IEP.
The support planned during a transition period may be set out in a single document defining the roles
and activities of all the stakeholders, setting the deadlines and specifying the procedures for monitoring
the implementation of the activities and the evaluation of their effects. A format of such a document is
presented in the chapter Analysis of Obstacles to the Successful Inclusion of Children and Pupils.
Each stakeholder can pursue his own plan of activities if all the stakeholders, having assessed the child’s
needs, decide that there is no need to develop a joint document. In such cases, the teaching staff plan
their activities within their regular documentation.
The Stakeholders and the Process
Diagram 6 illustrates the transition process and the roles of those helping the child go through the
period of adjusting to the new setting as painlessly as possible.

Diagram 6. Transition through the Education System

The parents should be as often as possible in contact with the members of the Expert Inclusive
Education Team (EIET) to plan support during both transition periods. Joint meetings of the PI and PS
88

"Reasonable accommodation" means necessary and appropriate modification and adjustments not imposing a
disproportionate or undue burden, where needed in a particular case, to ensure to persons with disabilities the
enjoyment or exercise on an equal basis with others of all human rights and fundamental freedoms. UN
Convention on the Rights of Persons with Disabilities, Article 2, paragraph 4, available at
http://www.un.org/disabilities/convention/conventionfull.shtml.
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teams, the kindergarten and grade teachers, and the professional associates of both institutions should
be organised when the child is transiting to first grade. When the child is transiting to fifth grade,
cooperation should intensify between his grade and subject teachers, the EIET and the team providing
additional support to the child89, if such a team was formed in the lower grades. These meetings may
also be attended by other experts working with the child at the parents’ discretion.
Goals of the meetings: review and analysis of the potential obstacles to the pupil’s full participation in
school life in view of how he functions and design of reasonable accommodation plans, familiarisation
with the pupil’s strengths and the areas in which he needs support, design of the transition plans.
At least one of these meetings should be devoted to acquainting the child with his grade teacher or
homeroom, the school grounds and the other staff.
It is crucial that the activities are planned and implemented, monitored and evaluated in concert and in
cooperation. It is even more crucial to focus on the child’s welfare during the design of the plan and
ensure that it results in the child’s easy adjustment and successful schooling.

Involvement of the Children in the Design of the Transition Period Support Plans
For a child with difficulties to develop the
readiness to take responsibility for his own
life, to become independent, to develop
the skills to represent himself and express
his own views, he needs to be provided
with the opportunity to take part in some
of the meetings at which a plan of support
to his transition period is designed. The
adults, both the teachers and the parents,
are under the obligation to ask the child
what he would suggest and hear his views
about the plans. The meeting facilitator
should ensure that the child and the
adults voice their opinions and ideas with
mutual respect. The discussion should
focus on looking for the best solution to
enable the creation of the necessary
conditions in the institution to involve the
child in various activities. The child should
not be referred to in the third person
singular, as if he were not present.
The other children should also be
consulted given that the transition period
activities concern them as well. The child’s

We need to talk, above all, with the child, to get him used to
being asked about his own life and to taking responsibility for
it from the start.
My Dad loves me more than anyone, but he still doesn’t
understand why I fall out of the wheel-chair when I’m talking
and he makes me sit up straight, or lifts me himself in the
middle of a conversation or a sentence, but I’ve always known
why I fall and it wouldn’t be me if I didn’t function in that
way.
It’s fairer to say to someone: “This is the first time we’re
meeting someone like you and we want to provide you with
adequate working conditions, advise us or tell us who can
advise us on how to achieve that, ” rather than go and ask
others, even family members.
Serbian Language and Literature Professor, activist of a
movement for the rights of persons with disabilities
I think that this is very important. The children in class are
constantly in touch with the child with difficulties and this is
why they establish communication with him more easily and
rapidly, but that is not the case with the other children in our
school. Since the child ought to be ablte to move around the
school freely, leave the classroom during recess, and so on,
ways to help him out should also be discussed with the
children in the other classes. I think that not enough
attention is devoted to this although it’s very important.
Mother of a fourth-grader
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The principal shall form such a team with the parents’ written consent in the event an IEP needs to be developed
for the child, Article 8, IEP Rulebook.
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classmates (during homeroom classes) and the school student parliaments can design and implement
various activities to support their peers. This will foster the sense of community and the children will
assume responsibility for their decisions and their implementation.

Protection of the Children’s Data
Cooperation and exchange of information are key factors for successful planning and support to children
in transition periods. The stakeholders need to pay particular attention to which information about a
child and his family is disclosed, how and with whom. Both the PIs and the PS are under the duty to
involve the parents in discussions on how information is disclosed and in the very process given that
they represent their children’s rights. A PI or a PS monitoring the child’s progress and keeping
documentation on him (a pedagogical profile, a portfolio, other pedagogical documentation, et al) must
provide copies of these documents to the parents to ensure that they know what the documents say.
The parents ought to be consulted and involved in the process of presenting the information about the
child to the school staff or other experts.
A child’s personal data must be kept in accordance with the Personal Data Protection Law. Although this
Law was adopted back in 2008, it is mostly not abided by in the education system, or on part of the
Inter-Departmental Commissions. Anyone who has any doubts on how to ensure the protection of the
children’s personal data in the documentation should contact the Office of the Commissioner for
Information of Public Importance and Personal Data Protection90.

4.4 Roles of Preschool and Primary School Staff
All adults providing care to the child should rally to act in concert and extend support to the child. They
can assist and empower each other as well. PI and PS staff and other experts should extend support to
the family, and the parents and other experts should extend support to the school to meet the child’s
educational needs the best it can.
The Expert Inclusive Education Team (EIET): analyses the obstacles to the child’s full involvement in the
kindergarten/school community, plans and implements activities at the institutional level to reduce or
overcome the obstacles, designs the transition plan for the child in cooperation with the Additional
Support Team (AST)
The PI EIETs should do the following to facilitate the inclusion of children with difficulties in the
education system:
•

90

Analyse the obstacles to the children’s inclusion and design plans to overcome them within the
institutions and for specific kindergartens, invest efforts in developing positive attitudes among
the kindergarten teachers towards the inclusion of the children and in eliminating the existing
physical, communication and other obstacles;

The Commissioner for Information of Public Importance and Personal Data Protection is an autonomous state
authority, who shall independently exercise his powers and protect the realisation of the rights enshrined in the
Law on Free Access to Information of Public Importance and the Personal Data Protection Law. More information
on the Commissioner’s powers is available at http://www.poverenik.rs/en/the-commissioners-authoritydi.html. The texts of the Laws are available at: http://www.poverenik.rs/en/pravni-okvir-pi/laws-pi.html
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•

Initiate, together with the families, the design of transition plans for the children’s successful
inclusion in first grade.

The PS EIET should:
•

Work on the inclusion of children with difficulties in all walks of school life in a planned and
systematic manner, encouraging the creation of a positive atmosphere and the dissemination of
the requisite information and knowledge to all the stakeholders;

•

Work on overcoming the physical, communication and other obstacles in the school on the
whole;

•

Work on ensuring continuity in the ways, forms and methods of work with the children between
the kindergarten and grade teachers and between the grade and subject teachers.

Professional Associates: Initiate and establish contact with staff of other institutions, associations, local
self-governments; inform the families, kindergarten and school teachers of the activities planned to
support the children during the transition periods; connect the children, parents, kindergarten and
school teachers; plan support for the children during the transition periods; organise cooperation with
the children and families and kindergarten and school teachers on analysing the obstacles and guide the
process; monitor the support process and implementation of the transition plans.
Kindergarten and Grade Teachers: Hold expert meetings to share experience on forms and methods of
work, didactic tools and undertaken accommodations based on acquired experience; extend support to
the children, parents and subject teachers during the transition periods; cooperate with the children and
families on the analysis of the obstacles.
Kindergarten teachers implementing the PPP establish contact with the families and children with
difficulties at the very onset of mandatory education. They help the families and children form their
initial impressions of whether they are welcome in the education system and the development of
positive attitudes towards the inclusion of children with difficulties among the other parents and
children. Kindergarten teachers can greatly facilitate transition to the next level of education by
providing the parents with information and by preparing the children. Kindergarten teachers are an
important source of information for grade teachers and can help the primary schools prepare for the
children’s enrolment.
Grade teachers can share with the grade teachers their knowledge of successful forms and methods of
work, about how to adjust the material and didactic tools, on how to successfully monitor the pupils’
progress and how to grade them, particularly if IEPs need to be designed for the pupils in fifth grade as
well. GTs can also help the children prepare for the changes awaiting them in fifth grade and allay their
pupils’ tensions and apprehensions. They can facilitate the process of establishing cooperation between
the families and the homeroom teachers, other teachers and experts they have cooperated with for four
years. In their contacts with the pupils in upper grades, they can recruit them to provide peer support to
children with difficulties.
Grade teachers play an important role in ensuring continuity for the child because they link the PIs and
the PS. It should be borne in mind that the GTs are at the same time emotionally parting with the
generation of children they had taught for four years and preparing for receiving a new generation of
pupils, wherefore they, too, are undergoing transition and adjusting to changes in their work.

4.5 Steps in Establishing Contact and Cooperation between the Families, Children and Teachers
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Pre-enrolment contacts: the parents and the school should start establishing cooperation when the
parents are selecting the school their child will attend, at the time the child and the parents visit the
school to familiarise themselves with the school grounds, teachers and professional associates.
Otherwise, their cooperation begins at the time the child is enrolled in school.
When a child is starting first grade, cooperation with the school begins in the period preceding the
child’s formal enrolment. This cooperation continues when the child is starting fifth grade, unless the
child completed fourth grade elsewhere (in a satellite class or a different school).
Enrolment in school: children are enrolled in school and move on to the next grade in accordance with
a procedure laid down in the law.
Parents of future first graders are required to submit specific documents during enrolment91. The testing
of the child by the school pedagogue or psychologist is scheduled in agreement with the parents. If
necessary, the pedagogue and psychologist and the parents talk over how the child will be tested, what
kind of support he will need during the testing, who will provide it, whether any additional equipment or
aids are needed, etc.
No particular procedure needs to be followed when a child starts fifth grade, apart from the usual one
by which children move on to the next grades.
Interviews with the parents: schools practice interviewing parents whose children are enrolling in
school. School pedagogues/psychologists sometimes practice scheduling more comprehensive
interviews in agreement with the parents of the future first graders to obtain more detailed information
about the children, including about their health, if there are medical records about the children they
need to have insight in and if necessary92.
In schools enrolling more than one first grade class, the psychologists/pedagogues take into account the
obtained information and suggest that the child be assigned to a grade teacher with the adequate
sensitivity, experience and knowledge. The same applies to the selection of the homeroom teachers for
children starting fifth grade.

Ensuring Continuity for the Child
Continuity in Work Forms and Methods
Once a child is enrolled in first grade, a joint meeting should be organised with the members of the PS
and PI EIETs, the members of the Additional Support Team93, parents and other individuals who know
the child well, to exchange information facilitating continuity in work forms and methods, quality of
interaction and information about the requirements94 on the child between two levels of education. If
necessary, more than one such meeting can be convened.

91

Copy of the birth certificate, PPP certificate, health certificate, registered habitual residence based on insight in
the parent’s ID card.
92
Such comprehensive interviews are unnecessary when the children start fifth grade if the information is already
available in their pedagogical profiles.
93
The Additional Support Teams usually comprise the PS and PI psychologists/pedagogues, the kindergarten
teachers who implemented the PPP, the grade and subject teachers, depending on whether the children are
starting first or fifth grade.
94
Those planning and implementing the IEP need to ensure continuity in the level and complexity of the tasks the
child needs to fulfil, regardless of the requirements set out in the curriculum.
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Once a child is enrolled in the PS, the PI should initiate a meeting with the PS staff, because the PPP
teachers and psychologist/pedagogue have experience in working with the child and know which
information the parents need to have about the school. If the PI fails to initiate such a meeting, the
parents should encourage the PS to call a meeting with the PI teachers and psychologist/pedagogue to
discuss the child.
Preparations for fifth grade should include a meeting with the child’s parents, grade teacher and
potential fifth grade homeroom teacher to exchange information and establish cooperation. These
activities should be planned at the onset of the spring semester of fourth grade and initiated by the PS
psychologist/pedagogue and the child’s grade teacher, in cooperation with the parents.
At the beginning of fifth grade, a meeting should be held with all the teachers teaching fifth grade
subjects. This meeting, facilitated by the PS psychologist/pedagogue and the homeroom teacher, is to
lay the foundations for future cooperation. The GT and the parents should use this meeting to inform
the STs of the achieved results, the forms and methods of work that have proven successful, how the
child functions and other relevant data.
Ensuring Continuity in Social Relations
Every child’s adjustment to a new situation is facilitated by continuity in socialisation and the social and
emotional support he gets from the children with whom he has established contact. Ensuring continuity
in this domain is all the more important for children who are likely to have greater trouble establishing
new contacts.
When assigning children to first grade classes, efforts should be made to assign children with difficulties
to the same class as their friends in kindergarten with whom they were close or had established good
contact.
Continuity in social relations is usually not disrupted when the children move on to fifth grade, except in
schools practicing the reassignment of children to different fifth grade classes. In such cases, the grade
teachers and the children need to be consulted.
If a child with difficulties had completed the first four grades in a satellite or combined class, particular
attention should be devoted to familiarising the child with the new setting, the features of the school
building and school-yard, how classes are organised, his peers, etc. The school needs to adapt its
facilities, prepare the staff and purchase the adequate equipment on time, as it would if a child with
difficulties were starting first grade.

Ensuring participation in the school activities
Meetings should be organised during the transition periods to analyse the obstacles to the participation
of children with difficulties in the school activities. These meetings can be attended by the kindergarten
and school teachers, professional associates, parents and other relevant individuals suggested by the
parents, the institution’s EIET and the AST. The participants in such meetings are to exchange
information to enable the institution to plan the implementation of reasonable accommodations to
ensure the children’s participation in all the school activities.
The meeting with the parents and PI representatives called by the PS staff to jointly design a plan for
overcoming the obstacles to the child’s full participation in the school activities creates the basis for
establishing a relationship of cooperation and partnership between the child’s family and the PS. The
family is thus sent a clear message that the institution is interested in the child’s welfare and continuity
between the PI and the PS is thus ensured.
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Meetings to Monitor the Children’s Progress
The ASTs, which regularly monitor the children’ progress, need to make sure that the analyses of the
obstacles and the plans to overcome them cover all the obstacles that may appear in the current and
ensuing school-years.
Meetings attended by the children:
The purpose of such meetings is to provide the children with the opportunity to familiarise themselves
with the new settings, their grade and subject teachers and their homeroom teachers in a pleasant
atmosphere, to express their views about the planned activities and make their own suggestions.
Such meetings should be informal and held in a relaxed atmosphere and care should be taken to ensure
that all the stakeholders are motivated. If necessary, the teachers and parents can meet in person or
talk on the phone before the child and his parents meet the teachers together for the first time. The
meeting at which the child will meet his teacher(s) should be attended by the school
psychologists/pedagogues as well, but the school and the parents should first discuss how many people
unfamiliar to the child should attend the meeting to avoid upsetting the child. This process of
introducing the child to his teacher(s) and other relevant staff should last a longer period of time and
should not be limited to only one meeting; it should include a number of joint activities with the child,
chatting, games, etc.

5. PREPARING FOR SCHOOL
What the parents should know about the school
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How the work of the school is organised: shifts, class schedules, whether classes are held in
subject labs, whether the school organises after-school care, how teacher duty is organised,
whether the school has a first-aid room, etc.



Flexibility: how many schools have the will and the objective possibilities of adjusting to the way
the child functions (e.g. in the event the child has problems moving around and the school
grounds are hilly).



Access to and safety of the school grounds: are the entrance, the school building (halls,
classrooms, cafeteria and other facilities) and school-yard accessible and safe; if the school has
two or more floors, how the pupils and staff access the higher floors; what is being done to
improve the accessibility of the school building, etc.



Whether the school has the adequate didactic material, equipment, software95.



Professional resources: whether the school have an Expert Inclusive Education Team96, how
much expertise and experience in inclusive education the teaching staff and
psychologist/pedagogue have (whether they attended training or took part in projects
supporting inclusivity).



School’s cooperation with the parents: how can the parents involve themselves in the work of
the school; whether they can attend the classes and help their children; whether there is a
parents club or other parenting support groups in the school.

It should be borne in mind that some schools have excellent resources for quality work with the children
although they lack such material and equipment because they have high-quality teachers.
96
Some schools may have not formed such teams because they had not needed to. The schools’ readiness to form
such teams as soon as possible is crucial in such cases.
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Additional support to children: is it extended, how, by whom, does the school have experience
in engaging and has it helped secure personal escorts for the children;



Does the school organise the transportation of the pupils to the main school building, does the
school have a kitchen, whether there is a comfortable and safe room in the school where the
children getting a ride to and from school can stay if they come early or until their ride comes.



School and other extracurricular clubs: whether they exist, how extracurricular activities are
organised, how field trips are organised.



Whether the school has a school policeman or other security staff in place.



How the school conducts professional orientation activities.



How the children’s knowledge is tested and how the final primary school exams are organised.

How can parents obtain information about the school?
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By reading the laws and rulebooks97 on education (on the Ministry of Education, Science and
Technological Development website and on other websites for parents and supporting inclusive
education98).



From the kindergarten teachers and psychologists/pedagogues of the PIs their children are
attending and from the PS teachers.



At orientation meetings for parents organised by the PIs and PS within the preparations for
enrolment in first grade.



During visits to the schools prior to the children’s enrolment.



At parent-teacher meetings in the PIs held jointly by the PI and PS staff.



At parent-teacher meetings for parents of fourth- and fifth- graders and at all other parentteacher meetings.



At Parent Council meetings and from their representatives in the school Parent Councils.



In the regional school departments, from the Inclusive Education Advisers.



From acquaintances, other parents, relatives, neighbours, former pupils, persons with
disabilities, non-government organisations cooperating with the schools (they should, however,
exercise caution, because second- and third-hand information usually does not reflect the actual
situation).



From civic associations focusing on the rights of the child and inclusive education, which can
prove to be an important source of information and support to the families.

The parents should inform themselves about their rights and duties defined in the law and the rulebooks and
what recourse they have if they establish that their children’s rights are being violated. The first step involves
talking to the child’s homeroom teacher and school management and, if necessary, alerting them to the violation
in writing. If that fails, they should contact the relevant regional school department, the Inclusive Education
adviser and the school inspectorate. In the event they do not receive an adequate answer or their complaints do
not trigger action, they should complain to the Protector of Citizens.
98
http://cipcentar.org/i_roditelji_se_pitaju/, http://inkluzivno-obrazovanje.rs/, www.inkluzija.org ,
http://www.velikimali.org/
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From the media, brochures, the schools’ website.

5.1 Starting First Grade
Why is it important to select the school on time?
The sooner the school is selected, the sooner can the child be readied for school and the school be
readied for the child.
If these preparations do not begin until the child is
enrolled in April, May or June, the school has very little
time for planning and making the necessary physical and
organisational accommodations.
The children’s parents should already enquire about the
following issues already in the October-December period
in the year before the children start school:


What the enrolment procedure is, what
documents they need (this information can be
obtained either in person or on the school
website);



About the schools at their disposal, so that they
can select the school that suits their child best;
preferably, they should choose the school closest
to home or the school that will be attended by
most of the children from the preschool group
their child is in.99

PI professional associates have been known
to recommend to the parents a school that
may not be in their immediate vicinity but
which, in their view, will best satisfy the
children’s needs.
There is a risk of such practice resulting in a
new form of segregation of both the pupils
and the schools. This is why preparations of
both the school and the children for the next
education levels should begin as soon as the
children are enrolled in the schools closest to
their homes. The sooner the children are
enrolled in school the better, because a lot of
time is needed for the preparation of all the
stakeholders.

Preparation of the Family
The family takes an active part in preparing
the child for starting school and is the
school’s ally during the preparations. It must
not be forgotten that the parents and other
family members must themselves prepare for
the child’s schooling because first grade will
bring major changes and challenges into their
lives as well. The parents’ co-workers and
superiors should also have understanding for
the parents’ concerns and obligations in the
periods when their children are being
prepared for school, are adjusting to it and
during their subsequent schooling. The
99

Provide the parents of future first-graders with the
opportunity to attend a meeting of the Parent Club, if
such a Club exists in the school, and involve them
subsequently in the work of the Club. Openness, honesty,
will to cooperate, exchange of personal experiences, the
chance to share your fears and apprehensions with
someone who has already been through all of that and
who understands you – these are important sources of
information and support parents get in this period.
Schools that do not have Parent Clubs should set them
up.
Subotica PS pedagogue

Primary schools are under the obligation to enrol every child who lives in their catchment area. In the event the
parents want to enrol their child in another school, they are to apply for enrolment in that school in February and
the school is under the obligation to review their application.
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parents should be aware of the available support and exercise their right to this support in order to be
able to support their child.
What the family has to learn and do during the transition period:


Inform itself of the rights and obligations parents have regarding their child’s schooling, and the
mechanisms for safeguarding and exercising those rights;



Plan on how they will reconcile their other obligations with the school schedule and any
treatments the child is undergoing;



Plan and implement preparations of the child at home;



Support the school in the process of making accommodations to the functioning of the child;



Provide the teachers with the necessary information about the child;



Monitor their child’s development, behaviour and progress;



Together with the PI psychologists/pedagogues and teachers, plan ways to establish
cooperation with the PS and teachers;



Together with the PS teacher, psychologist and pedagogue, plan a parent-teacher meeting at
which they will explain to the other parents what the child’s situation is and agree on how they
should explain to their children how to communicate with the child, play with him, support him,
etc;



Together with the PS teacher, psychologist and pedagogue, design a plan and schedule for
familiarising the child with the school grounds;



Provide the school with the contact details of a person they trust in case the parents are
unavailable and the school needs to contact someone urgently;



Introduce the PS teacher, psychologist and pedagogue with the other relevant individuals who
can help create an accessible, enabling and safe learning environment for the child with their
advice and concrete suggestions.

Preparing the Child
When deliberating the adjustment of
the child, we need to review all the
changes and challenges he is to respond
to from his point of view. For instance,
we have to review the accessibility of
the school building and its layout from
the child’s position, his height, the way
he moves, etc.
Talking to the child is very important.
His drawings, the way he plays, any
changes in his routine (sleeping or
eating) or conduct will also inform us of
his thoughts, concerns, fears and
expectations from school. We need to

List of requisite skills and habits that can serve as a checklist
(taken from: School Tailored to the Child – Guide to Work with
Mainstream School Pupils with Developmental Difficulties,
Institute of Psychology, Belgrade College of Philosophy,
Belgrade, 2007, p. 31):
 Waking up always at the same time, establishment and
consolidation of personal hygiene habits;
 Getting ready for school (dressing, packing the books
and notebooks for the scheduled classes);
 Learning safe ways of movement, orientation in space
and time;
 Practicing organisation of attention within school
classtime;
 Gradual establishment of work habits;
 Patient preparation of the child for the code of conduct
in class and at recess;
 Getting used to peers in the event the child had been
isolated;
 Planning after school work (precisely set time for
homework and school).
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carefully observe and talk over our observations with the child and other adults to make sure that we do
not reach the wrong conclusions.
A child starting school is expected to possess specific skills and knowledge, developed habits, to be able
to look after himself in specific areas, to establish contact with his peers and adults, to put off the
satisfaction of his needs for a specific period of time, to understand the requirements set the group, to
cope with success and failure, to have a developed sense of himself… The list of requirements set before
the child is a long one and the teaching staff and parents endeavour to encourage the child to develop
and master those skills and knowledge before he starts school.
When a child starts first grade, he meets his GT, the school psychologist/pedagogue, other school staff
(members of the inclusive team, other teachers, non-teaching staff), his classmates and the other school
pupils, and acquaints himself with the requirements, rules and expectations set before him, the school
layout and surroundings, the home to school route, the daily school rhythm and routines…
In their talks with the parents, the teachers should try and help the parents relax if their child cannot
satisfy the set demands and not transfer their concern to the child. Schools are tasked not only with
teaching the children but with bringing them up and caring for them as well. The schools’ role is to
support the children to develop their full potential, rather than demand of them to satisfy a specific
threshold of knowledge, skills and competences when they enrol. Since children learn from each other,
the child’s inclusion in the peer group is important because it supports the child’s development. Parents
and other family members, the PI and PS teachers, older siblings and other children, all of them can
provide information about the child and extend him support.

What can be done in PIs and at Home
Play school: get the child used to the new rules, requirements and expectations, teach him work habits,
help him become independent – all these steps are part of the regular preparations for school
conducted in preschool institutions. Similar preparations should be conducted at home, with the
professional advice of the kindergarten and school teachers.
Visits to the school and socialisation with children and adults, attendance at classes and extracurricular
activities.
Talking about school, the parents and older siblings should share their experiences and feelings with the
child. The child should be talked to and encouraged to express his thoughts about the school and any
concerns by drawing or enacting situations, role playing, etc.
The school can prepare examples of several games the parents can play with their children and simultaneously
prepare them for school. Examples of these games can be published on the schools’ websites and/or handed
out to the parents when they enroll their children.
Pedagogue, Subotica PS
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Preparing the School (Teachers, Psychologists, Pedagogues, Principals, Other Staff)
Preparations of the school comprise:


Continuous raising of awareness that the school, that is, every teacher in the school, is
responsible for the education of ALL children;



Planning the advanced professional training of the school staff and other diverse forms of
acquiring, sharing and applying the requisite general and specific skills and knowledge in work
with children with difficulties enrolling in school;



Objective review of obstacles preventing all children from accessing the school curricular and
extracurricular activities;



Understanding how the child functions and his educational needs that need to be responded to
in order to ensure his full inclusion in school life;



Planning diverse forms of reasonable accommodations for each child and the requisite forms of
support based on prior analyses;



Planning ways to use the existing resources and engage community services to increase the
social and educational inclusion of the children and their families.

The schools should make accommodations to:


Ensure that the child and his family feel welcome at school;



Preclude any problems in the child’s involvement in school life, achievement of results and his
overall development in accordance with his abilities;



Ensure continuity in upbringing methods applied at home;



Contribute to the welfare of all children, not just children with difficulties;



Contribute to the forming of positive attitudes about the education of children with difficulties
among the school staff;



Contribute to the consolidation of the teachers’ competences.

5.2 Starting Fifth Grade
Why does starting fifth grade pose a challenge to every child?
At the age they start fifth grade, most children experience developmental changes, entailing
physiological changes and changes in their perceptions of themselves and others: their parents,
teachers, peers.
The switch from grade to subject teaching poses additional emotional, social, cognitive and physical
challenges on the children, who have to adjust to the new circumstances. The children separate from
the grade teacher, who had taught them for four years, and establish contact with a number of teachers
simultaneously; at the same time, they have to adjust to greater requirements and to differently relayed
and organised teaching content.
The children’s grades usually slip in fifth grade; the class no longer functions as a community, old
friendships are broken and new alliances are formed, peer rivalry increases. The stress of starting fifth
grade is even greater if the school practices reassigning the children to different classes in fifth grade.
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This is why the preparations for starting fifth grade have to start while the children are still in fourth
grade. The subject teachers need to be prepared for a new generation of pupils, the school grounds and
the organisation of work need to be adjusted, and the appropriate teaching tools need to be designed.
Preparing the Family for Fifth Grade
The family is in a delicate situation in this period. It is, on the one hand, supporting the child in
continuing his schooling and helping the school in its preparations. On the other hand, the family
members change their behaviour towards to child to help him become independent in schooling and
social relations and to overcome the obstacles. The changes in the child’s life are accompanied by
changes and adjustments in the family.
What the family has to learn and do in this period100


Plan and initiate ways to involve the child in peer group, class and school activities and
processes.



Involve the child in the process of decision making and planning of support during transition, as
well as in subsequent schooling.



Talk to the child about the challenges he faces and encourage him to become independent.



Extend support to the schools, plan ways of establishing cooperation with the homeroom and
subject teachers, together with the PS psychologist/pedagogue and grade teacher.



If necessary, design a plan and schedule for familiarising the child with the school setting,
together with the grade and homeroom teachers and the PS psychologist/pedagogue.



Establish and maintain cooperation with the homeroom and subject teachers, provide them
with information about the child’s development, behaviour at home and progress.



Take part in the work of the class parent council, the school Parent Council (and Parent Club if it
exists in the school) to facilitate the realisation of the child’s rights and encourage other parents
to support them.

How the family can prepare the child for fifth grade
The family members should talk with the child about the challenges and choices he will face. The parents
should take the child’s opinions into account, find out what worries him, recognise the child’s capacities
to deal with the changes and respect the child’s wishes and pace.
The parents should not transfer their apprehensions and concerns to the child, but discuss them with
other adults (parents, school staff and other professionals). The parents should consider in advance the
accommodations that need to be made in the school to ensure the child’s inclusion in the school
community and his successful schooling.
The family should talk with the child about:


100

The other children, classmates and other school peers (especially if new classes are formed in
fifth grade or the children are moving to the main school building from satellite classes or other
buildings in fifth grade); and plan steps to expand his circle of friends;

All the considerations mentioned with regard to starting first grade also apply to starting fifth grade. This
section lists only the specificities of the fourth- to fifth-grade transition period.
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The demands, rules and expectations awaiting him; prepare him for the different styles of
teaching, expectations and rules of the different subject teachers he will gradually get to know;



Physical, emotional and social changes that occur in puberty.

Familiarise the child with:


The school building (layout of the classrooms if the children are to attend class in subject labs,
other school facilities), the school-yard and the surroundings101;



The home to school route;



Changes in the daily routine he had gotten accustomed to during the first four years of schooling
and start creating the new habits on time.
What the school can do – list of activities to facilitate the child’s movement to fifth grade
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The psychologist/pedagogue and grade and subject teachers should work with all children on
establishing mutual relationships and friendships and developing camaraderie between classes.
Outdoor nature classes and field trips, as well as joint staging of performances and other
extracurricular activities are excellent ways to achieve this goal.
Arrange for the child and family to meet the future homeroom teacher in a relaxed atmosphere, at
the fourth grade goodbye ceremony or a parent-teacher meeting. The school can organise informal
joint activities for the grade and subject teachers and the pupils and their parents.
Involve the parents in the workshops for parents and in all the school activities they can take part in.
GTs should promote positive attitudes about the switch to subject teaching among the children.
Future fifth-grade homeroom teachers should visit the fourth graders and attend their classes to get
to know them.
The fourth-grade GTs can teach each other’s classes occasionally to start getting the children used to
different teaching styles. They and the STs should also arrange to have the STs teach a couple of
lessons in fourth grade.
Involve fourth graders in the extracurricular activities led by teachers of higher grades.
Organise team teaching – grade and subject teachers elaborating a topic together.
Grade teachers should prepare written briefs on the children for the homeroom teachers (examples,
suggestions).
Grade teachers should forward to the homeroom teachers written reports on their classes and on
the individual pupils’ achievements in each subject.
Grade teachers should forward the portfolios of each pupil to the fifth grade homeroom teacher.
If necessary, the grade teacher, who knows the pupils well, will take part in the design of the
pedagogical profile, the individualisation plan and the IEP for the individual pupils in fifth grade.
The grade and subject teachers need to cooperate throughout fifth grade.
Exchange of experiences between subject teachers teaching similar subjects on the work forms and
methods they apply and on how they grade the children.
Grade teachers should attend the first parent-teacher meetings in fifth grade.

This is particularly important if the children had not had the opportunity to familiarise themselves with the
central school building, if they had attended the first four grades in a satellite class or another building.
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6. Analysis of Obstacles to the Successful Inclusion of Children and Pupils
6.1 Types of Obstacles
Children with difficulties may face several groups of obstacles during their inclusion in the education
system.
1. Institutional: (dis)continuity in learning content, forms, methods and ways of work in the educational
institutions, lack of contact between staff at different education levels, lack of cooperation or team work
among various institutions of relevance to education and the social inclusion of the children, even lack
of teamwork within one educational institution…
2. Communicational: (lack of) procedures and practices for exchanging information within the
institutions and families or among different institutions, inaccessibility of information and its nonpresentation in different and alternative ways; non-recognition of the need to use different means in
communication with the children (or their parents, if necessary) such as pictures, gestures, sign
language, technical aids), unfamiliarity with those forms of communication…
3. Psycho-social: obstacles arising due to the lack of information, knowledge, social distances or
negative views and numerous prejudices about children with difficulties among some staff in the
educational institutions, as well among the other parents and children; negative attitudes and resistance
to endeavours to put in place the prerequisites for the education of all children in accordance with the
principles of inclusive education …
4. Physical: (in)accessibility, (lack of) equipment or resources in the environment in which children with
difficulties study, play and socialise (or in the immediate and broader surroundings of the
school/preschool institution), long distances between the children’s homes and the schools, (lack of)
organised transportation of the children to and from school…
Apart from the obstacles the children and their families face in their settings, it has to be borne in mind
that children have different capacities and degrees of resistance to stressful situations. This is why the
children’s personal features -- their strengths and weaknesses, the way they learn, socialise, adjust to
new circumstances102, their personality and temperament103, the wealth and diversity of their
experience with other children and in different life situations -- must also be taken into account during
the transition periods and be reflected in the support plans.
Some obstacles become apparent as soon as the children start attending an educational institution,
while others appear later, as they grow up, as their need to become independent grows, as they face
new educational tasks and involve themselves in new activities. The institution’s routine practices
should be repeatedly reviewed during the school-year and in the subsequent years to ensure that the
children can take part in all aspects of life in the institution.

102
103

Rapid or slow adjustment.
Whether the child is an introvert, shy, clings to one kindergarten teacher or the grade teacher.
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6.2 Overcoming Obstacles
Design of Transition Plans
When developing a transition plan, you should:
•

Focus on the educational setting (physical, social, psychological), the visible and hidden
obstacles to the child’s involvement in all aspects of life in the institution;

•

Make sure that you focus on what you can change in your setting and how, rather than fall
into the trap of “fixing” the child;

•

If you are planning any specific forms or types of support to inclusion or transition of only one
particular child with difficulties, make sure that your actions do not additionally brand the child,
highlighting his difficulty or his exclusion, i.e. strive to extend the support as discretely as
possible;

•

Plan the activities to benefit all pupils and bear in mind the health, safety and interests of all
children;

•

Bear in mind the existing resources in the school, the feasibility of the planned activities, the
practicality of the solutions, be open-minded and responsive to new solutions, set yourself
specific (concrete and clear), measureable, attainable, relevant and time-bound goals.

Make sure that the measures and activities you are undertaking will not impose an additional burden on
a child with difficulties or do him any damage or harm, notably:
•

That he does not need to invest disproportionate time or effort in kindergarten/school and in
performing the activities, i.e. the class or other assignments;

•

That he is not at risk of being exposed to unpleasant situations, insults or humiliation by his
peers or adults;

•

That his abilities are not further undermined or his potential progress slowed down.

While you are designing a transition plan, seek information in the following existing documents, with the
consent and assistance of the parents:
•

In the individual support plan based on the opinion of the Commission Assessing the Needs for
Additional Educational, Health or Social Support to Children and Pupils i.e. Inter-Departmental
Commissions (Form 3, Rulebook on Additional Educational, Health and Social Support to Children
and Pupils);

•

You can obtain Information about the child’s daily routines, forms, methods and ways of work
and communication, how the child socialises and how his behaviour is managed in the
pedagogical profile, individualisation plan or an individual education plan designed for the child
in the PI or during the first four grades of primary school (Form 2, Rulebook on Additional
Educational, Health and Social Support to Children and Pupils); the use of these documents will
ensure continuity between the PI and the PS, i.e. the lower and upper primary school grades.

65
When designing the plans, trust your strengths and skills, consult with the family and the child and with
outside experts, be open and sensitive to the diverse ways in which the children’s educational needs can
be and are satisfied. Regularly review your plans and the achievements.
The information you collect in these analyses will enable you to design a transition plan in cooperation
with the family and the child, as a form of individualised support during transition from one level of
education to another. The goal of the plan is to eliminate the obstacles in the learning environment by
relying on the child’s strengths and abilities. You can insert your transition plan in the column: “Other
Support Measures” (Form 1, Rulebook on Additional Educational, Health and Social Support to Children
and Pupils).
Transition Plan Design Forms
The goal is to design a plan on the basis of the analysis of the existing obstacles and undertake activities
to overcome them by making use of the existing resources in the institution104, to identify the
implementers of the activities and the timeframes. The plan for overcoming the obstacles is given in the
form of a table for the design of action plans; the second part of the document regards the planning of
individualised support to the child and family in transition to a higher level of education. There are two
transition plan design forms, one for the PIs and one for the PS. Each of the plans are shown in Tables 6
and 7. The PI form is presented in Annex 5.2 and the PS form in Annex 5.1 on the CD.

104

Or include their procurement in the plan for overcoming the obstacles.
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Таble 6. Plan for Overcoming Obstacles and Designing Individualised Plans of Support to the Children and Families at the PI Level
PI:

Facility:

First and Last Names of the Child:
Type of Plan (mark one):


Transition from home to the Preschool Preparatory Programme



Transition from a kindergarten/developmental group to the Preschool Preparatory Programme



Transition from the PPP to first grade

Aspects of Life in the Preschool
Institution/Kindergarten

Obstacles to the
Child’s Full Inclusion
in the Institution

What Needs to be
Done to Overcome
the Obstacles

Existing Resources
or What Needs to be
Procured/Done

Activity
Implementers/Ass
ociates

Plan to Overcome Obstacles to the Child’s Full Involvement in the Life of the Preschool Institution
Accessibility of the kindergarten
and the suitability of its layout
and grounds to the way the child
moves and his degree of
independence
Layout of the group room,
accessibility of the toys,
centres/corners, other
kindergarten areas allow the child
to use them independently or
with minimal assistance
Information on the schedule of
activities and rhythm of daily
activities can be understood by
the child

Priorities/Timefra
mes
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Child’s communication style,
interaction with peers, abidance
by the code of conduct
Kindergarten teacher’s views,
interaction and knowledge
contribute to the creation of an
enabling and safe atmosphere for
the child in the kindergarten
group
Views, interaction and knowledge
of other staff in contact with the
child and the family
Views of the other children and
their parents
Forms and methods of work,
individualisation
Alternating quiet and noisy
activities and availability of
diverse materials
Time spent outdoors: in the yard,
walks
Child’s participation in the
kindergarten events:
performances, open days,
workshops, special forms of work
Daily nap in kindergarten
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Meals: breakfast, lunch, snack
Child’s participation in events
outside the kindergarten: field
trips, theatre, library, visits to
companies, public performances
Recreational several-day field
trips
Safety, health care, prevention of
violence
Plan for evacuating the children
from the facility
Other

Planning Support to the Child and the Family – Starting First Grade
Areas to be covered by the
individual transition plan

Planning the PI’s communication
of information and cooperation in
preparing the school staff for the
new pupil

Main Activities, Key
Features, Description

What Needs to be
Done

Existing Resources or
What Needs to be
Procured/Done

Activity
Implementers/Ass
ociates

Priorities/Timefra
mes
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Planning to ensure continuity in
forms, methods and ways of work
between kindergarten and grade
teachers
Planning to inform the child and
family of the features of the
selected schools, their rights and
obligations
Planning to prepare the child and
family for changes in obligations,
habits and daily routines that will
ensue when the child starts first
grade
Planning to prepare the children
for the requirements of school
life: independence, habits, skills,
prior knowledge
Planning to build capacity for
change and adjustment of the
child and his family to new
situations
Securing mechanisms of support
to the child and family in the
transition periods within the
purview of the PI or their initiation
in the local community, in
cooperation with the PS
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Table 7. Plan for Overcoming Obstacles and Design of Individualised Plans of Support to Children and Families at the PS Level
PS:
First and Last Names of the Child:
Period Covered by the Transition Plan (mark):


Transition from the Preschool Preparatory Programme to first grade



Transition from fourth grade in a satellite class to fifth grade



Transition from fourth to fifth grade within the same school

Plan to Overcome Obstacles to the Full Inclusion of Children in the Life of the Primary School

Aspects of School Life

Accessibility of the classrooms,
school-yard, toilets, hallway,
suitability of the school buildings and
grounds to the way the child moves
and his degree of independence
The extent to which the classroom
layout suits the way the pupil
functions
Information about the school and
school practices, communication of
learning content in accordance with
the pupil’s characteristics and the
ways he communicates

Obstacles to the
Child’s Full Inclusion
in the Institution

What Needs to be
Done to Overcome
the Obstacles

Existing Resources or
What Needs to be
Procured/Done

Activity
Implementers/Ass
ociates

Priorities/Timefra
mes
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Knowledge, interaction styles and
views of teaching and non-teaching
staff contributing to the creation of an
enabling and safe learning
environment
Views of the other pupils and their
parents
Pupil’s communication style,
interaction with peers, abidance by
the code of conduct
Methods and forms of work, expected
activities in class, accessibility of
information and content during class
Enabling the pupil’s participation in
Physical Education classes, sports days
Enabling the pupil’s participation in
extracurricular activities in school:
exhibitions, school clubs,
competitions
Enabling the pupil’s participation in
extracurricular activities outside the
school grounds: outdoor nature
classes, field trips
Enabling the pupil’s participation in
extracurricular activities outside the
school: visits to museums, the
theatre, the cinema, other
institutions
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Enabling the pupil’s participation in
class and school celebrations,
performances and ceremonies
Providing the pupil with the
opportunity to make up for the
classes he had not attended
Recess and free periods in school
School-day rhythm and shift schedule
Snacks and school meals
Safety, health care, prevention of
violence
The school evacuation plan takes into
account the functioning of the child
Other
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Planning Support to the Child and Family – Starting First/Fifth Grade

Areas to be covered by the
individual transition plan

Planning for preparing teaching and
non-teaching staff (grade and subject
teachers, cleaning ladies, others
coming in touch with the child and his
family)
Planning for ensuring continuity in
forms, methods and ways of work
between the kindergarten and grade
teachers and between the grade and
subject teachers
Planning for informing the child and
his family of the features of the
schools, rights and obligations
Planning for preparing the child and
his family for the changes in
obligations, habits and daily routines
to ensue when the child starts first or
fifth grade
Planning for preparing the child for
the requirements of school life:
independence, habits, skills, prior
knowledge

Main Activities, Key
Features, Description

What needs to be
done

Existing Resources or
What Needs to be
Procured/Done

Activity
Implementers/Ass
ociates

Priorities/Timefra
mes
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Planning for building the capacities of
the child and his family for change
and adjusting to the new situations
Securing mechanisms of support to
the child and his family in the
transition periods within the remit of
the PS or their initiation in the local
community, in cooperation with the PI
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Instructions for Filling the Plan to Overcome Obstacles to the Child’s Full Inclusion in the Life of the
Preschool Institution/Primary School
When filling the above tables, bear in mind that they do not regard the analysis of the child’s personal
features and how he functions, but what needs to be changed in the environment, communication
styles, provision of information, attitudes and ways of planning activities to make the education process
accessible to the child or pupil with difficulties no matter how he functions.
This analysis will greatly help you plan measures to eliminate physical and communication obstacles
(Form 1, IEP Rulebook) and plan and secure the requisite support and continuity for the child during his
transition to a higher level of education. The facilities need to be adapted and ideas and instructions for
the necessary adjustments can be found in the application of the universal design principle105 and the
Rulebook on Technical Accessibility Standards106.
This checklist applies both to preschool institutions and primary schools. Many of the points apply both
to transition to first grade and transition to fifth grade.

Ask yourself the following questions:
PI and PS Physical Environment

105



How accessible to the child are the classrooms, school-yard, toilets and other PI and PS facilities
used by the children and the pupils? Is the lighting adequate? Are there handrails, how safe is it
for the child to move around the kindergarten and the school?



How to mark the facilities and grounds to help children with intellectual difficulties, blind and
deaf children, children with hearing or sight impairments, children with reduced intellectual
abilities and all other children find their way?



Are the signs large enough and adequate for children with sight impairments?



Is there a corner where the child can relax, take a break (in the classroom or outside it) and is
such a corner necessary?



Is there a corner, and if there is not, can one be set aside for parents waiting for their children or
assisting them in school?



Which seat in the classroom is the best for the child, is the classroom layout adequate and will it
facilitate the child’s inclusion and address his other needs, peer support, enable him to move
around more easily and be more independent during class?



What preparations and plans have to be made in advance to ensure that the child has access to
the PI/PS and the PI/PS activities organised for the children?

“Universal design” means the design of products, environments, programmes and services to be usable by all
people, to the greatest extent possible, without the need for adaptation or specialized design. “Universal design”
shall not exclude assistive devices for particular groups of persons with disabilities where this is needed. (Article 2,
paragraph 5, UN Convention on the Rights of Persons with Disabilities).
106
The Rulebook is available in Serbian at
http://www.osobesainvaliditetom.rs/attachments/023_Microsoft%20Word%20-%20Pravilnik%20o%20
tehnickim%20standardima%20pristupacnosti.pdf
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Health, Nutrition, Safety


Is the preschool and school staff adequately trained in providing first aid, can the staff give the
children their medications, if necessary?



Is there an evacuation plan taking into account the features of each child and have optimal rapid
evacuation solutions been identified?



Are the preschool and school staff aware of the specific dietary and health requirements et al?



How does the child react to sensory stimulation, how can you ensure that he takes a rest or
moves around when he needs to? How do you ensure that the child is safe during recess
without depriving him of the chance to socialise and play with his peers?



What preparations and plans have to be made in advance to ensure that the child is safe and
protected in preschool/school?

Child’s Independence


What kind of support does the child need in moving around and going to the toilet?



What kind of support does the child need in eating and dressing himself?



What kind of support does the child need in reading, writing and studying?



Who will provide the necessary support and when: personal escort, parent, volunteers?



What preparations and plans have to be made in advance to encourage the child’s
independence?



How can you help the child become more and more independent and rely less and less on the
help of others?

How to communicate with the child


Should you have cards/pictures or other means for alternative and augmentative
communication with the child?



Should training be organised and a sign language interpreter engaged, should the teachers and
peers learn sign language, the Braille alphabet or undergo training in communication software?



Should you plan ways for overcoming the communication barriers and ways for establishing
contacts in communication with the children and the adults?



Is the daily schedule presented in a way which all the children understand, e.g. is it presented in
pictures?



What preparations and plans have to be made in advance to achieve successful communication?

Monitoring Progress and Assessments
 Achievement of education outcomes – who else will monitor the child’s development and
progress, how, by which instruments, will he be graded like other children or on the basis of the
individual education plan?
 How should the child’s knowledge be tested: just orally, with the help of someone reading the
assignments to the child or taking down what he is dictating, should more time be set aside for
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the child to complete the assignments, should the child be allowed to use technological aids – a
calculator, a computer, et al? Ways for involving the child in the process need to be planned.
 How is information on the child’s progress exchanged with the child, his parents and the other
teachers?
 How is the information obtained during the monitoring of the child’s overall progress used for
further planning?
 What preparations and plans have to be made in advance to enable the child to follow his own
progress in learning?
Flexibility in Organisation of Work


What needs to be changed in the organisation of the work, how should the daily schedule of
activities in the institution be adjusted to the child?



How do you plan remedial classes in the event the child is absent for a longer period of time
because he is ill, undergoing medical treatment or for another reason?



Is the organisation of classes in subject labs adjusted to the way the pupil functions?



Are there plans for peer support or education in the event the child is undergoing medical
treatment at home for a longer period of time or for the teachers to go to the child’s home if
necessary?



Are there plans for the use of information communication technologies as a support tool (audio
recordings, use of large fonts on the screen, use of PCs, following class online e.g. via Skype or
other forms of Internet learning)?

Methods and Forms of Work


To what extent do the usual forms and methods of work and work techniques satisfy the child’s
needs? What needs to be changed, how and why and which methods should be applied?



How do the forms and methods of work ensure educational continuity with the work done
within the Preschool Preparatory Programme?



How to actively involve the child in the teaching process, promote teamwork and cooperative
learning? How to develop peer learning and support?



What plans and preparations have to be made in advance?

Teaching Aids


Does the preschool/school have the appropriate equipment, didactic material, tools, toys,
software?



If not, what does it need, where can it be procured, how can it be made, how can the
environment be used as a potential source of knowledge? Practice has shown that teaching aids,
didactic games and material the teachers have made especially for individual children are
functional and that they produce good results.
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Extracurricular Activities107


How to plan and organise extracurricular activities to enable a child with difficulties to take part
in the preschool/school clubs, performances, sports days, field trips and other extracurricular
activities during his schooling? If there are any doubts about how you can involve him, ask him
and his parents, his kindergarten and, subsequently, his grade teacher.



What plans and preparations have to be made in advance to involve the child in extracurricular
activities?

Child’s Relations with His Peers


How to encourage and support the child’s communication and contacts with the other children?
How to ensure that the others learn sign language, if necessary? How to tell the other children
about the other ways in which they can communicate with the child?



How to introduce the child to the children in other groups/classes and secure their cooperation?



How to develop and foster the child’s socialisation with his peers outside school (birthday
celebrations, in the playground and in the park, playing at each other’s homes…)?

Attitudes of the Teaching and Non-Teaching Staff


How to develop positive attitudes, inform and train the preschool/school staff to work with
children with difficulties?



How to pre-empt anticipated problems, who are the allies, who can extend support, how can
collaboration be established?



How to develop and foster teamwork in the PIs and PS, between different educational and child
care institutions, with representatives of other relevant institutions and, above all, partnership
with families?



In what ways can the non-teaching staff be involved? How to involve the non-teaching staff in
extending support to the child and ensure that he is safe during recess, extracurricular and other
activities?

Ensuring Continuity
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How to ensure that the methodical experience acquired during work with a child with difficulties
is shared with the other colleagues?



How to ensure the continuity of cooperation between the kindergarten and grade teachers,
parents with the homeroom teachers and subject teachers to make certain that they opt for the
adequate methods, forms and means of work when they are planning class, curricular and
extracurricular activities and how to grade the children?



How to prepare all the children for the anticipated changes accompanying transition to higher
levels of education?

Extracurricular activites are geared at helping the pupils master part of the curriculum by directly coming in
contact and learning about the phenomena and relations in the natural and social environments, cultural heritage
and economic achievements related to the activity of the school and at the recreational and health recovery of the
pupils. The avoidance of identifying the adequate conditions to enable the participation of pupils with difficulties in
such activities may be interpreted as discrimination.
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How to organise work with the children and pupils to develop their understanding and
acceptance of diversity and encourage mutual support?



How to involve external experts who have been working with the child to contribute with their
ideas and advice to the planning of the more comprehensive inclusion of the child in all aspects
of life in the preschool/school community – field trips, sports activities, performances,
competitions?

6.3 Planning in Documents
The activities ensuring the unhindered transition of all children to the next levels of education can be
planned and set out in various documents of the institution, such as: the annual work programme of the
institution, the work plan of the Expert Inclusive Education Team, the work plans of the school
pedagogues and psychologists, the work plans of the first and fifth grade teacher councils, or the work
plans of the homeroom teachers. These documents are proof of the endeavours of the institution to
respect the rights of the child.
Activities on designing the transition plans are an integral part of planning individualised support to the
child and help eliminate the physical and communication obstacles pursuant to Article 4 of the IEP
Rulebook.
The results of the analysis of the obstacles to the participation of a pupil with difficulties in all school
activities provide the school with guidelines on how to develop as an inclusive community: the advanced
professional training the teachers are to undergo, the teaching aids to be procured, the
accommodations of the school grounds that need to be made, the community resources that are to be
used. They can be set out in the school development plan as well.
Depending on the school’s needs set out in the transition plans, the local communities can plan various
forms of support for children with difficulties, their families and the schools: from securing the funding
for equipping or adapting the physical environment of the institutions to setting up a special unit to
extend the requisite services to the children and their families in the transition periods.
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