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SUMMARY 

 

 The issue at stake for primary school education today is the need for each student to develop a 

minimum of functional skills required to access a higher level of education. 

A new challenge for teachers in preuniversity education is the education of children with special 

educational needs who are integrated into mainstream education, sharing the learning environment 

with their peers. The school must be able to deliver a differentiated education and ensure quality 

education for all and for every single student. 

The new trends in the development and modernization of education claim development of support 

educational policies in order to methodologically ensure the process of school inclusion of children 

with special educational needs in primary education. In particular, there is a need for methodologies to 

adapt the curriculum and the assessment process to the potential and special needs of the children in 

order to avoid school failure, to support their learning and provide them with differentiated and 

individualized educational pathways. Adapting the educational offer to the learning possibility of all 

the children is a challenge for the modern school. 

As schools have always reflected a society’s problems, attitudes and trends of segregation and 

isolation have also been present here. Schools need to equalize opportunities and to provide equal 

access to quality education. To this end, they first have to identify solutions to suit all those who need 

education. Given that a large number of students face major problems related to lack of stimulation 

and emotional support, coming from poor socio- economic backgrounds, facing cultural and language 

differences and native etc., schools must adapt and develop strategies to educate children with diverse 

needs. 

Based on these findings, we consider that our concern should focus on schools that value 

differences and not regard them as problems, and education must be based on the development of both 

individuals and society. 

Schools must identify, recognize and respond to the diverse needs of their students by 

harmonizing learning strategies with educational technologies, and with different degrees and levels 

of learning so as to provide quality education for all, including children with learning, adaptation and 

integration difficulties. 

This thesis is built on four chapters in which the theoretical and practical aspects of implementing 

the educational process from the perspective of inclusive education, focusing on teachers’  training to 

approach education from  an inclusion of the children with special education needs into mainstream 

education vantage point. 

From this perspective, the first chapter of the thesis addresses differentiated education, policies 

and practices of differentiation and flexibility, as prerequisites for the development of an open and 
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inclusive education in which each student is considered an individual with needs, aspirations and 

interests. The differentiated approach to learning is reconsidered as a practice which states and 

precedes the principles of inclusive education. In order to talk of education for all, we must first talk 

about education for everyone. 

The first chapter also describes school curriculum differentiation strategies and presents models of 

curriculum adaptation and means of individualization of instruction in order to design differentiated 

learning paths and adapt the pedagogical approach to the skills and individual learning capabilities of 

each student. 

Within the inclusive school, teaching must be designed and constructed in a differentiated 

manner, according to the individual potential of each student. Thus, the student has to take on a 

greater responsibility for his / her own learning in order to acquire the necessary knowledge and skills 

at his / her own pace, while the teacher becomes, in this sense, an organizer and facilitator of learning. 

In fact, the training needs of the individual in today’s school refer to his / her ability of learning to 

learn, i.e. to train independently in preparation for lifelong learning activities. 

There is a trend in Europe to promote inclusion of students in mainstream education. The number 

of pupils in special schools is declining and these schools are transformed in many countries, in 

resource centres. Differentiated education is an important basis for ensuring equal opportunities for 

people with special needs in all aspects of life; in this sense, flexible education systems are required, 

able to respond to the various, often complex and specific needs of each student. 

The school is thus called to answer questions regarding: 

• How can we provide the same quality of education for all? 

• How can equip young people with the skills and motivation to continue learning all throughout 

their lives? 

• What are the best ways for education systems to meet promote equality and cultural diversity, 

reducing early school leaving rates? 

• What measures are envisaged in relation to the organization of the educational environment, and 

what is the teachers’ role in the context in which they have to respond to individual students’ 

educational needs? 

• How can school staff be trained and supported to meet the challenges they face? 

In trying to find answers to these problems, a number of states redefine their curricula so that, 

instead of learning content (knowledge to be transmitted to students), they define learning outcomes, 

i.e., skills and attitudes that students should need to acquire at different stages of the educational 

process (in terms of key competences) . 

To achieve differentiated instruction means to make education more flexible, to differentiate the 

methods used in the educational activity in order to ensure the competence and skills development of 

each student in relation to their potential. Therefore, the inclusive school is explicitly called to 
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organize the teaching - learning – assessment process so as to equip the student with his own means of 

acquiring basic knowledge and put it into practice consistently and creatively as early as possible. 

The concept of differentiated instruction has been approached from multiple perspectives by the 

literature in the area: strategy of learning optimization, dynamic process, fundamental instruction 

class, direction of teaching skills training etc.  

Differentiated instruction can be defined as the teacher’s response to the various learning needs of 

a student (Tomlinson, CA, 1999 , page 2). Teachers need to know the students in the class to 

understand more than just their style and learning preferences; they must demonstrate concern for 

each student, thus tailoring their teaching to meet the individual needs of each student. 

We can therefore say that differentiated education requires a new approach of the curriculum in its 

broad sense, with all their components and interactions in response to the interests and individual 

student learning rhythm, depending on which teachers can differentiate content, process and product 

through a variety of educational strategies. 

In general, differentiated instruction involves the design and organization of the relations of 

human resources engaged in the process (quality of students and teachers) - the knowledge and skills 

required by the training programs / education - school organization structure etc. 

The levels at which instruction may vary are as follows: 

- The learning process level (by exploiting the correlation of existing human resources and 

requirements of training / education); 

- The learning content level (by exploiting the correlation between the requirements of training / 

education and school organization structure); 

- The level of learning organization in the classroom, groups, subgroups (by exploiting the 

correlation between the structure of school organization and human resources available). 

Starting from issues encountered in the practice of teaching, namely that instruction within 

heterogeneous classes involves the adaptation and evaluation of the work manner to meet their 

different learning needs, Stradling and Saunders (1993) identified five types of differentiation that the 

teacher can achieve in the classroom: 

- differentiation based on the task ; 

- differentiation based on the product; 

- differentiation based on the learning activity; 

- differentiation based on the rhythm of learning; 

- differentiation based on speech. 

To apply the five types of differentiation in the classroom, they argued that the training process 

requires a different class organization from the traditional models (Tomilson, C., A., 1999). 
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The conclusion is that there is no clear-cut recipe for differentiation. Rather, it is a way of 

thinking about teaching and learning, valuing individuality and the way in which it is applied to the 

classroom. 

The second chapter summarizes the basic ideas on inclusive education, showing how they 

changed the paradigms of interpretation over time and which issues education had to respond to, in 

accordance with the new social trends, attitudinal changes and theoretical models of intervention 

analysis. 

The phenomenon of integration and, therefore, early recognition of human rights, regardless of 

their differences, occurred in the late ‘60s. It was only after the ‘70s that international regulations 

guaranteed the rights of persons with special needs were adopted, while in the ‘90s we can talk about 

the widespread acceptance of the vision of the phenomenon of integration of people with special 

needs. 

The way educational policies were developed in response to different types of approach to 

diversity, especially with regard to children with special educational needs who are often denied their 

right to complete education, being excluded from quality education in an organized environment, 

developed as models of education approach over time. 

In the European context, most educational systems provide access to mainstream education and 

specialized educational structures for people with disabilities. 

The evolution of the access to mainstream education and the approach  of inclusive practices by 

various educational systems can be traced through the documents adopted over time and changes in 

the legal system that support inclusion at European and international level. 

For more than 20 years , various international and European organizations , such as OECD , UN, 

UNICEF , World Bank, European Commission and Council of Europe, have been and are concerned 

with access to education for all children, school dropout, poor participation in education and the 

causes of this opt-out . Thus, since the Universal Declaration of Human Rights ( 1984) and continuing 

with the United Nations Convention on the Rights of the Child (1989), Declaration of Salamanca 

(Spain June 10, 1994) Standard Rules on the Equalization of Opportunities for Persons with 

Disabilities (document adopted by the UN General Assembly in 1993) , the Charter of Fundamental 

Rights of the European Union (2000) , World Declaration on Education for All (Dakar , 2000) and all 

other recommendations of the Council of Europe and the European Union after 2004 (Action Plan on 

the rights and full participation of the disabled in society: quality of life of people with disabilities in 

Europe 2006-2015 , etc. ) , the United Nations Convention on the Rights of persons with Disabilities 

(2006), specific support and ensure the right to education for all children based on equality, 

acceptance of diversity without discrimination, respecting each child’s pace of learning and ensuring 

quality education for all. All these documents recognize and respect the right of persons with 

disabilities to benefit from measures designed to ensure their independence, social and occupational 
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integration and participation in community life and consider providing equal learning opportunities as 

a priority for the development of education. 

Reports published by the OECD in 2003 and 2007 examined the successes and difficulties 

encountered in the integration of children with disabilities in 23 countries and strategies and forms of 

their integration , opportunities and services offered , etc. . According to the data presented in these 

reports, there are several forms of education addressing children with disabilities, ranging from 

placement in special schools to their inclusion in mainstream schools that provide individualized 

support. In most countries, individualized support is provided through individualized educational 

plans and these plans are be based on student assessment and identification of needs for assistance and 

support as well as on the individual potential, skills and abilities that they have. The recommendations 

of these reports support the need that education systems should provide equal learning opportunities, 

to be inclusive in their approach and practice and to ensure access to minimum standards for all 

students. 

Inclusive education is defined as education that “... seeks to respond to the learning needs of all 

children, youth and adults, with a special focus on those who are vulnerable in terms of 

marginalization and social exclusion.” 

It also mentions that regular schools with inclusive orientation are the most effective means of 

combating discriminatory attitudes, creating welcoming communities, and ensuring an inclusive 

education for all (Salamanca Declaration, art. 2). 

Thus seen, inclusion appears as a process of addressing and responding to the diverse needs of all 

children, youth and adults through increasing participation in learning, cultures and communities, 

reducing exclusion from education. 

           Naturally, this process involves changes and modifications of content, approaches, 

structures and strategies, with a common vision to include all children by age, while the responsibility 

to educate them in rests on mainstream schools. 

Inclusive education is a process that involves transforming schools in the sense in which they 

adopt enrolment strategies to include all children, regardless of origin, linguistic or ethnic minority, 

the disability or disorder manifested by the development of learning opportunities for children, youth 

and adults. Inclusive education means we recognize the right of every child to education, and then 

recognition and acceptance of specific learning differences as natural. 

“We call inclusive schools those which are open and friendly, which aim towards a flexible 

curriculum, towards improving the quality of teaching and learning, towards ongoing and formative 

assessment of their students, as well as towards an educational partnership, while inclusive education 

essentially refers to the removal of all barriers in learning in order to ensure the participation of all 

those at risk or vulnerable to exclusion and marginalization.” (Gherguţ, A., 2006, p 15) 
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In accordance with European policies to ensure equal access to quality education for all, Romania 

has adopted and promoted measures to integrate children with special education needs in mainstream 

schools, even if at first with only some isolated attempts. 

The increasing trend towards integration of the disabled children into mainstream education in our 

country was somewhat specific to the ‘90s. It was based on the development of human rights and in 

particular on children’s rights, on the need for democratization and social solidarity - UN Convention 

on the Rights of the Child (1989 ) Standard Rules on Equalization of Opportunities for Persons with 

Disabilities ( Law no. 53 / 1992 ) , the Education Law No. 84 / 1995. 

Promoting inclusive education and its principles was due to the fact that Romania has adhered to 

the conventions and declarations on promoting access to education for all children, including those 

with special educational needs. 

   Nationally, actions have focused on conducting various programs and projects of national or 

international support to promote inclusive education and the initiation and promotion of legislative 

measures. 

Inclusive education can be organized in different ways and at different levels but the teachers are 

the ones who have to cope with the different learning needs of students in classes where they work 

and they are the ones who need to adapt the curriculum so that the learning needs could be satisfied. 

Adapting to the students’ diversity in a class is the key aspect of inclusive education, but also its 

problematic aspect. 

When faced with different problems in implementing the teaching – learning process with the 

students they work with, teachers need support, either from a teacher who holds a qualification in 

special education, or from another colleague who will provide assistance in carrying out the tasks. 

Support can be provided in many ways and by many institutions. Organizing support within the 

school can be achieved by: 

- Provision of services by external institutions specializing in special education (service centres 

that organize visits to schools and provide advice and consultancy or assign a counsellor or a 

professional who is responsible for services provided to the school in question); 

- School partnerships between schools, where a school becomes a resource institution for the 

other (example partnership special school - school meal). 

In our country, support services for inclusive education have been developed since 2000, starting 

from the principle that “the resource should follow the child.” Many teachers in special schools have 

become teachers to assist children with disabilities integrated into mainstream education. 

It is obvious that the inclusion of children with special educational needs is not just a problem of 

resource allocation in the classroom, but also depends on school organization and its policies. 

School inclusion as a process can be influenced by many factors and some of the most important 

that are specified in the literature are: the attitude of teachers towards children with special 
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educational needs in the class and the resources that are available. (M. , M., Gerber , M., I. Semmel, 

1985). 

 In a number of studies, teachers’ attitudes towards inclusion of children with SEN is considered 

as a decisive factor in the development of inclusive schools. If teachers in mainstream education do 

not support the education of children with special educational needs, as part of their work, they 

attempt to orient the responsibility of their education to the support teacher, which is a disguised form 

of segregation within the mainstream school. 

This is one of the main reasons that started our research presented in chapter three. We have 

sought, therefore, to achieve a picture of the situation currently existing among teachers in 

mainstream primary schools regarding their attitude towards children with SEN in, but also of the 

strategies and forms of school inclusion. At the same time, we wanted to identify the conditions and 

problems that hinder the school integration process. 

The purpose of the research is to study the attitude of teachers regarding inclusive education of 

children with SEN in mainstream schools at primary level, forms of school inclusion, the conditions 

under which school inclusion is achieved, as well as the barriers encountered in the process. 

The specific objectives set for this research are: 

• To identify the key factors (region, accumulated service, teacher status, the teaching position) in 

the school inclusion process of children with SEN at primary level; 

• To analyse the influence of the determining factors on the children with SEN’s school inclusion 

at primary level; 

• To identify the features of the teachers that promote inclusive education for children with SEN 

in mainstream schools; 

• To analyse the conditions and factors that may influence the process of inclusion of children 

with SEN in mainstream schools; 

• To identify the composition of the team of experts and institutions that can positively influence 

school integration of children with SEN. 

 Analysing the results, we can say that between teachers’ attitude to integration, differentiation 

strategies in the classroom and the teachers’ openness to inclusion in the classroom for children with 

SEN in mainstream primary education, there are significant correlations. 

 The teaching position occupied influences the teachers’ attitude towards the integration of 

children with special educational needs in mainstream education and the importance given to 

classroom use of differentiation strategies and openness to school integration as follows: 

• Managers support inclusive education for children with SEN in mainstream schools to a greater 

extent than support teachers or speech therapist teachers. 
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• Primary school teachers are reluctant to inclusive education for children with SEN in 

mainstream schools, but give increasing importance to differentiation strategies used in the classroom. 

 The geographical region where teachers work determines different attitudes regarding : 

• integration of children with SEN in mainstream schools; 

• the use of strategies for differentiation in the classroom ; 

• teachers’ openness to integrate children with SEN . 

 Teachers in the Southern region claim to a much higher extent than their peers in other 

geographic regions that teaching and assessment is carried out taking into account the individual 

needs of students. 

 Teachers in the Northern region support a differentiated approach for children with special 

needs and believe that this requires training to a significantly higher extent than their peers in the 

Western region. 

 Teachers in the Southern region are in a significantly higher degree of agreement with the 

content accessibility for pupils with SEN in order to facilitate learning than teachers in the Western 

region . 

 Teachers in the Southern region claim to a greater extent that schooling of pupils with special 

educational needs is done better in regular classes than their peers in the area of Iaşi. 

 Teachers in the Western geographical region’s attitude towards inclusive education of 

children with SEN in mainstream schools is more favourable than that of teachers in the Iasi area; 

statistical analysis showed that teachers in the West are in a significantly higher extent in favour of 

inclusive education compared to teachers in the Iaşi area. 

 Teachers in the South claim to a greater extent that the current organization of the Romanian 

education system can promote inclusive education. 

 Teachers in the Iaşi area believe that in Romanian schools, specifically in those where they 

are currently working, steps to need to be taken to create that inclusive environment where all children 

feel accepted and can develop their personality. 

 Teachers in South attach significant importance to class differentiated treatment of the 

children with SEN. To a greater extent than their colleagues from other regions, they claim that the 

school should be able to give these students the opportunity to learn at their own pace and according 

to individual abilities and to express individual personality traits. 

 Teachers in the Northern geographical region are more reluctant to integrate children with 

SEN and make use of differentiation strategies in the classroom than their colleagues in other regions. 
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 Teachers in the Northern geographical region are more favourable in terms of the teachers’ 

openness to integrate children with special needs in the classroom and admit that this is a professional 

challenge, but claim the necessity to organize training courses so as to be ready to face these 

challenges. 

 Teacher status (full or substitute ) does not significantly influence the attitude towards the 

integration of children with SEN in mainstream schools , the importance given to the use of 

differentiation strategies and to teachers’ openness to integrate children with special needs in the 

classroom. 

 Teachers with an accumulated service of up to five years support to a greater extent 

participation of children with SEN in mainstream education than their peers whose accumulated 

service ranges from 5 to 10 years. 

 Teachers with an accumulated service of up to five years are more open to participating in 

further training programs, provided that the class they work with integrates students with SEN, as 

compared to their older colleagues whose accumulated service ranges from 5 to 10 years. 

 Teachers who have over 10 years’ experience in education are more opened towards the 

integration of children with SEN in the classroom than other students; 

 Teachers with over 10 years of accumulated service believe that they need additional training 

to provide better inclusion of children with SEN in the class, unlike their peers whose accumulated 

service ranges from 5 to 10 years. 

 Teaching and working directly with students with special needs requires some effort and the 

development of some perceptions and views of teachers on the integration into mainstream education. 

 The teaching position offers a perspective on classroom use of differentiation strategies from 

the perspective of the practitioner (primary teacher, support teacher, speech therapist teacher) and of 

the manager. 

 The teaching position, according to data, directly influences teachers’ openness towards the 

integration of children with SEN in the classroom. 

 The geographic region where these teachers work, the local and county policies on school 

inclusion and the specific activities in which they are involved will influence how school inclusion of 

children with SEN in mainstream schools is perceived and accepted. 



DIFFERENTIATED INSTRUCTION – STRATEGIES AND FORMS OF SCHOOL INCLUSION FOR PRIMARY 
EDUCATION 

 

 14 

 The geographical region where teachers work  and accumulated service decisively influence 

attitudes towards the integration of children with SEN in schools and the importance given to the use 

of differentiation strategies in the classroom. 

 Teachers with up to five years’ experience in the North show more openness to the integration 

of SEN children in the classroom, as compared to their peers in the West. 

 The teaching position (director, counsellor, support teacher, speech therapist, primary school 

teacher) is a good predictor of attitudes towards the integration of children with SEN , therefore of the 

acceptance of the enrolment of children with SEN in mainstream schools . 

 The teaching position is the best predictive model for teachers’ openness to integrate children 

with special needs in the classroom. 

 The geographical region is a good predictor of the importance granted to the use of 

differentiation strategies in the classroom. 

 Teachers think that the most important knowledge needed for those working with integrated 

children with SEN, is knowledge of Special Education, followed by special methods and psychology. 

 Most teachers want training that addresses the peculiarities of the child with special 

educational needs and the ways to integrate them in educational activities. 

 Most teachers believe that for educational inclusion, knowledge of special education 

methodology is necessary. By learning new methods and teaching techniques applicable to children 

with SEN, the teacher will achieve better integration of these children into mainstream education. 

 Most teachers claim the necessity to organize training programs for parents in order to 

facilitate school inclusion of pupils with special educational needs. Interestingly, a relatively high 

percentage of the teachers surveyed considered that the instruction of pupils in mainstream schools is 

necessary. 

 Teachers think that the most important barriers (top five) occurring in the inclusion in special 

classes are : lack of specialists (29.3 %), parents’ refusal (19.5 %), lack of space (15.7 %), behavioural 

disorders (12.9 %) and lack of specific material base (11%). 

 Barriers that arise with the integration of children into regular classes as identified by teachers 

participating in the study are: lack of specialists (36.4 %), followed by lack of adapted curriculum 

(21.6 %), teachers’ reluctance (18.6 %) , the large number of students in the classroom (15.4 %) and 

the hindering of teaching by the inclusion of children with SEN in mainstream schools (10.7 %) . 
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 Most teachers who were surveyed consider it necessary that educational services should be 

performed by support teachers, followed by services provided by other professionals (psychologists, 

speech therapists, psychologists). 

 89.6 % of teachers claim that children’s and the family’s counselling is necessary, as well as 

the informing of the parents and of the local community (73.5%) on the process of school inclusion. 

 Teachers hold that parents are reluctant to the integration of children with SEN in mainstream 

schools. It is necessary to raise awareness among parents towards the importance of integrating 

children with SEN in mainstream schools.  

 The categories of persons and institutions in the social environment, as identified by 

participating teachers in terms of being able to work together to support school inclusion, are 

primarily supporting parents and teachers, followed by specialists in special education, speech therapy 

centres or pedagogical service centres. Working with local authorities and NGOs are the last in the 

process of school inclusion. 

 Questioning teachers about who can help in supporting school inclusion pointed to income 

supplementing as being the most important, followed by humanitarian considerations and increasing 

professional prestige. Administrative constraints are considered important for maintaining school 

inclusion. 

 The items’ quantitative analysis shows that the majority of the teachers who were surveyed 

(73.5 %) have a well-defined opinion about school integration forms (individual or group integration 

in special classes in mainstream schools or special schools). 

 An attitude of support and openness of the management structures and local authorities 

towards the integration of children with SEN in mainstream schools is identified as evident by the 

vast majority of teachers surveyed. 

 There is a large percentage of teachers who believe that a child with SEN in the classroom 

may represent a disadvantage for other students (26.85 %). 

 Adapted curriculum and accessible content are steps that are deemed necessary and 

appropriate by the majority of teachers working with pupils with SEN. 

 A child with special educational needs in the classroom is considered an added stress factor 

and a challenge that can offer outstanding professional rewards for teachers. 
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The need for information and training on inclusive education is identified as necessary by more 

than 75 % of the teachers surveyed. 

We believe that an analysis of integrated and inclusive education in Romania should focus on the 

steps taken, success, as well as on the difficulties encountered and on what it can be done to overcome 

them. 

Chapter four outlines proposals for intervention and analysis based on the findings of the research 

and the exploitation of its results. Such an analysis certainly aims at reconsidering certain views in 

development strategies and inclusive educational policies. 

The approaches of inclusive education show that it is primarily an education reform an issue that 

concerns not only the student’s placement and type of organization in which it is trained. We cannot 

speak of an inclusive classroom or an inclusive school, but of a system that acts inclusively.  

Implementation of effective inclusive teaching practices for inclusive is necessarily linked to : 

• the development of an evaluation system that uses an interactive educational approach to 

increase chances of school inclusion for students with SEN ; 

• changes in teacher training aimed at shaping a shared vision about the role of education, of 

school in general, regarding the universal values  the education system needs to operate with, and 

even a reformulation of the national curriculum and of how teaching is approached so that each 

student requires access and participation, including those with SEN. 

Inclusive assessment is an assessment approach in mainstream schools, where policies and 

practices are designed to promote learning for all students. “The overall goal of inclusive assessment 

is that all assessment policies and procedures should support and develop inclusion and participation 

of all students at risk, including those with SEN.” (Assessment in Inclusive Settings, Key Issues for 

Policy and Practice Committee Agency for Development in Special Needs Education, 2005) 

Schools should actively promote the development of various approaches to evaluation, reflecting 

the different ways children learn and provide a variety of ways of collecting evidence about learning. 

This means that school teachers are flexible and can decide when they assess, what they assess, 

having access to methods and assessment tools that use the student’s preferred communication 

method. 

This is a desirable area of innovation because education underlines the intention behind such an 

approach - that information from a national evaluation should be used to improve education for every 

student, and promoting ongoing assessment and evaluation of partnership can be considered 

approaches for better school inclusion of students in general and especially of those with SEN. 

The teachers’ professional development should be considered as part of the change in the 

approach of the whole system. To implement new policies, practices or new approaches it is necessary 

to ensure access to training teachers to help them reorient their role in terms of inclusive education. 
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To be able to take responsibility for all the students in the classroom, teachers need training and 

practice in order to be able to meet these challenges. Training programs should aim at  providing 

teachers’ skills with a new dimension  in terms of differentiated education in an inclusive 

environment. 

Teachers’ training should include initiation into the education of children with SEN and specific 

training activities with children who have learning difficulties. All teachers must be competent in 

educating children with special needs and those who work directly with this class must possess 

specific skills on the particularities of each type of educational requirement (Gherguţ , A. , 2001). 

 Making school inclusion effective requires responsible decision and efficient strategies for the 

child, while avoiding starting from an objective which is required or taken from elsewhere. An 

effective school inclusion strategy is based on the analysis carried out individually and the decision 

should be supported by intervention and educational support defined by a team of teachers, 

specialists, parents. 

There is an increased interest among training institutions to conduct teacher and professional 

training to implement inclusive strategies in the classroom / school, but these initiatives should be 

supported , expanded and improved in terms of quantity (increasing the number of teachers trained), 

but also in terms of quality (less focusing on theoretical aspects and more focusing on concrete ways 

to approach classroom practices when working with groups that are heterogeneous in terms of level of 

knowledge, mother tongue , socio- economic background , ethnicity , etc. ) . 

     Another aspect that should be improved to support school inclusion of students is family 

involvement as an active partner in education. Working with communities and families is a 

prerequisite for the success of integration programs and the development of an inclusive school 

environment. What the school should accept is that every parent has a say in the decision making for 

the child. Parents should be involved at different levels in school management and school 

development. 

Practical, organizational, curricular and methodological intervention efforts, teacher training and 

development, teacher evaluation, resource allocation etc. are necessary. 

On the other hand, the thesis has revealed aspects that can become new opportunities for research 

in the field of inclusive education. Our opinion is that the analysis can be extended to: 

- Assessing school inclusion depending on the type and degree of disability, differentiation and 

understanding of the concepts proposed by identifying how actual implementation of the inclusion 

works, assessment of “benefits” and “risk factors” for each category of children integrated into 

mainstream education national and school inclusion policy based on such findings and any 

recommendations that are made ; 
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- Development of a national pilot project to propose using a new model for the evaluation of 

children with special educational needs in mainstream education and its implementation in each 

county, in a number of schools to highlight the usefulness and needs; 

- Formulating proposals for amendments to the legislation on teacher training, the purpose of 

undergoing a compulsory training program for all classroom teachers who have children with special 

educational needs, or working in schools in disadvantaged socio -economic areas. 

We believe that the action regarding the development and implementation of inclusive policies, of 

the principles of differentiated education on a legislative and administrative level are necessary an 

needs to continue in order to clarify and develop inclusive education in Romania. 

 



 
POP MARIANA – PhD DISSERTATION SUMMARY 

  

 

 19 

 

 

BIBLIOGRAPHY 

 

 

 

1. Administering education for rural development. Report of the second advanced-level 

workshop on education for rural development, Teheran, Bangkok, UNESCO, 1978 

(1979); 

2. Analiza de situație privind acțiunea de integrare școlară a copiilor cu deficiențe - Raport 

național, realizat de MEN, Reprezentanța UNICEF România, ANPCA, Asociaţia 

RENINCO România, 2002; 

3. Andruszkiewicz, M., Prenton, K., Educaţia Incluzivă. Concepte, politici şi practici în 

activitatea şcolară. Ghid pentru cadrele didactice, Editura Centrul Step by Step, 

Bucureşti, 2006; 

4. Ainscow, M., Special Needs in the Classroom. A Teacher Education Guide, UNESCO, 

Paris, 1994; 

5. Aitken, D., Le renouveau de l'education: la region Europe, UNESCO, Paris, 1991; 

6. Aldo, P., Freinet și tehnicile sale, Editura CEDC, București, 1992; 

7. Alpha 94 - Strategies d'alphabetisation et le developement culturel en milieu rural. 

HAUTECOEUR, J. P. (Editor), 1994; 

8. Averch, H.A. et al., How Effective is Schooling. Englewood Cliffs, N.J., 1976; 

9. Bagla Gokalp, L., Les femmes et l'education de base: problemes et progres, UNESCO, 

Paris, 1990; 

10. Baylon, Ch., Mignot, X., La Communication, Nathan, Paris, 1994; 

11. Beame, E., Differentiation and diversity in the primary school, Routledge, London, 

1996; 

12. Berstecher, D., Education and rural development: planning and research, UNESCO, 

Paris, 1985; 

13. Berstecher, D., Education and rural development: issues for planning and research,   

UNESCO, Brussels, 1985; 



DIFFERENTIATED INSTRUCTION – STRATEGIES AND FORMS OF SCHOOL INCLUSION FOR PRIMARY 
EDUCATION 

 

 20 

14. Bess, J. (Ed.)., Teaching well and liking it: Motivating faculty to teach effectively. MD: 

The Johns Hopkins University Press, Baltimore, 1997; 

15. Bessis, Sophie, De l'exclusion sociale à la cohésion sociale. Synthése du Colloque de 

Roskilde, UNESCO, Paris, 1995; 

16. Bîrzea, C., Reforme de învăţământ contemporane. Tendinţe şi semnificaţii, Editura 

Didactică și Pedagogică, Bucureşti, 1978; 

17. Bîrzea, C., Arta şi ştiinţa educaţiei, Editura Didactică și Pedagogică, Bucureşti, 1995; 

18. Black, P., William, D., Assessment in classroom learning. Assessment in Education, 

London, SCRE, 1998; 

19. Bontaş, I., Tratat de pedagogie, Editura All, București, 2007;  

20. Boudon, R., L'inégalité des chances. La mobilité sociale dans les sociétés industrielles, 

Editions Armand Colin, Paris, 1973; 

21. Caine, R.N., Caine, G., Making Connections: Teaching and the Human Brain, New York 

1991; 

22. Calvin, W., How Brains Think: Evolving Intelligence Then and Now, New York, Basic 

Books, 1996; 

23. Career guidance: a handbook for policy makers, OECD, European Communities, 2004; 

24. Carron, G., Ngoc Chau, T., Disparité régionales dans la développement de l'éducation, 

UNESCO, IIPE, Paris, 1981; 

25. Cartea albă a reformei învăţământului din România, Ministerul Învăţământului, 

Bucureşti, 1995; 

26. Centre for Studies on Inclusive Education, Index for Inclusion: developing learning and 

participation in Schools, Bristol: CSIE 1, Bristol BS6 6VE, U.K, 2000; 

27. Cerghit, I., Sisteme de instruire alternative şi complementare, Editura Aramis, București, 

2002; 

28. CEU, Report from the Education Council to the European Council "The concrete future     

objectives of education and training systems", Brussels, 2001; 

29. Charlot, B., Penser l'échec comme évęnement, penser l'immigration comme histoire. În: 

Migrants - Formation, nr. 81, 1990; 

30. Chaveau, G., Rogovas, E., La construction sociale de l'echec scolaire. În: Perspectives, 

nr. 4, 1984; 

31. Chircev, A., Roşca, A., Psihologie generala, Editura Didactică și Pedagogică, Bucureşti, 

1976; 



 
POP MARIANA – PhD DISSERTATION SUMMARY 

  

 

 21 

32. Chlebowska, K., L'Autre Tiers Monde. Les fammes rurales face a l'analphabetisme. 

Paris, UNESCO, 1990; 

33. Circular No 3/2001, Guidance on Flexibility in the Curriculum, Scottish Executive 

Education Department, 2001; 

34. Class, race and gender in schools. BROWN, S; RIDDELL, S, (Editors), 1992; 

35. Cluster 'Teachers and Trainers’, Cluster 'Key Competences – Curriculum Development', 

EUC,  Bruxelles, 2008; 

36. Cohesion Policy in support of growth and jobs, Community strategic guidelines, 2007 - 

2013, Directorates general Regional Policy and Employment, Bruxelles, 10 mai 2005; 

37. Coil, C., Successful Teaching in the Differentiated Classroom, Pieces of Learning, 2012; 

38. Coleman, J.S. et al., Equality of Educational Opportunity, US Government Printing 

Office, Washington DC, 1966; 

39. Collis, B., Information technologies in teacher education. Issues and experiences for 

countries in transition, UNESCO, Paris, 1995; 

40. Conclusions by the Council Education/Youth/Culture on education in the framework of 

the mid‐term review of the Lisbon Strategy, Bruxelles, 14 februarie 2005; 

41. Concluziile Consiliului European de la Lisabona din 23-24 martie 2000; 

42. Coombs, P. H., L'education pour le developpment rural ses repercussions sur la 

planification, UNESCO, Paris, 1975; 

43. Copilul meu merge la școala Step by Step (Ghid pentru părinţi), Centrul pentru Educaţie 

şi Dezvoltare Profesională, București, 2005; 

44. Coverdale, G. M., La planification de l'education en relation avec le developpment rural, 

UNESCO, Paris, 1974; 

45. Cozma, T., Gherguţ, A., Introducere în problematica educaţiei integrate, Editura “Spiru 

Haret”, Iaşi, 2000; 

46. Crawford, A. et al., Teaching and Learning Strategies for the Thinking Classroom, 

RWCT Project, OSI, 2006; 

47. Creţu, C., Curriculum diferenţiat şi personalizat. Ghid metodologic pentru învăţătorii, 

profesorii şi părinţii copiilor cu disponibilităţi aptitudinale înalte, Editura Polirom, Iaşi,  

1998; 

48. Cristea, S., Dicţionar de pedagogie, Editura Didactica și pedagogică, Bucureşti, 1998; 

49. Csikszentmihalyi, M., Finding flow: The psychology of engagement with everyday life. 

New York: Basic Books, 1997; 

http://www.piecesoflearning.com/index.php?route=product/product&path=53_3&product_id=487


DIFFERENTIATED INSTRUCTION – STRATEGIES AND FORMS OF SCHOOL INCLUSION FOR PRIMARY 
EDUCATION 

 

 22 

50. Cucoş, C., Bîrzea, C., coord., Psihopedagogie pentru examenele de definitivat şi grade 

didactice, Editura Polirom, Iaşi, 1998; 

51. C.U.E, Concluzii ale Consiliului și ale reprezentanţilor guvernelor statelor membre, 

reuniţi în cadrul Consiliului, privind îmbunătăţirea calităţii pregătirii cadrelor 

didactice, Bruxelles, 2007; 

52. Danielson, C., Enhancing professional practice: A framework for teaching, Alexandria, 

VA: Association for Supervision and Curriculum Development. ED 403 245, 1996; 

53. Declarația Universala a Drepturilor Omului, 1948, http://legislatie.resurse-pentru-

democratie.org/drepturi_onu.php; 

54. Delors, J. (coord.), Comoara lăuntrică. Raportul către UNESCO al Comisiei 

Internaţionale pentru Educaţie în sec. XXI, Editura Polirom, Iași, 2000; 

55. DeSeCo (Definition and Selection of Competences), Strategy Paper, OECD, 2002; 

56. Education for all: Enhancing learning achievement of children in primary school in 

rural area and difficult education contexts. Seminar report. Hiroshima, APEID, 

UNESCO, 1991; 

57. Education in rural areas, UNESCO, Bangkok, 1989; 

58. Ellis, A., Teaching, Learning and Assessment Together - The reflective classroom. Eye 

on Education, Inc., 2001: 

 http://books.google.com/books?id=vC7mVRK_O4C&dq=active+learning+and+assessm

ent&psp=1; 

59. European Agency for Development in Special Needs Education, Inclusive Education and 

Effective Classroom Practices - Literature Reviews, 2003; 

60. European Agency for Development in Special Needs Education, Key Principles for 

Promoting Quality in Inclusive Education – Recommendations for Policy Makers, 2011; 

61. European Agency for Development in Special Needs Education, Special Needs     

Education in Europe, Brussels, 2003:  

http://www.eurydice.org; 

62. European Agency for Development in Special Needs Education, Assessment in      

inclusive settings, Key Issues for Policy and Practice, Brussels, 2007; 

63. Everett, R., Burdge, R., Social change in rural societies, Meredith Corporation, New 

York, 1972; 

64. Ezechil, L., Radu, I.T., Pedagogie. Fundamente teoretice, Ediția a II a, V&I Integral, 

București, 2002; 

http://legislatie.resurse-pentru-democratie.org/drepturi_onu.php
http://legislatie.resurse-pentru-democratie.org/drepturi_onu.php
http://books.google.com/books?id=vC7mVRK_O4C&dq=active+learning+and+assessment&psp=1
http://books.google.com/books?id=vC7mVRK_O4C&dq=active+learning+and+assessment&psp=1
http://www.eurydice.org/


 
POP MARIANA – PhD DISSERTATION SUMMARY 

  

 

 23 

65. Finkel, L., Differentiated instruction, an introduction, Guidebook, Supervision Program 

Graduate School, College of New Rochelle, 2003; 

66. Flexibility in the Secondary School Curriculum: Emerging Practice, Scottish Education      

Department/Learning and Teaching Scotland/HM Inspectorate of Education, 2003; 

67. Focusing on Curriculumn Flexibility in Secondary Schools. A Paper for professional 

Reflection, Learning and Teaching, Scotland, 2003; 

68. Framework of Selected Indicators for Evaluating the Impact of Population Education 

Programmes, UNFPA, New York, 1996; 

69. Fris, A-M., Policies for minority education. A comparative study of Britain and Sweden. 

Stokholm, 1982;  

70. Fuchs, L., Fuchs, D., General educators' instructional adaptation for students with 

learning disabilities. Learning Disability Quarterly, 1998; 

71. Fullan, M., Change forces: Probing the depths of educational reform, The Palmer Press, 

Bristol, 1993; 

72. Functional literacy and civic education among rural women, UNESCO, Paris, 1990; 

73. Gherguţ, A., Psihopedagogia persoanelor cu cerinţe speciale. Strategii diferenţiate şi 

inclusive în educaţie, Editura Polirom, Iaşi, 2006; 

74. Gherguţ, A.,  Sinteze de psihopedagogie specială, Editura Polirom, Iaşi, 2005; 

75. Glosar, www.europa.eu.int; 

76. Gregory, G., & Chapman, C., Differentiated instructional strategies: One size doesn’t fit  

all. Thousand Oaks, CA: Corwin, 2002; 

77. Griffiths, V. L., Les problemes de l'enseignement en milieu rural, UNESCO, IIPE, Paris, 

2004; 

78. Grupul de experţi H (TWG H), A research about “Making learning attractive and 

strengthening links to working life, research”, Bruxelles, 2004; 

79. Grupul de lucru ’Ameliorarea formării profesorilor şi a formatorilor’ - Raport asupra   

progresului realizat, București, 2003; 

80. Guidance for using the inclusion indicators for schools,  

G:\EDU\2003-4\Support\HCartlidge\LCSpecialNeeds\SEN\Section8InclusionIndicatorsfor 

Schools (IIFS).doc; 

81. Hallak, J., Investing in the Future. Setting Educational Priorities in the Developing 

World, Pergamon Press, Oxford, 1990; 

http://www.europa.eu.int/


DIFFERENTIATED INSTRUCTION – STRATEGIES AND FORMS OF SCHOOL INCLUSION FOR PRIMARY 
EDUCATION 

 

 24 

82. Hallak, J., L'éducation pour tous: grandes espérances ou faux espoirs?, UNESCO, IIPE 

nr.3, Paris, 1992; 

83. Harbison, F., Ressources humaines et développement. În: Les aspects économiques et 

sociaux de la planification de l'éducation, UNESCO, Paris, 1965; 

84. How good is our school?, Curriculum flexibility, HM Inspectorate of Education, 2003; 

85. Howard, P., The owner’s manual for the brain, TX: Leornian Press, Austin, 1994; 

86. Husén, T.; Influence du milieu social sur la réusite scolaire, Publications de l'OCDE, 

Paris, 1975;  

87. http://www.eurydice.org, Key Competencies - A developing concept in general 

compulsory education, Eurydice, Brussels, 2002; 

88. http://www.eurydice.org, Achieving the Lisbon goal: the contribution of VET/Final 

report to the European Commission/Flexibility of Vocational Education and Training, 

Eurydice, Brussels, 2004; 

89. http://www.ibe.unesco.org/International/ICE/natrap/Finland.pdf 

90. Implementarea programului de lucru “Educaţie & formare profesională 2010”. Grupul de 

lucru “Competenţe de bază, antreprenoriat şi limbi străine”. Raport privind progresele ‐ 

noiembrie 2004; 

91. Instruirea diferenţiată. Aplicaţii ale teoriei inteligenţelor multiple. Ghid pentru formatori 

şi  cadre didactice, M.E.C, România, 2001; 

92. Integrated guidelines for Growth and Jobs 2005‐2008, Consiliul UE, 23 mai 2005; 

93. Învățământul în zonele defavorizate, Institutul de Științe ale Educației, București, 1996, 

http://arhiva.ise.ro/resurse/ise_96_ev_zd.pdf; 

94. Iucu, R., Instruirea şcolară, Editura Polirom, Iaşi, 2001; 

95. Jensen, E. Teaching with the Brain in Mind, Va.: ASCD, Alexandria,1998; 

96. Johnson, D. W. & Johnson, R. T., The role of cooperative learning in assessing and 

communicating student learning. In T. R. Gusky (Ed.) 1996 ASCD yearbook:  

Communicating student learning, VA: Association for Supervision and  Curriculum 

Development, Alexandria, 1996; 

97. Johnson, D. W., Johnson, R. T. & Holubec, E. J., Cooperation in the classroom (6
th

 ed.), 

MN: Interaction Book Company, Edina, 1993; 

98. Johnson, D. W., Johnson, R. T. & Holubec, E. J., The nuts and bolts of cooperative 

learning, MN: Interaction Book Company, Edina, 1994;  

99. Kalbfleisch, L., Explain the brain, VA: University of Virginia, Charlottesville,1997; 

http://www.ibe.unesco.org/International/ICE/natrap/Finland.pdf
http://arhiva.ise.ro/resurse/ise_96_ev_zd.pdf


 
POP MARIANA – PhD DISSERTATION SUMMARY 

  

 

 25 

100.  Kapusnik, R. & Hauslein, C., The „silver cup“ of differentiated instruction. Kappa Delta 

Pi Record, 37(4), 156-159, 2001; 

101.  Kelly, M., Education in a Declining Economy. The case of Zambia 1975-1985. W.B., 

Washington, 1988; 

102.  Key Competencies - A developing concept in general compulsory education, Survey 5, 

Eurydice, Brussels, October, 2002; 

103.  Kovacs, M., Învăţarea într-un mediu incluziv, Ghid pentru cadrele didactice, Editura 

Centrul Step by Step, Bucureşti, 2006; 

104.  Kozakiewicz, M., Analysing Urban-Rural Disparities in Education in Poland, 

UNESCO, Paris, 1987; 

105.  Lallez, R., La formation des formateurs d'enseignants, UNESCO, Paris, 1982; 

106.  Lautrey, J., Classe sociale, milieu familial, inteligence, P.U.F., Paris, 1980; 

107.  Lewin, K., Education et austerité: quelles options pour le planificateur, UNESCO, 

Paris, 1987; 

108.  Litt, L. Origine sociale et scolarité, ISPS, Louvain, 1980; 

109.  Magnen, A., Les projets d'education: preparation, financement et gestion, UNESCO, 

Paris, 1990; 

110.  Manzoor, A., Coombs, P. H., Education for rural development, Edited by Barbara Baird, 

Israe, 1980; 

111.  Maria, A., Metode şi tehnici de evaluare a copiilor cu CES, Presa Universitară Clujeană, 

Cluj Napoca, 2003; 

112.  Milieu et developpement, P.U.F., Paris, 1972; 

113.  Multiple Class Teaching and Education of Disadvantaged Groups. National Studies: 

India, Sri Lanka, Philippine, Korea. Paris, UNESCO, APEID, 1992; 

114.  Neacşu, I., Instruire şi învăţare, Editura Didactică Şi Pedagogică, Bucureşti, 1999; 

115.  Neamţu, C., Gherguţ, A., Psihopedagogie specială, Editura Polirom, Iaşi, 2000;  

116.  Nicolae S., Paşi spre o educaţie incluzivă” – Revista învăţământul preşcolar, nr 3-4, 

2005; 

117.  Nicolae S., Noi tendinţe în educaţia copiilor cu CES” - Revista învăţământul preşcolar, nr. 3-4, 

2006;  

118.  Nijhof et al., Nijhof, Wim J.; Heikkinen, Anja; Nieuwenhuis, Loek (eds.). Shaping 

flexibility in vocational education and training. Dordrecht/Boston: Kluwer Academic 

Publishers, 2002:  



DIFFERENTIATED INSTRUCTION – STRATEGIES AND FORMS OF SCHOOL INCLUSION FOR PRIMARY 
EDUCATION 

 

 26 

http://www.wkap.nl/prod/b/1-4020-1145-8; 

119.  OECD, Synthesis Report and Chapter 8, Romania in Education Policies for Student sat 

Risk and those with Disabilities in South Eastern Europe, Paris, 2007;  

120.  Ogbu, J., Minority Education and Caste, Academic Press, New-York, 1978; 

121.  Open Society Institute, Rights of people with Intellectual Disabilities, Access to 

education and Employment – Monitoring Report, West, New York, 2005; 

122.  Organizaţia Mondială a Sănătăţii, Clasificarea internaţională a funcţionării, dizabilităţii 

şi sănătăţii, Editura MarLink, Bucureşti, 2004; 

123.  Ouane, A., Handbook on learning strategies for post - literacy and continuing 

education, UNESCO, Hamburg, 1989;  

124.  Parsons, C., Education, exclusion and ccitizenship, Routledge, London, 1999 

125.  Păcurari, O., Strategii didactice inovative, Editura Sigma, Bucureşti, 2003; 

126.  Păun, E., Educaţia şi rolul ei în dezvoltarea social-economică, Editura Didactică și 

Pedagogică, Bucureşti, 1974; 

127.  Pettig, K.L., On the road to differentiated practice, Educational leadership Population 

et main d'oeuvre dans l'economie rurale, FAO, Rome, 2000; 

128.  Priorites et strategies pour l'education, B.M., Washington, 1995; 

129.  Radu, I.T., Învăţământul diferenţiat. Concepţii şi strategii, Editura Didactică şi 

Pedagogică, Bucureşti, 1978; 

130.  Raffe, D., Introducing the European Science Foundation Network on Transitions in 

Youth, Newsletter of the ESF Network on Transitions in Youth, 1, (January), 1994; 

131.  Rapport de la Commission du 31 janvier 2001: Les objectifs conctrets futurs des 

systèmes d’éducation, COM  59 final, non publié au Journal Officiel, 2001; 

132.  Raportul dezvoltării umane în România, Guvernul României, Bucureşti, 1996; 

133.  Rădulescu, M., Pedagogia Freinet. Un demers inovator, Editura Polirom, Iași, 1999; 

134.  Recommendation of the European Parliament and of the Council on Key competences 

for lifelong learning, 18 Dec. 2006; 

135.  Reforma Învăţământului din România: condiţii şi perspective, Ministerul 

Învăţământului, ISE, Bucureşti, 1993; 

136.  Relevance of education to rural development, UNESCO, Bangkok, 1986; 

137.  Reuchlin, M., Les Differences individuelles a l'école, PUF, Paris, 1991; 

138.  Rivicre, R., L'échec scolaire est-il une fatalité?, Editions Hatier, Paris, 1991; 

http://www.wkap.nl/prod/b/1-4020-1145-8


 
POP MARIANA – PhD DISSERTATION SUMMARY 

  

 

 27 

139.  Ross, K., Planning the Quality of Education. The collection and use of data for informed 

decision-making, UNESCO, Paris, 1990; 

140.  Rowat, R., Personnel qualifie et developpement agricole et rural, FAO, Rome, 1984; 

141.  Sargent, C., Andrews,C., Brown, R., Compulsory assessment systems in the INCA 

countries: Thematic Probe, 2007:  

www.inca.org.uk; 

142.  Schumm, J., Vaughn, S., Getting ready for inclusion: Is the stage set? Learning 

Disabilities Research & Practice, 1995; 

143.  Siauciukeniene, L., Teaching Individualisation and differentiation, Kaunas Klaipeda 

University, 1999; 

144.  Simpson, M., & Ure, J., Studies of differentiation practices in primary and secondary 

schools (Interchange Report), Edinburgh, 1994; 

145.  Singer, M., Reforma curriculară de la concepere la implementare în Vlăsceanu et al. 

(coord.), Şcoala la răscruce. Reformă si continuitate în curriculumul învăţământului 

obligatoriu, Editura Polirom, Iași, 2002; 

146.  Skilbeck, M., School-based curriculum development, Harper and Row, London, 1984; 

147.  Skilbeck, M., Curriculum reform: An overview of trends, OECD, Washington D.C., 

1990; 

148.  Sorokin, P. A., Social and Cultural Mobility, The Free Press, New York, 1959. 

149.  Sousa, D., Tomlinson, C. A., Differentiation and Brain: How Neuroscience supports the 

learner-friendly classroom, 2010; 

150.  Steers, R.M., Porter Lyman, W., Motivation and work behavior, McGraw Hill, New 

York, 1991; 

151.  Steers, R. M., Introduction to organizational behavior, 4th edition, Harper Collins 

Publishers Inc., New York, 1991; 

152.  Sternberg, R. J., Torff, B. & Grigorenko, E. L., Teaching triarchically improves student 

achievement. Journal of Educational Psychology, 90(3), 374-384. EJ 576 492, 1998; 

153.  Strategies et developpement pour les populations rurales defavorisees. În: Revue des 

experiences des pays dans la mise en oeuvre du Programme d'action de la CMRADR. 

FAO, Rome, 1984; 

154.  Strategies du developpement endogene. UNESCO, 1984; 

155.  Sylwester, R., A Celebration of Neurons: An Educator's Guide to the Human Brain. Va., 

ASCD, Alexandria, 1991; 

http://www.inca.org.uk/


DIFFERENTIATED INSTRUCTION – STRATEGIES AND FORMS OF SCHOOL INCLUSION FOR PRIMARY 
EDUCATION 

 

 28 

156.  Synthesis Report and Chapter 8, Romania in Education Policies for Student sat Risk and 

those with Disabilities in South Eastern Europe, OECD, Paris, 2007; 

157.  Târcovnicu, V., Învățământ frontal, învăţământ individual, învăţământ pe grupe, Editura 

Didactică și Pedagogică, București, 1981; 

158.  The concrete future objectives of education and training systems. Report from the 

Education Council to the European Council, Brussels, 2001; 

159.  The democratization of education, UNESCO, Paris, 1985; 

160.  The education of migrant workers and their families, UNESCO, Paris, 1985; 

161.  The educational infrastructure in rural areas, OECD, Paris, 1994; 

162.  Tomlinson, C. A., Imbeau, M., Leading and Managing a Differentiated Classroom, 

2010; 

163.  Tomlinson, C., How to differentiate instruction in mixed - ability classrooms, VA: 

Association for Supervision and Curriculum Development. ED 386 301., Alexandria, 

1995; 

164.  Tomlinson, C. A., The Differentiated Classroom: Responding to the Needs of All 

Learners, Heinle & Heinle Publishers, 1999; 

165.  Tomlinson, C.A., The differentiated classroom:  Responding to the needs of all learners. 

VA: Association for Supervision and Curriculum Development. ED 429 944., 

Alexandria, 1999; 

166.  Tomlinson, C.A., The differentiated classroom, VA, ASCD, Alexandria, 1999; 

167.  Tomlinson, C.A., How to differentiate instruction in mixed-ability classrooms (2nd ed.). 

VA: ASCD, Alexandria, 2001; 

168.  Towards intercultural education - training for teachers of gypsy people, Council of 

Europe, Strasbourg, 1992; 

169.  Tsang, Mun C., Cost analysis of educational inclusion of marginalized populations. 

UNESCO, Paris, 1994; 

170.  UNESCO activities in Central and Eastern Europe, UNESCO, Paris, 1993; 

171.  UNESCO, Changing Teaching Practices: Using curriculum differentiation to respond 

to student diversity, UNESCO, Paris, 2004; 

172.  Ungureanu, D., Educația integrată și școala inclusivă, Editura de Vest, Timișoara, 

2000; 

173.  Văcărețu, A., Ruoho, K., Pop, M., Evaluarea în sprijinul învățării, Editura Didactică și 

Pedagogică, București, 2007; 



 
POP MARIANA – PhD DISSERTATION SUMMARY 

  

 

 29 

174.  Vlad, E., Evaluarea în actul educaţional – terapeutic, Editura Pro Humanitate, 

Bucureşti, 1999; 

175. Vrăsmaş, E., Nicolae, S., Vrăsmaş, T., (coordonatori), Paşi spre educaţia incluzivă din 

România, RENINCO, MECT, UNICEF, 2008; 

176.  Vrăsmaş, E., Introducere în educaţia cerinţelor speciale, Credis, Universitatea din 

Bucureşti, 2004; 

177.  Vrăsmaş, T., Şcoala şi educaţia pentru toţi, Editura Miniped, Bucureşti, 2004; 

178.  Vrăsmaş, E., Nicolae, S., Oprea, V., Vrăsmaş, T., Ghid (manual) pentru cadrele 

didactice de sprijin (CDS), lucrare tipărită cu sprijinul Reprezentanţei UNICEF în 

România, 2003; 

179.  Vrăsmaş, T., Învăţământul integrat şi / sau incluziv, Editura Aramis, Bucureşti, 2001; 

180.  Vrăsmaş, T., (coord), Incluziunea şcolară a copiilor cu cerinţe educaţionale speciale. 

Aspiraţii şi realităţi, Editura Vanemonde, Bucureşti, 2010; 

181.  Vrăsmaş, T., Muşu, I., Daunt, P., Integrarea în comunitate a copiilor cu cerinţe      

educative speciale, M.E.N., UNICEF România, Bucureşti, 1996; 

182.  Willa, R., Thousand, J., Creating an Inclusive School, VA. ASCD, USA, 

Alexandria,1995; 

183.  Willis, S., Mann, L., Differentiating Instruction, VA. ASCD,USA, Alexandria, 2000; 

184.  Winebrenner, S., Teaching kids with learning difficulties in the regular classroom. MN: 

Free Spirit. ED 396 502, Minneapolis, 1996; 

185.  World education report 1995, UNESCO, Paris, 1995; 

186.  www.LTScotland.com/curriculumflexibility/Howgoodisourschool/HM Inspectorate of 

Education/2003; 

187.  www.communicata.co.uk/scottish_executive/summary.html SCQF/ National Plan for 

the Implementation of the Framework/ScottishQualificationsAuthority/ 2002. 

188.  Zamfir, C., Pop, A.A., Zamfir, E., România '89 - '93. Dinamica bunăstării şi protecţia 

socială, Editura Expert, Bucureşti,1994. 

 

 

  

 

http://www.ltscotland.com/curriculumflexibility/Howgoodisourschool/HM%20Inspectorate%20of%20Education/2003
http://www.ltscotland.com/curriculumflexibility/Howgoodisourschool/HM%20Inspectorate%20of%20Education/2003
http://www.communicata.co.uk/scottish_executive/summary.html

