Zhytomyr Ivan Franko State University Journal. Pedagogical Sciences. Vol. 1 (112)

Bicrux 2KumomupcoKozo 0epiagHoz0 YHigepcumemy imeHi Isara dpanka.
ITeoazoeiuni Hayku. Bun. 1 (112)

Zhytomyr Ivan Franko State University Journal.
Pedagogical Sciences. Vol. 1 (112)

BicHUK 2KHTOMUPCHKOTO AeP3KaBHOTO
yHiBepcuTeTy iMeHi IBana Ppanka.
ITemaroriuyni Hayku. Bum. 1 (112)

ISSN (Print): 2663-6387
ISSN (Online): 2664-0155

INCLUSIVE PEDAGOGY
THKAIOSHBHA IIEAAT OT'TKA

UDC 371.3:376.1
DOI 10.35433/pedagogy.1(112).2023.158-167

HISTORICAL STAGES OF INCLUSIVE EDUCATION DEVELOPMENT IN THE
SCANDINAVIAN COUNTRIES

N. M. Andriichuk®*, N. A. Seiko™

The article provides a periodization of the formation and development of inclusive education in
the Scandinavian countries. Based on the theoretical analysis of the problem, the main problems in
periodizing complex nonlinear pedagogical processes and phenomena, in particular, inclusion in the
education system abroad, are identified. It is noted that despite the similarity of the main historical
trends in the social development of the Scandinavian countries, each of them has gone its own way
to create a system of inclusive education for children with special educational needs. Based on the
analysis of domestic and foreign scientific publications, the author substantiates the opinion that the
criterion for periodizing the development of inclusive education in the Scandinavian countries can be
social and institutional. Based on the analysis, three main stages of development of the inclusive
education system in the Scandinavian countries are identified: Stage 1 — the stage of charity in favor
of special education (the second half of the nineteenth century — the first half of the twentieth
century). Within this stage, the future inclusive system in the Scandinavian countries was
developing in the area of special education. Charitable support became the main tool for the
development of educational institutions for children with special educational needs and certain
functional limitations. Stage 2 — the stage of regulatory and organizational formalization of inclusion
as a social institution (second half — end of the twentieth century). During this period, inclusive
education in the Scandinavian countries was legally formalized. It is noted that each of these
countries established the legal framework for the organization of inclusive education in its own way;
however, the general trend was to comply with international documents that defined the rights of a
child to receive quality education regardless of their physical condition. Stage 3 — systemic,
representing the stage of introduction of institutional innovations in the educational sphere (late
twentieth century — to date). During this stage, the system of special education in the Scandinavian
countries actually ceased to exist and was replaced by the system of inclusion with a corresponding
model and theoretical concept of its implementation in each of the Scandinavian countries.
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ICTOPHYHI ETAIIH PO3BHUTKY IHKAIO3HBHOI OCBITH B
CKAHOUHABCBKHX KPATHAX

H. M. Aaapiiiuyk, H. A. Ceiiko

Y cmammi npedcmasgnieHo nepiodus3auirdc CMAHOBNEHHS Ma pO38UMKY IHK/IO3UBHOL oceimu
cKkaHouHascbkux Kpain. Ha nidcmasi meopemuuHo20 aHANi3y npobremu 6CmaHO8/eHO OCHOB8HI
npobnemu 6 nepiodu3ayii CKAAOHUX HEeMHIUHUX hnedazoeiuHUX npouecie ma seuwl, 00 SKUX
8I0HOCUMbCSL Ul THKJIH0315L 8 cUCmeMi 0c8imu 3a KOpOOHOM. BidoznaueHo, uio nonpu cxorkicms 207108HUX
icmopuuHUux meHOeHUlll 8 CYCNLIbHOMY PO38UMKY CKAHOUHABCLKUX KPAiH, KOXKHA 3 HUX NPOXOOULA
c8ill. wWasx 00 CMEOPEHHST cucmemu IHK03UBHO! ocgimu Osst dimell 3 0COOMUBUMU OCBIMHIMU
nompebamu. Ha niocmasi aHanisy 8iMuusHsSHUX ma 3apYOoiKHUX HAYKo8UX OxKepes 0O6TpYHMO8AHO
OYyMKY, WO Kpumepiem nepioousayii pozeumky iHK/NO3UBHOI oc8imuU 8 CKAHOUHABCbKUX KpaiHax
Moxke bymu coyianvHo-iHemumyyitinuii. Ha niocmasi 30ilicHeH020 aHanizy eudinieHOo mpu OCHOBHI
emanu po3eumky IHKIO3UBHOI cucmemu oceimu 8 CKAHOUHABCbKUux kpaiHax: 1 eman — eman
b6azodiliHocmi Ha Kopucmb cneuianvHol ocgimu (Opyza nonosurHa XIX — nepwa nonosuHa XX
cmonimmsy). ¥ mexax yvozo0 emany maibymHs iHKAO3UBHA CUCMEeMA 8 CKAHOUHABCLKUX KpaiHax
possusanacs 8 MNAOWUHLI chneyianbHoi oceimu. Bnazodilina nidompumka cmana OCHO8HUM
IHCMPYMEHMOM PO3BUMKY HABUANIbHUX 3aK1a0i8 045 dimell, ulo Manu ocobnusi oceimHi nompebu U
nesHi (PYHKUIOHANLHI OOMeXeHHS. 2 eman — eman HOPMAMUBHO-NPABO8020 il OpP2aHI3AUIliHO020
0POPMAEHHSL THKIO3IL SIK COULaNbHO20 iIHemumymy (Opyza nosnosuHa — KiHeusb XX cmoaimmsi). B yeti
nepiod 8i06Y10Cs HOPMAMUBHO-NPABOEE OPOPMAEHHS THKAO3UBHOL ocgimu 8 kpaiHax CkaHOuHasil.
BiosHaueHo, W0 KOXHA 3 YUX KpaiH 8CmMaHO08/108aG/lA Npaegosl 3acadu OpzaHizayil IHKH03U8HOT
oceimue cgili cnocib; npome 302A/bHO MEHOEHUYIE CMmaao OOMPUMAHHSL MDKHAPOOHUX
0OKYMeHMi8, W0 BUSHAUANIU NPpasa OUMUHU HA OMPUMAHHS SIKICHOI oceimu He3anexHo 8i0 ii
@izuuHo20 cmaHy. 3 eman — cucmemHuil, Wo siease coboro eman YnposaodrkeHHsl THCMUMYUIiHUX
iHHOoBayill 8 oceimHiill cgpepi (KiHeyb XX cm. — 00 HUHIWHBO20 uacy). Y pamrax yvbozo emany
cucmema CneyianbHoi oceimu 8 CKaHOUHABCbKUX KPpaiHax paKkmuuHo nepecmana icHyeamu i 6yaa
3aMmiHeHa Ha cucmemy IHK031L 3 810N08IOHON MO0e /0 Tl meopemuuHo KOHuenuyier ii peanizauii 8
KOJKHIT 31 CKAHOUHABCLKUX KPAiH.

Knrwouoei cnoea: iHK1103i5l, CKAHOUHABCLKL KpaAiHU, nepiodusayisi, cneyianbHa oceima, ocobnusi
ocgimHi nompebu, cezpezayisi.

Introduction of the issue. The 2. Despite the similarity of the main
historical periodization of educational historical trends in the social development
processes is an interdisciplinary research of the Scandinavian countries, each of
task, as it requires the researcher's them has gone its own way to create a
awareness of general and regional history, system of inclusive education for children
philosophy, and sociology. Additional with special educational needs. Therefore,
complexity in substantiating the identifying the common historical stages of
periodization of the development of the development of the phenomenon
inclusion in the Scandinavian countries is under study shared by all these countries
imposed by other factors, namely: is a rather difficult task.

1. The research is carried out in the 3. The actual periodization of the
field of pedagogical comparative studies, process under study should be carried out
not the history of pedagogy, which has its within certain general chronological limits.
own scientific apparatus, methodological However, both defining such general
basis and research tasks. The vast chronological boundaries and dividing
majority of scientific works on the them into separate periods is
periodization of educational processes are methodologically complicated, since the
still historical and pedagogical, not lower chronological boundary can refer to
comparative ones. both the mid-twentieth and the second

159



Zhytomyr Ivan Franko State University Journal. Pedagogical Sciences. Vol. 1 (112)

Bicrux 2KumomupcoKozo 0epiagHoz0 YHigepcumemy imeHi Isara dpanka.
ITeoazoeiuni Hayku. Bun. 1 (112)

half of the nineteenth century (when the
foundations of special education in these
countries were laid). It all depends on
what exactly is meant by inclusion in the
education system and what historical
prerequisites can be included in the
historical periodization of this comparative
pedagogical phenomenon.

Current state of the issue. Using
established methodological approaches to
the periodization of pedagogical
phenomena and processes, one can
highlight the research papers by T. Kotyk
(2020) on the problem of methodological
foundations of periodization of pedagogical
phenomena and processes [1]; H. Rusyn
(2021) on the periodization of the
development of the Ukrainian
ethnopedagogy [2]; N. Seiko (2009) on the
periodization of charity and education in
Ukraine [3]; V. Strumanskyi (1996) on the
methodology of periodization of historical
and pedagogical processes [4];
O. Sukhomlynska (2002) on cultural,
anthropological and civilizational
approaches to the periodization of
historical processes in education [5], etc.
Based on the analysis of these scientific
works, we can conclude that the result of
periodization is usually determined by the
object and aims of the research. Based on
the scientific apparatus, the researcher
projects the information obtained in the
course of work into their research
thesaurus and forms their own
periodization criteria.

Outline of unresolved issues brought
up in the article. Upon the agreement
with the scientific conclusions of
E. Khrykov (2016) [6], it should be
emphasized that the vast majority of
scholars, while researching pedagogical

phenomena in their historical
retrospective, choose socially oriented
periodization criteria, underlining the
social and institutional mission of

education at any stage of society’s
development. In fact, this research will
also focus on the social goal-setting and
institutional content of the history of
inclusion in the Scandinavian countries.
In my opinion, such a criterion will allow
one to create a generalized periodization of
this pedagogical phenomenon in the
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overall structure of the educational
institution of each country. At the same
time, I have not found a separate
periodization of inclusive education in the
Scandinavian countries throughout the

entire period of its formation and
development.

Aim of research is to substantiate the
main  periods of formation and

development of inclusive education in the
Scandinavian countries in the second half
of the nineteenth and early twenty-first
centuries.

Results and discussion. Inclusive
education in the Scandinavian countries
(Sweden, Denmark, Norway, Iceland and
Finland) is one of the most valuable areas
of educational and social policy. It arouses
keen interest and provokes ongoing debate
about the ideology, policies, theories,
practices and methods of its effective
implementation in general education
institutions. The introduction of inclusive
education into the general education
process in Scandinavia dates back to the
second half of the twentieth century, when
special education was no longer able to
meet all the requirements for the
development of a healthy society with
equal opportunities for everyone. However,
it should be noted that in most countries,
special education is still an alternative
form of education for those children with
special needs who cannot attend
secondary schools due to their health
conditions. The connection between
inclusive and special education is obvious,
so it is worthwhile, in my opinion, to draw
some parallels between these two types of
education to trace the transition from one
to the other. So, in order to justify the
periodization of the development of
inclusive education in Scandinavia, let us
consider the peculiarities of the historical

development of this phenomenon in
individual Scandinavian countries.
Sweden. The analysis and

interpretation of the holistic picture of the
history of inclusive education in Sweden
should begin with the history of special
education in this country since 1842,
when the so-called "people’s school"

allmén folkskola — was introduced. The
purpose of this school was to provide
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education to all citizens (before 1842, only
middle and upper class citizens could
receive education). In practice, it turned
out that educational institutions were
divided into two groups: some provided
education for the poor and disabled
children, while others educated middle-
class children. Thus, attempts to
introduce elements of inclusive education
can be traced back to those times.
However, later these institutions were
clearly divided into two categories — special
educational institutions and general
education schools.

According to the Swedish scholar J.
Rosenqvist (Department of Pedagogy, Lund
University), the development of special
education in Sweden can be divided into
three stages:

o the stage of no distinction between
children with special educational needs
(special schools were not divided by
nosology, they accepted children with
deviations from the “norm”; the purpose of
such schools was to teach children basic
skills necessary for life)

e the stage of division of special
schools according to differences in
children's health status (special schools
began to be divided by nosologies, and
curricula were developed to take into
account the characteristics of each group);

e the stage of integration (special
education was gradually replaced by
inclusive forms of education) [7].

Since the 1960s, secondary education
in Sweden has been based on the principle
of "school for all". The educational policy of
that time provided for compulsory
secondary education for all citizens
without exception, equality and, of course,
inclusion. However, it should be noted
that even with such an educational policy,
Sweden could not avoid differentiation,
classification and  categorization  of
children with special educational needs.
Moreover, the number of special
educational institutions for children with
disabilities has been growing. This was
primarily due to the fact that the country
did not have complete statistics on the
existence of such children: the education
system was decentralized, schools were
subordinated to municipalities and carried
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out local activities to address the problem
of inclusive education on the ground [8].

This lasted until 1989; subsequently,
Sweden ratified a number of documents
that protect children’s rights to quality
education: The UN Convention on the
Rights of the Child (1989), the UN
Standard Rules on the Equalization of
Opportunities for Persons with Disabilities
(1993), the Salamanca Statement and
Framework for Action on Special Needs
Education (1994). These documents
proved to be a powerful regulatory
framework that made it possible to avoid
segregation in the school system; they also
served as a framework for the creation of
reports, directives, and orders on the
implementation of inclusive education in
the general education process.

One of the documents regulating the
system of inclusive education in this
country is the Swedish Education Act
(1985, 2010), which states that:

e all children should have equal
access to education regardless of their
gender, place of residence, social or
economic status;

e special support should be provided
to students with learning difficulties;

e the majority of students in need of
special support should study in regular
classes of compulsory general educational
institutions, as well as in upper secondary
schools [9].

Norway. The history of education in
Norway dates back to 1152, when the first
church schools were opened, eventually
becoming Latin schools; general education
schools were introduced in 1739. Although
Norway’s legislation proclaimed universal
access to education, in practice it turned out
that illiteracy was the norm. The first wave
of education modernization took place in
1827, when Norway gained independence
from Denmark. It was then that the basic
principles of school education began to be
developed, requiring children to attend
school for at least two months a year
between the ages of 7 and 15. Accordingly,
the development of the school education
system has also brought about certain
amendments to the regulations,
requirements and age limit for students of
general education institutions, namely:
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e 1845 - the volume of students’
academic workload per year was set at 18
to 24 hours per week for 45 weeks;

e 1889 - the state general education
school was transformed into a national
primary school for children aged 7 to 14;

e 1936, 1959 - general education
institutions were modernized;

e 1969 - the primary school was
transformed into a nine-year school (children
were educated from 7 to 16 years old);

e Since 1997, children have had to
study for 10 years, with children starting
school at the age of 6 and studying until
the age of 16.

Nowadays, the Norwegian school
system has three tiers: primary school
(grades 1-7), secondary school (grades 8-
10) and upper secondary school (grades
11-13, required for those who want to
continue their education in tertiary
institutions). 97% of children receive
secondary education in state general
education institutions from grades 1 to 10,
94% of students continue their education
in high school, and the rest prefer private
educational institutions [10]. Such
indicators give grounds to conclude that
the quality of secondary education in
Norway’s public secondary schools is high.

The history of special education in
Norway dates back to the 1800s, a period
of philanthropy, growing religious
tolerance and the development of
Christian charity for disabled children.
Norwegian researchers of  special
education Rune Sarrormaa Hausstatter

and Harald Thuen (University of
Lillehammer) distinguish two approaches
to the history of special institutions in
Norway. The first is based on scientific and
medical interest in children with special
needs. Owing to the research, three special
educational institutions were established
in Norway: for the deaf (1825), for the
blind (1861) and for children with mental
retardation (1874). Subsequently, in 1881,
a law called the Act on the Education of
Children with Abnormalities was adopted.
Thus, the education of children with
special educational needs became the
responsibility of the state, although the
funding of such institutions still depended
on the support of private individuals
engaged in charity. The second approach
was applied to children who did not have
persistent health problems but were
socially maladjusted. The definition of this
approach as different from the previous
one does not mean that new specific
methods, techniques and technologies for
teaching such children were sought and
developed. The main goal was to create a
new environment for the care and
upbringing of these children, as a
replacement for their stay in their own
families. The first institution of this type
appeared in Oslo in 1841 and had a
reputation as a “rescue institution”; later,
such institutions were treated as foster
care centres.

Norwegian scholars identify five periods
of development of special education in
Norway (see Table 1) [10].

Table 1.

Key stages in the development of special education and its transition to an
inclusive model in Norway

Period name Time Characteristics of the period

frame
The age of| 1825- | Charity underpinned this period of special education
philanthropy 1880 | development in Norway. Special institutions were opened on

the initiative of philanthropists who wanted to demonstrate
their love for their neighbors. Blind, deaf, mentally
unbalanced and socially maladjusted children had the
opportunity to stay in special institutions, learn basic skills
and communicate with pastors. Such institutions were
usually opened on separate islands, from which it was
almost impossible to escape; thus, the educational process
took place in a geographically closed space
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The age of
segregation:
protecting
society

1880-
1950

The age of segregation began when Norway was the first
country in Europe to adopt a law that defined the rights of
children with special educational needs. This act regulated
the "Treatment of Children with Abnormalities", later called
the "Act on Schools for Children with Abnormalities" (1881).
During this period, there was still a clear distinction between
educational institutions for children with medical diagnoses
of disability and those for children with socialization
problems. In 1889, another document appeared — the Act on
Children’s Care Institutions. Despite the tendency to provide
education to all children that was characteristic of the
period, both documents aimed at excluding children with
special educational needs from school, thereby "protecting"
the "good" school and "normal" children. At the beginning of
the twentieth century, Norway created a system of
segregation that divided all children into three categories:
children for normal schools, children for special schools, and
children who were not capable of learning. After a while, this
classification of educational institutions came under severe
criticism. The public was outraged by the fact that
institutions for children with disabilities had poor material
resources, a lack of specialists to care for them, and were
remote and cut off from real life. In the 1930s, segregation
processes led to a rapid increase in the crime rate among
children brought up in care centers for "difficult" children.
Soon, these institutions discredited themselves both
administratively and educationally.

The age of
segregation:
what is best
for the child

1950-
1975

In 1951, the previous Act on Schools for Children with
Abnormalities was replaced by the Act on Special Schools,
opening up new opportunities for the development of special
education and, in particular, the development of special
educational institutions. This law expanded the definition of
special categories of children according to the specifics of their
disabilities: blind, visually impaired, deaf, hard of hearing,
children with mental disabilities, children with reading and
writing difficulties, and children with difficulties in social and
behavioral adaptation. However, the overall state policy
continued to be aimed at completely segregating the above
categories of children. The network of special educational
institutions was expanding and becoming more variable, i.e. a
separate special educational institution was provided for each
category of disability. A characteristic feature of this period was
the lack of quality professional training for staff working in
special education institutions, and the impossibility of their self-
development and improvement of professional skills for working
with special children. Given the lack of special scientific
developments, teachers only shared practical experience and
improved their skills through trial and error. Until the 1960s,
the issue of integrating disabled people into society was not
raised. The task of special pedagogy was to develop the basics of
caring for disabled children so that they did not feel like patients
in a clinic; at the same time, the issues of individual
psychological and social peculiarities of their development were
not considered.
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The

age

integration

of

1975-
1993

In 1975, the Special Schools Act became part of another law,
the Primary and Lower Secondary Schools Act. Since then, a
long process of transition from the then traditional special
education for children with special educational needs to
integrated education has begun. Educational institutions
began to be seen not as fulfilling the needs of society, but as
working for the needs and interests of each child and meeting
the level of their requirements (both medical and pedagogical).
This approach allowed every child to enjoy the right to
education. The main objectives of integration were proclaimed
to be the right of everyone to become part of the community,
the right to a share of the community's property, the
responsibility of each person for their own actions, and the
fulfilment of their duties towards the community. The aim of
integration was to remove or at least minimize barriers at the
interpersonal, social and organizational levels. Scientific
discussions on the feasibility of restructuring special
educational institutions have been conducted in two
dimensions: 1) support for special education as a system
capable of providing education and support for children with
special educational needs, depending on the category of
disability; 2) harsh criticism of the segregated form of education
implemented by special education institutions and the
transition to the process of normalization of the educational
sphere. The process of normalization involved the integration of
disabled children into society. It is worth noting that the
integration process was rather slow, but it allowed for the
development of two key strategies: 1) development of special
education to the level of acceptance of integration as an
inevitable factor in its growth; 2)reform of the general
education system to accommodate the increasing number of
children with special needs and diversification of curricula to
enable every child to study in a general education institution.

The

age

inclusion

of

1993
to date

The closure of special schools and a strong process of integration
of children with special educational needs took place in Norway
until 1993, a year before the signing of the Salamanca
Statement and Framework for Action on Special Needs
Education (1994). However, integration did not address the issue
of proper socialization of children with special needs. The next
step was inclusion; the concept of inclusive education envisaged
free communication between students, establishing friendly
relations with any student in the class or school, and active
participation in the life of the school community. In this way, a
model of democratization of society was introduced on the
example of a secondary school, and, as a result, the necessary
support and opportunity for every child to receive a quality
education was provided. In other words, the Norwegian model of
inclusive education envisaged, in addition to the mechanical
integration of a child with special educational needs into the
school community, the transformation of the approach to
teaching, reform of the teacher training system, and optimization
of forms, means and methods of teaching children in an
inclusive classroom. The ultimate goal of introducing inclusive
education in Norway was to reduce the number of special
schools to a minimum and provide families with children with
special needs with the right to choose a school.

[Source: developed by the authors]
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Iceland. Inclusive education in
Iceland has become an integral part of
the policy of democratization of

education, dating back to 1974 after the
adoption of the Schools Act. The main
goal of compulsory general education at
that time was to prepare students for life
and work in a democratic society. In fact,
the term “inclusion” appeared only 20
years later, when Iceland, along with
other Scandinavian countries, signed the
Salamanca Statement and Framework
for Action on Special Needs Education
(1994). However, the 1974 document
already had a clear implication for the
development of inclusive education,
namely: the need to ensure equal access
to quality public school education for all
children without exception, without
separation from their families, i.e. in a
local school, the definition of the main
goal of the school institution - to take
into account the differences of each child
and develop flexible curricula and
individual plans for a tailored approach
to learning [11].

The 1974 Schools Act and the national
curriculum for primary school students
(7-16 years old) were quite revolutionary
not only because of the requirement to
democratize the secondary education
system and expand the network of
inclusive educational institutions, but
also because of the actions that
necessarily followed this decision:
updating the curriculum, creating a
radically new curriculum, professional
training of teachers to work in an
inclusive environment, retraining of
teachers, creation of new educational
materials, etc. Ingélfur Asgeir
Joéhannesson, an Icelandic scientist and
professor at the University of Iceland,
describes this process as follows: "If we
analyze the history of education in
Iceland at the end of the twentieth
century from this point of view, we can
see that attempts to reform it in the
1970s and 1980s were aimed at
modernizing the education system with a
focus on primary education (6-16 years).
The reform was based on child-centered,
humanistic and accessible education for
all social groups, which I will call a
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democratic principle. Obviously, such
learning implies the use of comparative
teaching methods, integration, quality as
a learning process, not as a product, and

many other ‘"progressive' ideas in
education" [12: 1035].
It is worth noting that the

implementation of the main provisions of
the 1974 Schools Act required a lot of
effort to put into practice in Icelandic
schools. Education became not so much
inclusive as democratic, but it was the
first  positive step towards  the
development of such education in
Iceland. Inclusive education as such
appeared in this country, as noted
above, in the 1990s and was directly
developed after the adoption of the
Salamanca Statement and Framework
for Action on Special Needs Education.

As for special education, it is
represented by three special schools
throughout the country: one for children
with significant health problems and two
for children with behavioral problems.
The rest of the children attend general
education schools and study in inclusive
classes or in special classes in the same
schools. According to Icelandic law,
special schools also perform the function
of supporting and assisting inclusive
educational institutions in their work
with children with special educational
needs [13].

Based on the foregoing historical
information on the formation and
development of inclusion in the
Scandinavian countries, it is possible to
state that the most effective criterion for
periodizing this pedagogical phenomenon
is the social and institutional one. The
essence of this criterion implies that
inclusion is, on the one hand, a social
phenomenon determined by the basic
social laws of democratic development of
the human community; on the other
hand, the process of formation of
educational institutions that implement
an inclusive model of education at all
levels requires an institutional approach
that ensures the integrity and systemic
nature of this educational phenomenon
and ensures equal rights of all children
to access quality education.
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Under the social and institutional
criterion, three major stages of
inclusion development in the
Scandinavian education system can be
distinguished:

Stage 1 — the stage of charity in favor
of special education (the second half of
the nineteenth century — the first half of
the twentieth century). Within this stage,
the future inclusive system in the
Scandinavian countries was developing
in the area of special education.
Charitable support became the main tool
for the development of educational
institutions for children with special
educational needs and certain functional
limitations.

Stage 2 — the stage of regulatory and
organizational formalization of inclusion
as a social institution (second half — end
of the twentieth century). During this
period, inclusive education in the
Scandinavian countries was legally
formalized. It is noted that each of these
countries established the legal
framework for the organization of
inclusive education in its own way;
however, the general trend was to comply
with  international documents that
defined the rights of a child to receive
quality education regardless of their
physical condition.

Stage 3 - systemic, representing the
stage of introduction of institutional
innovations in the educational sphere
(late twentieth century — to date). During
this stage, the system of special
education in the Scandinavian countries
actually ceased to exist and was replaced
by the system of inclusion with a
corresponding model and theoretical
concept of its implementation in each of
the Scandinavian countries.

It should be noted that each of the
stages identified does not have a clearly
defined time frame. We can explain this
by the fact that each of the Scandinavian

countries developed in the context of its
own cultural, anthropological, socio-
economic and socio-educational context.
In fact, each periodization depends on a
set of factors that determine the
dynamics of changes in the development
of a  particular socio-pedagogical
phenomenon or process, so inclusion is
no exception to this rule.

Findings of this study and
prospects for further research. Thus,
in the process of periodizing the
formation and development of inclusive
education in the Scandinavian countries,
the article identifies the main problems
in  periodizing complex nonlinear
pedagogical processes and phenomena,
including inclusion in the education
system abroad. It is noted that despite
the similarity of the main historical
trends in the social development of the
Scandinavian countries, each of them
has gone its own way to creating a
system of inclusive education for
children with special educational needs.
Based on the analysis of domestic and
foreign scientific sources, it is proved
that the criterion for periodizing the
development of inclusive education in
the Scandinavian countries can be social
and institutional. According to the
analysis, three main stages of
development of the inclusive education
system in the Scandinavian countries
have been identified: the stage of charity
and philanthropy (second half of the
nineteenth century - first half of the
twentieth  century); the stage of
regulatory and organizational
formalization of inclusion as a social
institution (second half - end of the
twentieth century); systemic,
representing the stage of introduction of
institutional innovations in the
educational sphere (end of the twentieth
century — to date).
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