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Overview
Recently, a vision for a more inclusive Europe has been 
growing,1,2,3 especially given increasing levels of societal 
inequality4 and increasing diversity5,6 within and between 
European countries. At the same time, quality in Early 
Childhood Education and Care (ECEC)7 has risen up the policy 
agenda globally,8 leading to a general consensus that quality 
ECEC can lead to positive and equitable outcomes for all 
children.9 Given these contexts, the European Commission 
(hereafter, the Commission) considers inclusion as an integral 
part of quality ECEC.10,11 However, ensuring effective access 
to quality ECEC for all children remains a challenge, especially 
for those from disadvantaged backgrounds. This is in part 
because both inclusion and quality ECEC are multi-faceted 
concepts. The present policy memo helps policymakers 
better understand this challenge and suggests some possible 
solutions. To do so, this memo introduces what inclusion 
means in education generally and in ECEC particularly, and 
then discusses how inclusion in ECEC is understood in the 
current EU policy context. Lastly, the memo summarises 
findings from recent EU-level projects on how inclusion is 
integrated into different aspects of quality in ECEC. 

What is inclusive education? 
Inclusive education is closely related to the idea of social 
inclusion (Box 1), which is the bedrock of the UN 2030 
Agenda for Sustainable Development,12 as well as the 
European Pillar of Social Rights.13 Inclusion in education 
seeks to fulfil the fundamental human right to education, by 
addressing and removing various forms of discrimination in 
learning. In education, discrimination in learning occurs along 
multiple axes, which often overlap and interact with each 
other to influence inequities in complex ways (Figure 1).14,15 
The 2018 Council of Europe Recommendation on Common 
Values, Inclusive Education and the European Dimension 
of Teaching16 states that individuals face exclusion in 
education due to their migrant origins, disadvantaged socio-
economic backgrounds, disabilities and special needs or 
exceptional talents. It recommends that EU Member States 
provide ‘the necessary support to all learners according to 
their particular needs’.

Efforts to tackle discrimination in education have been 
understood and implemented in different ways at different 
times (Box 1). The efforts have had most visible impact on 

FIGURE 1. THERE ARE MANY ARENAS OF DISCRIMINATION AND MARGINALISATION IN EDUCATION, INCLUDING BUT NOT 
LIMITED TO THE BELOW
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education for children with special needs and disabilities, but 
inclusive education is generally concerned with all potential 
discrimination in education. In this light, inclusive education 
is regarded as a wider reform of education, rather than the 
adjustment of individual differences to the system. Inclusive 
education is also regarded as a provision of environment 
where different learners learn together rather than separately. 
This aspect of inclusion distinguishes the concept from other 
models, such as integration and mainstreaming (Box 1). As 
such, the goal of inclusive education – as envisioned by the 
European Agency for Special Needs and Inclusive Education 
(EASNIE) – is that ‘all learners of any age are provided with 
meaningful, high quality educational opportunities in their 
local community, alongside their friends and peers’. 

Inclusive ECEC can benefit all children
Research has shown that inclusive ECEC programmes are 
of higher overall quality than non-inclusive programmes.17 
This evidence, together with evaluations of case studies, 
suggests a close association between inclusion and aspects 
of quality that promote positive outcomes for all children.18,19 

For example, inclusive environments may have significant 
impact on child well-being and learning.  Feelings of belonging 
and being welcomed are closely linked to well-being, which 
in turn is a pre-requisite for quality learning.20,21 By focusing 
on children’s voices and fostering identity and self-esteem, 
inclusive practices could nurture young children’s positive 
sense of belonging.22 Inclusive practices can also promote 

BOX 1. KEY TERMS ASSOCIATED WITH INCLUSIVE EDUCATION. 

Social inclusion is the process of improving the terms of participation in society, particularly for people who are 
disadvantaged, by enhancing opportunities, access to resources, voice and respect for rights.23 

UNESCO defines inclusion in education as a process that helps overcome barriers that limit the presence, participation 
and achievement of learners.24 

As can be seen from the definitions for both social inclusion and inclusion in education, inclusion is understood as a 
‘process’ that aims to reduce barriers to participation. In this regard, an inclusive ECEC setting would not necessarily mean 
that, for example, the representation of vulnerable children (e.g. migrant children, children with disabilities) is higher – 
rather, it would mean that there are constant efforts to reduce any potential barriers for these children to participate in 
learning and development in the ECEC setting. 

Equity is about ensuring that there is a concern with fairness – in terms of opportunities, access, treatment and outcomes 
– such that the education of all learners is seen as having equal importance.25,26 

‘Integration’ and ‘mainstreaming’ are previous terminology used to discuss actions and measures related to inclusion. 
Integration refers to the practice of placing some learners labelled as having ‘special educational needs’ in mainstream 
education settings.27 Mainstreaming is the practice of educating students who have learning challenges in regular 
classes during specific time periods, based on their skills. Both terms imply the need for a student to adapt to pre-existing 
structures, attitudes and an unaltered environment.28 Inclusion, in contrast, focuses on the ability and willingness of the 
school itself to transform its system to accommodate a diversity of needs and to support full participation of learners.29
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respect for others. Early childhood is a period when children 
have not yet developed strong stereotypes about other 
people. By fostering positive interaction with peers of varying 
ability and background, inclusive ECEC settings have great 
potential to nurture social competence for children from an 
early age.30,31 

One common perception around inclusive education is that 
it only benefits those with special needs or disadvantaged 
backgrounds. To the contrary, research on school children 
has demonstrated that inclusive education can benefit 
all students, in terms of academic, behavioural, social, 
post-secondary and employment outcomes.32 A recent 
meta-analysis, based on studies from North American and 
European countries, shows that students without special 
educational needs achieve higher academic attainments 
when they are taught together with students with special 
educational needs in the same classroom.33 More similar 
research on inclusive ECEC will be needed to directly assess 
the effectiveness of inclusive ECEC, not only upon later 
academic achievements but also upon well-being and social 
relations with peers and teachers. 

Opportunities for inclusion begin in early 
childhood
Not only are the early years a critical time for child 
development, it is also clear from the evidence that 
opportunities for inclusion (and conversely exclusion) begin 
in early childhood. For example, in European countries 
there are significant socio-economic disparities in ECEC 
enrolment rates from very young ages, with the lowest 
rates consistently noted for children from the lowest income 
groups.34,35 Children who face multiple disadvantages,36 
undocumented child migrants/asylum seekers and Roma 
and traveller children are also at a particular risk of exclusion 
from ECEC.37,38 

Importantly, not only enrolment to ECEC but also the quality 
of ECEC are likely to differ by children’s backgrounds. For 
example, studies conducted in Germany and in Australia 
have found that children from families of low socio-economic 
status attend lower quality ECEC.39,40 This finding may hold in 
other countries: families with children exhibit higher income 
inequality,41,42 which may in turn underlie differential access 
to quality ECEC services if quality ECEC is not affordable for 
everyone (Box 2). 

These findings are worrisome, particularly given the 
considerable research evidence that the quality of ECEC 
is important for learning and development in children, 
especially those from disadvantaged backgrounds.43 For 
example, quality ECEC could strengthen children’s capacity to 
benefit from later education and promote smooth transition 
into primary education settings.44,45 For children with special 
needs, the benefits of quality ECEC also include lower rates 
of special education use, parents being better prepared to 

identify and advocate for their children’s rights, and better 
child development outcomes.46,47 

BOX 2. BALANCING BETWEEN UNIVERSAL ACCESS AND 
TARGETED SUPPORT

Inclusion in ECEC is closely linked to the principle of 
‘progressive universalism’, defined as an effective 
balance between universal and targeted policies.48 
To achieve inclusion in ECEC, universal policies should 
guarantee equality of access to ECEC and quality 
services. The progressive aspect of universalism comes 
in providing, in addition to the general policy, targeted 
support for particularly vulnerable sub-groups. A 2014 
study49 mapping child poverty policies in the context of 
the 2013 Commission Recommendation on Investing 
in Children found that EU Member States with high 
child poverty levels struggle to find a balance between 
universal and targeted approaches in the provision of 
ECEC. This study also suggested making progressive 
universalism a central element of the exchange of good 
practices between the Member States. 

Inclusion and Quality ECEC: EU policy 
context
While many EU Member States are moving towards an 
inclusive education model, most policies thus far have 
focused on compulsory school systems50 and particularly 
on children and youth with specific learning difficulties.51 
The need to expand inclusive practices in ECEC services 
towards inclusive quality ECEC has been expressed in several 
recommendations by the Council of the European Union, as 
well as in EU-level initiatives (Box 3). In addition, legislation 
within EU Member States (Box 4) could provide an important 
route for policymakers to enact inclusion in ECEC settings. 
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BOX 3. EU-LEVEL RECOMMENDATIONS AND INITIATIVES RELATED TO INCLUSIVE ECEC

Some of the key Recommendations by the Council of the European Union for supporting inclusive ECEC are: 

2013 Recommendation 
on Investing in Children: 
Breaking the Cycle of 
Disadvantage, which 

promotes ‘access to high-
quality, inclusive ECEC’ as a 
way to reduce inequality at 

a young age.

2018 Recommendation on Common 
Values, Inclusive Education and the 
European Dimension of Teaching, 
which calls for inclusive and high-
quality education and training ‘at 

all levels and from an early age’ to 
ensure ‘social inclusion by providing 
every child with a fair chance and 
equal opportunities to succeed.’

2019 Recommendation 
on High Quality Early 

Childhood Education and 
Care Systems, which 

recognises the role of good 
quality ECEC services in 

promoting social inclusion.

The 2019 Recommendation formalises the EU Member States’ vision about the importance of quality ECEC.52 Its annex, the 
Quality Framework for ECEC, is based on a proposal elaborated in 2014 by the ET (Education and Training) 2020 framework 
Thematic Working Group on ECEC under the auspices of the Commission’s DG-EAC.53 Importantly, the Recommendation embeds 
inclusion as a running theme for all areas of quality ECEC. As such, the Recommendation could serve as a readily available 
guideline for implementing and evaluating inclusion in ECEC settings with measures to target structure, process and outcome 
of quality services. For example, the Recommendation envisions that children are at the centre of ECEC practices, and are 
viewed as different from each other, and bringing unique characteristics and strengths that should be valued and taken into 
consideration by ECEC settings. The Recommendation also emphasises the broader role of ECEC in promoting inclusive society, 
for example, by recognising families and local communities as the most important partners in ECEC and by allowing for flexible 
career pathways that favour the inclusion of staff from disadvantaged groups. The Recommendation also refers to the role 
of ECEC in heterogeneous societies: for example, ECEC services can serve as meeting places for families, for learning both the 
language of the service and the first language, and for socio-emotional learning of values such as rights, equality, tolerance 
and diversity.

In addition to the Recommendations by the Council of the European Union, the Joint Report of the Council and the 
Commission on the implementation of the Education and Training 2020 Strategic Framework (2015)54 reaffirms 
inclusive education as a priority area and promotes ‘laying the foundations for more inclusive societies through education – 
starting from an early age’ [italics added].
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Inclusion in quality ECEC: how does it work 
in practice?  
While the previous sections demonstrate the importance 
of inclusion in early years and ECEC quality, and how this is 
reflected in the EU policy context, further efforts to understand 
the function of inclusive quality ECEC include how inclusion 
is implemented in ECEC, and how this in turn strengthens the 
quality of ECEC. This section will provide such information, 
by summarising findings from recent EU-level projects on 
inclusive quality ECEC. 

The Inclusive Early Childhood Education (IECE) project 
(2015–2017)56 was funded by the Commission and carried 
out by the EASNIE. It aimed to identify, analyse and promote 
the main characteristics and factors (facilitators and barriers) 
of quality inclusive early childhood education for all children 
in European countries.57 To do so, the project carried out a 
literature and policy review, collected and analysed national 
policy and practice in relation to inclusive early childhood 

BOX 4. EXAMPLE LEGISLATION FOR INCLUSIVE ECEC IN EUROPEAN MEMBER STATES

Below are examples of laws and national policies on inclusion in ECEC, as implemented in some EU Member States. The 
examples are drawn from the EASNIE’s Legislation Updates, which are based on the analytic framework developed through 
the Country Policy Review and Analysis project.55 

Czech Republic’s Education Act (2004) reinforced the trend towards the inclusion of pupils –including pre-
primary groups – with special education needs in mainstream school; in general, the emphasis is on integration. 
The revised legislation in 2018 guarantees that pre-primary education is free of charge in the year prior to 
compulsory education. For children with special needs, there is no time limit for free pre-primary education.

Estonia introduced a new recommendation in the Pre-Primary Child Care Institutions Act (2018) that a local 
government may form integration groups that include children with special needs together with other children. 

Hungary’s National Public Education (2012) updates the previous rule requiring learners with special 
educational needs to be educated partly or completely with peers and learners in the same pre-school group, 
by adding pedagogical assistance services (e.g. mobile network of specialist educators) to support learners 
with special educational needs. 

Portugal has enacted legislation making disability discrimination in education unlawful since 2008. But since 
2018, the country’s new School Inclusion law enacts a legal framework for including students with and without 
disabilities in education, moving away from a rigid focus on clinical categorisation of disability to inclusion of 
all learners from early childhood. 

Sweden introduced Education Act (2019) to guarantee early support for learners in pre-primary and primary 
school, expanding the previous initiatives for older age groups. The Act also strengthens and extends the right 
to pre-primary education in national minority languages. Sweden has also enacted a Discrimination Act (2017) 
which will help pre-schools to prevent discrimination with the participation of learners and professionals.

education, and conducted case-study visits. The three main 
conclusions and new contributions from the IECE project 
were as follows. 

First, high-quality inclusive early childhood education services 
were guided by an inclusive vision and worked towards 
inclusive goals. Participation was a key outcome for inclusive 
early childhood education in the cases examined and the 
literature reviewed (Box 5). 

Second, the IECE project produced a Self-Reflection Tool (Box 
6) – a monitoring tool for ECEC staff to reflect on inclusive 
practices.58 Self-reflection is often the most meaningful way 
of evaluating early years practices,59 especially if done as 
shared activities and conversations among colleagues.60 
Professionals and stakeholders can use the tool to gain a 
picture of inclusiveness of an ECEC setting, and to describe, 
formulate and prioritise areas for improvement of inclusive 
ECEC practice. The tool is a non-copyright material and is 
available in over 20 languages from the EASNIE website.
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BOX 5. PARTICIPATION IS A KEY OUTCOME OF INCLUSIVE QUALITY ECEC

From an inclusion perspective, the most important and meaningful 
outcome of quality ECEC is that all children participate. Participation 
entails both processes of ‘being there’ (attendance) and ‘being engaged’ 
(involvement) in social environments (e.g. friendship) and physical and 
learning environments.61 The 2013 Recommendation in Investing in 
Children62 supports the participation of all children in play, recreation, 
sport and cultural activities both in and outside of schools. 

Related to this, the Hear our Voices! project (2012–2014), funded 
by the Fundamental Rights & Citizenship Programme of the EU,63 
developed support mechanisms for promoting participation of children 
with intellectual disabilities in their communities, including school setting 
and child-care services.64 One of the tools developed – Participating in 
My Life: Hear My Voice! – describes participatory mechanisms and 
examples for child-centred planning.

BOX 6. SELF-REFLECTION TOOL DEVELOPED FROM THE IECE PROJECT FOR INCLUSIVE ECEC PRACTICES 

The Self-Reflection Tool for inclusive ECEC practices consists of eight indicator areas:

The tool provides examples of probing questions to evaluate within each indicator area. For example, for ‘Overall welcoming 
atmosphere’, one might ask: Do all children and their families feel welcome? How do the setting’s leaders promote a 
collaborative and inclusive culture? How does the setting reflect and value the diversity of the local community? How are 
children enabled to feel that they belong to the peer group?

Depending on specific ECEC contexts, these questions can be adapted and the use of the tool can be repurposed. Before 
asking these questions, it is also recommended to think about the purpose of self-reflection and, based on the answers to 
the questions, to summarise necessary changes and their priorities.

Overall welcoming 
atmosphere

Inclusive social 
environment

Child-centred 
approach

Child-friendly physical 
environment

Materials for 
all children

Opportunities for 
communication for all

Inclusive teaching and 
learning environment

Family-friendly 
environment

Third, the IECE project developed a new framework 
to support policymakers and practitioners in planning, 
reviewing and improving quality ECEC provision using 
inclusion as a guiding principle. The framework places the 

outcome-process-structure model, which underpinned the 
Quality Framework for ECEC, into an ecological systems 
model, offering a holistic view to examine a child’s learning 
and development within communities and broader society. 
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As a result, the new framework identifies five levels at 
which inclusion can be implemented to aspects of quality 
ECEC: 

participation as a key outcome of inclusive ECEC; 

promoting outcome through child-centred 
processes; and supporting the process at 

ECEC; 

community; and 

regional/national levels. 

Drawing on analyses of 32 European inclusive early 
childhood education settings, the IECE project provides 
examples of inclusive practices that promote quality of 
ECEC at the five levels.65 ISOTIS – meaning equality and 
fairness in Greek – an EU-funded project from 2017–2019, 
also provides examples of inclusive practices in ECEC 
and shares them through virtual learning tools (e.g. app, 
online courses).66 In addition to these examples, a report is 
expected to be published by summer 2020 through the ET 
2020 Expert Group on ECEC to provide concrete examples 
and advice on implementing inclusive ECEC.   

Summary 

Inclusion in education is an ongoing process of removing 
barriers that prevent some learners to participate in quality 
education. This policy memo demonstrates that inclusive ECEC 
could further the goal of inclusive education, by ensuring that 
inclusion begins early in the trajectory of lifelong learning. 
There is still a significantly low enrolment level to ECEC in 
Europe,67,68 and evidence suggests low access to quality 
ECEC for children from disadvantaged backgrounds, such 
as families of low socio-economic status.69,70 Importantly, 
examples from European inclusive ECEC practices have 
shown how inclusion can be linked to quality ECEC practices. 
In this regard, through joint efforts to implement inclusion in 
ECEC practices, we can hope that quality ECEC provides a 
critical step towards building a more cohesive and inclusive 
European society. 
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& Bellour, F. (eds), ‘Inclusive Early Childhood Education: 
An analysis of 32 European examples’, European 
Agency for Special Needs and Inclusive Education, 
Odense, Denmark, 2016.

20 Vandenbroeck, M., ‘Chapter 5: Ethnic diversity and 
social inclusion in ECCE in Europe’, in Investing against 
evidence: the global state of early childhood care and 
education, UNESCO, Paris, 2015, pp. 105–118.

21 Odom, S.L. et al., ‘Preschool inclusion in the United 
States: A review of research from an ecological systems 
perspective’, Journal of Research in Special Educational 
Needs, Vol. 4, Wiley, Bridgewater, NJ, 2004, pp. 17–49.

22 Nutbrown, C. & Clough, P., ‘Citizenship and inclusion 
in the early years: understanding and responding to 
children’s perspectives on “belonging”’, International 
Journal of Early Years Education, Vol. 17, Taylor & 
Francis Group, London, 2009, pp. 191–206.

23 UN Department of Economic and Social Affairs, 
‘Leaving no one behind: the imperative of inclusive 
development’, United Nations, New York City, 2016.

24 ‘Inclusive education: The way of the future – Final 
Report’, UNESCO, Paris & International Bureau of 
Education, Geneva, 2008.

25 Ibid.

26 Hippe, R., Araújo, L. & Dinis da Costa, P., ‘Equity 
in Education in Europe’, Publications Office of the 
European Union, Luxembourg, 2016.

27 ‘Inclusive Education’, 2008, op. cit.

28 ‘Inclusive Education’, 2008, op. cit.

29 ‘Inclusive education: Knowing what we mean’, The 
Open University. Retrieved 6 May 2020:  
https://www.open.edu/openlearn/education/
educational-technology-and-practice/educational-
practice/inclusive-education-knowing-what-we-
mean/content-section-3.3 

30 Van Driel, B., Darmody, M., Kerzil, J., ‘Education 
policies and practices to foster tolerance, respect 
for diversity and civic responsibility in children and 
young people in the EU’, NESET II report, Publications 
Office of the European Union, Luxembourg, 2016. doi: 
10.2766/46172.

31 Kennedy, A.S., ‘Promoting the Social Competence 
of Each and Every Child in Inclusive Early Childhood 
Classrooms’, in Farland-Smith, D., Early Childhood 
Education, IntechOpen, 2018. doi:10.5772/
intechopen.80858.

32 Schoolwide Integrated Framework for Transformation, 
‘Research Support for Inclusive Education and SWIFT’, 
2017. Retrieved 6 May 2020:  
http://www.swiftschools.org/sites/default/files/
Research%20Support%20for%20SWIFT%202017.
pdf 

33 Szumski, G., Smogorzewska, J. & Karwowski, M., 
‘Academic achievement of students without special 
educational needs in inclusive classrooms: A meta-
analysis’, Educational Research Review, Vol. 21, 
Elsevier, Amsterdam, 2017, pp. 33–54.

34 ‘Who uses childcare? Inequalities in the use of formal 
early childhood education and care among very young 
children’, OECD, Paris, 2016.

35 Petitclerc, A. et al. ‘Who uses early childhood education 
and care services? Comparing socioeconomic selection 
across five western policy contexts’, International 
Journal of Child Care and Education Policy, Vol. 11, 
SpringerOpen, 2017, p. 3.

36 ‘Does Pre-primary Education Reach Those Who 
Need it Most?’, OECD, Paris, 2014. doi: https://doi.
org/10.1787/5jz15974pzvg-en

37 Samardzic-Markovic, S. ‘Inclusion from the start: 
guidelines on inclusive early childhood care and 
education for Roma children’, UNESCO, Paris & Council 
of Europe, Strasbourg, 2014.

38 Bove, C. & Sharmahd, N., ‘Beyond invisibility. Welcoming 
children and families with migrant and refugee 
background in ECEC settings’, European Early Childhood 
Education Research Journal, Vol. 28, Routledge, 
Abingdon, 2020, pp. 1–9.

https://www.eurofound.europa.eu/publications/report/2015/social-policies/early-childhood-care-accessibility-and-quality-of-services
https://www.eurofound.europa.eu/publications/report/2015/social-policies/early-childhood-care-accessibility-and-quality-of-services
https://www.eurofound.europa.eu/publications/report/2015/social-policies/early-childhood-care-accessibility-and-quality-of-services
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/inclusive-education-knowing-what-we-mean/content-section-3.3
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/inclusive-education-knowing-what-we-mean/content-section-3.3
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/inclusive-education-knowing-what-we-mean/content-section-3.3
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/inclusive-education-knowing-what-we-mean/content-section-3.3
http://www.swiftschools.org/sites/default/files/Research%20Support%20for%20SWIFT%202017.pdf
http://www.swiftschools.org/sites/default/files/Research%20Support%20for%20SWIFT%202017.pdf
http://www.swiftschools.org/sites/default/files/Research%20Support%20for%20SWIFT%202017.pdf


10

PDF ISBN: 978-92-76-18706-6 doi: 10.2767/503255 Catalogue number: KE-02-20-326-EN-N

39 Cloney, D., Cleveland, G., Hattie, J. & Tayler, C., 
‘Variations in the availability and quality of early 
childhood education and care by socioeconomic status 
of neighborhoods’, Early Education and Development, 
Vol. 27, Taylor & Francis Group, London, 2016, pp. 
384–401.

40 Stahl, J.F., Schober, P.S. & Spiess, C.K., ‘Parental socio-
economic status and childcare quality: Early inequalities 
in educational opportunity?’, Early Childhood Research 
Quarterly, Vol. 44, Elsevier, Amsterdam, 2018, pp. 
304–317.

41 Owens, A., ‘Inequality in Children’s Contexts: Income 
Segregation of Households with and without Children’, 
American Sociological Review, SAGE Journals, 2016. 
doi: 10.1177/0003122416642430.

42 Cooper, M. & Pugh, A.J., ‘Families Across the Income 
Spectrum: A Decade in Review’, Journal of Marriage 
and Family 82, National Council on Family Relations, 
Saint Paul, MN, 2020, pp. 272–299.

43 Janta, B., van Belle, J. & Stewart, K., ‘Quality and 
impact of Centre-based Early Childhood Education and 
Care’, RAND Corporation, Santa Monica, 2016.

44 Fontaine, N.S., Torre, D.L. & Grafwallner, R., ‘Effects of 
quality early care on school readiness skills of children 
at risk’, Early Child Development and Care, Vol. 176, 
Taylor & Francis Group, London, 2006, pp. 99–109.

45 Magnuson, K.A. & Waldfogel, J., ‘Early childhood care 
and education: Effects on ethnic and racial gaps in 
school readiness’, The Future of Children, Princeton 
University, Princeton, NJ, 2005, pp. 169–196.

46 Epley, P.H., Summers, J.A. & Turnbull, A.P., ‘Family 
outcomes of early intervention: Families’ perceptions 
of need, services, and outcomes’, Journal of Early 
Intervention, Vol. 33, SAGE Journals, 2011, pp. 201–
219.

47 Guralnick, M.J., ‘Why early intervention works: A 
systems perspective’, Infants and Young Children, Vol. 
24, Wolters Kluwer, Philadelphia, PA, 2011, p. 6.

48 Sandbæk, M., ‘European Policies to Promote Children’s 
Rights and Combat Child Poverty’, International Journal 
of Environmental Research and Public Health, Vol. 14, 
MDPI, Basel, 2017.

49 Frazer, H. & Marlier, E., Investing in Children: Breaking the 
Cycle of Disadvantage - A Study of National Policies, 
Synthesis Report, Publications Office of the European 
Union, Luxembourg, 2014. Retrieved 6 May 2020:  
https://ec.europa.eu/social/
BlobServlet?docId=11667&langId=en 

50 Jordan, V. & Prideaux, R., ‘Access to Quality Education 
for Children With Special Educational Needs’, European 
Platform for Investing in Children (EPIC), Publications 
Office of the European Union, Luxembourg, 2018.

51 Ebersold, S., Schmitt, M.J. & Priestley, M., ‘Inclusive 
education for young disabled people in Europe: trends, 
issues and challenges’, ANED, University of Leeds, 
2011.

52 Council Recommendation on High-Quality Early 
Childhood Education and Care Systems, Council of the 
European Union, Brussels, 2019.

53 Directorate-General for Education and Culture, 2014, 
op. cit.

54 Joint Report of the Council and the Commission on 
the implementation of the strategic framework for 
European cooperation in education and training (ET 
2020) — New priorities for European cooperation in 
education and training, Council of the European Union 
& European Commission, Brussels, 2015.

55 ‘Country Policy Review and Analysis Work’, European 
Agency for Special Needs and Inclusive Education, 
Odense. Retrieved 6 May 2020:  
https://www.european-agency.org/news/country-
policy-review-and-analysis-work  

56 ‘Inclusive Early Childhood Education’, European Agency 
for Special Needs and Inclusive Education, Odense. 
Available at:  
https://www.european-agency.org/projects/iece 

57 Participants were two experts per the EASNIE’s 
member countries: Austria, Belgium (French-speaking 
community), Croatia, Cyprus, Czech Republic, Denmark, 
Estonia, Finland, France, Germany, Greece, Hungary, 
Iceland, Ireland, Italy, Latvia, Lithuania, Luxembourg, 
Malta, Netherlands, Norway, Poland, Portugal, Slovakia, 
Slovenia, Spain, Sweden, Switzerland and the United 
Kingdom (England, Northern Ireland, Scotland and 
Wales).

58 ‘Inclusive Early Childhood Education Environment Self-
Reflection Tool’, European Agency for Special Needs 
and Inclusive Education, Odense, 2017.

59 Marbina, L., Church, A. & Tayler, C., ‘Victorian Early Years 
Learning and Development Framework Evidence Paper: 
Practice Principle 8. Reflective Practice’, Department 
of Education and Early Childhood Development, 
Melbourne, 2010.

https://ec.europa.eu/social/BlobServlet?docId=11667&langId=en
https://ec.europa.eu/social/BlobServlet?docId=11667&langId=en
https://www.european-agency.org/news/country-policy-review-and-analysis-work
https://www.european-agency.org/news/country-policy-review-and-analysis-work
https://www.european-agency.org/projects/iece


1110

Produced for the European Platform for Investing in Children (EPIC), May 2020. 
Authors: Susie Lee and Barbara Janta

Correspondence: epic@rand.org
This document has been prepared for the European Commission however it reflects 

the views only of the authors, and the Commission cannot be held responsible for any 
use which may be made of the information contained therein.

Luxembourg: Publications Office of the European Union, 2020 
© European Union, 2020 

Cover image: © Adobe Stock
Reuse is authorised provided the source is acknowledged. The reuse policy of 

European Commission documents is regulated by Decision 2011/833/EU (OJ L 330, 
14.12.2011, p. 39). For any use or reproduction of photos or other material that is not 
under the EU copyright, permission must be sought directly from the copyright holders.

PDF ISBN: 978-92-76-18706-6 doi: 10.2767/503255 Catalogue number: KE-02-20-326-EN-N

60 Lundqvist, J. & Bodin, U.L., ‘Inclusive Classroom 
Profile (ICP): a cultural validation and investigation 
of its perceived usefulness in the context of the 
Swedish preschool’, International Journal of Inclusive 
Education, Vol. 0, Taylor & Francis Group, London, 
2018, pp. 1–17.

61 ‘Early childhood inclusion: A joint position statement 
of the Division for Early Childhood (DEC) and the 
National Association for the Education of Young Children 
(NAEYC)’, Division for Early Childhood, Missoula, MT 
& National Association for the Education of Young 
Children, Washington, DC, 2009.

62 Commission Recommendation of 20 February 
2013 on Investing in Children: Breaking the Cycle of 
Disadvantage, European Commission, Brussels, 2013.

63 ‘Fundamental Rights and Citizenship Funding 
Programme’, European Commission, Brussels. 
Available at:  
https://ec.europa.eu/justice/grants1/
programmes-2007-2013/fundamental-citizenship/
index_en.htm 

64 ‘Hear Our Voices!’, Inclusion Europe, Brussels, 2014. 
Retrieved 6 May 2020: http://www.childrights4all.eu 

65 Kyriazopoulou et al., 2016, op. cit.

66 Homepage, ‘ISOTIS’, Inclusive Education and Social 
Suport to Tackle Inequalities in Society. Retrieved 6 
May 2020:  
https://www.isotis.org/en/home/ 

67 Buysse et al., 2009, op. cit.

68 Molinuevo et al., 2015, op. cit.

69 Odom et al., 2004, op. cit.

70 Nutbrown & Clough, 2009, op. cit.

mailto:epic%40rand.org?subject=
https://ec.europa.eu/justice/grants1/programmes-2007-2013/fundamental-citizenship/index_en.htm
https://ec.europa.eu/justice/grants1/programmes-2007-2013/fundamental-citizenship/index_en.htm
https://ec.europa.eu/justice/grants1/programmes-2007-2013/fundamental-citizenship/index_en.htm
http://www.childrights4all.eu
https://www.isotis.org/en/home/



