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Main Recommendations

1. Compulsory training on disability equality in education for all staff
2. Showcases of Good Practice 

3. Tutors to be trained in listening skills

4. Tutors trained and expected to facilitate relationships between students 
5. Regular support visits to tutors from line managers

6. Improved communication between tutors and care assistants/key workers 

7. Improved communication between the Employment Service, Social Services and X

8. A focus group of disabled users of the service to be formed

9. Clear progression routes for disabled students
10. Clear timetabling of classes

11. Classes open to everyone

Introduction

Disability Equality in Education (DEE) provides training and consultancy for education workers at all levels to challenge attitudes and change practice in colleges and other educational establishments.   DEE is committed to the inclusion of disabled students at all levels of education.  We are an educational charity that has grown out of the pioneering work of Richard Rieser and Micheline Mason and their publication ‘Disability Equality in the Classroom: A Human Rights Issue’. This work is based on the idea that the treatment of disabled people in education is an issue of equality and basic human rights.  DEE works from the position that barriers in environment, attitude and organisation are the problem rather than disabled people’s impairments.         

Since 1997 DEE has delivered over 800 Disability Equality In Education training courses to over 18,000 people in educational and other related establishments all over the UK and as far away as Egypt, India, Stockholm, Morocco, Greece and Italy.  DEE has a growing national and international reputation for good quality training and consultancy work that challenges attitudes and changes practice.

The 1996 Tomlinson Report set out to make Inclusive learning a lynch-pin of the Further Education Sector:

“Central to all our thinking and recommendations is the approach towards learning, which we term ‘inclusive learning’, and which we want to see adopted everywhere.  We argue for it because it will improve the education of those with learning difficulties but believe it is also true that such an approach 

would benefit all and, indeed, represents the best approach to learning and teaching yet articulated.”
Professor John Tomlinson, ‘Inclusive Learning’, pub the FEFC 1996

The Learning and Skills Council has stated a commitment to fulfilling the vision of the Tomlinson Report and the Adult Learning Inspectorate judge adult education on its ability to deliver inclusive teaching and resources (amongst other criteria).  

The Disability Rights Commission has highlighted the following statistics:

· Only 8% of disabled people have a degree level qualification, compared to 17% of non disabled people

· Disabled people are five times as likely as non-disabled people to be out of work and claiming benefits.  Currently this represents 2.9 million people.

· Disabled people are twice as likely as non-disabled people to have no qualifications whatsoever

Labour force Survey, Winter 2001/02 ONS

Given that adult education is often a first port of call for people entering academic or working life, it is important that X recognises its responsibility towards disabled people and their life aspirations and choices.

The L.B. of XX is a non-inclusive borough in terms of its services (including education) to disabled people.  Most disabled children in XX attend special schools and have little experience of a non-segregated environment.  It is important to contextualise this report against that backdrop.  Disabled people (particularly those with learning difficulties) in XX are not used to being and are not expected to be part of mainstream education.  DEE believes this is a fundamental human rights issue that needs to be challenged and changed but recognises that change is a process and cannot take place overnight.  

In May and June 2003, Disability Equality in Education undertook a consultancy exercise and disability audit of X to: 

1. Look at how the Service is working for disabled users;  

2. Highlight good practice; and  

3. Make recommendations for improvement where needed.

Methodology

We agreed with X staff to conduct the consultancy exercise and disability audit by undertaking three main activities:-

· An initial training/consultation exercise with tutors teaching discrete classes

· Two training days on the Special Educational Needs and Disability Act/Inclusion of disabled adults for the whole staff.

· Class visits to a mixture discrete and mainstream classes
Six members of DEE staff worked on the audit.  

· Chris O’Mahony


· Michelle Daley

· Sasha Callaghan

· Kay Malko

· Lois Keith

· Sue Rickell

All six were involved in the two training days, Chris O’Mahony and Lois Keith were involved in the initial consultation and conducted the class visits together with Sasha Callaghan.  This report was prepared by Chris O’Mahony.

The report uses examples of practice witnessed in class visits to highlight:

· Existing good practice

· Practice needing improvement

· Practice needing to be thought about and reviewed

· Practice that needs radical change

The examples in this report are a mixture of direct quotes from visitors’ notes (in which case they are encased in speech marks) and observations made subsequently.

1.  An initial training/consultation exercise with tutors teaching discrete classes

The purpose of this session was to ascertain what perspectives the tutors held and how they felt about the existing provision for disabled students.  We asked tutors about their hopes and fears for discrete provision in the service.  They drew up the following lists on flipcharts.

	Hopes

1. “That students enjoy attending and keep coming

2. That off site classes are maintained

3. That X continues to offer a wide range of quality classes

4. That the national curriculum may generate the creation and provision of useful and interesting materials

5. That classes have a learner centred approach
	Fears

1. That all discrete classes become absorbed into mainstream classes

2. We lose students due to lack of facilities

3. That discrete classes will lose empathetic, skilled and sympathetic teachers

4. That disabled people are only seen as part of a group or label”




Tutors were anxious that the Disability Audit exercise could be used to target particular tutors negatively and to close down classes.  We agreed that the report would not name any tutors directly but would comment on the provision in a general way, using anonymous examples, and make recommendations for improvement where necessary.  

2.  Two training days on Inclusion of disabled adults in mainstream education for the whole staff.

We delivered two whole day training sessions on disability equality in education and duties under the Special Educational Needs and Disability Discrimination Act  (SENDA) 2001.  

Training was based on the social model of inclusion where disabled people are viewed as disabled by society, rather than by their impairments.  (More information on the social model and medical models of disability can be seen in the attached “DEE Post Schools:  Further Education & Adult Education Course Book”, pages 35-40).  This report refers to “disabled people” throughout, rather than “people with disabilities” because this is the term that Disabled People International have adopted as a political statement to describe the condition of being disabled by society.

The first day’s training was extremely well received and we had very positive feedback forms.  The second day was not so popular, although by and large the feedback was positive.   

Although these sessions were open to all staff (approximately 300) only 40 people attended (roughly 20 on each day).  
RECOMMENDATION:

Disability equality in education training should be compulsory for all X staff.

3.  Class visits to a mixture of discrete and mainstream classes

We had intended visiting 27 classes but were only able to visit 17 because it was so difficult to establish the timetable.  Discrete classes were often not listed in the brochure.  Staff were not clear which classes were actually happening, where they were held, who was teaching them or their timing (this was particularly the case with off site classes).  We spent time tracking down some classes only to find that the time had changed, the class had closed, moved venue or never started.  This was frustrating for us as visitors and is probably equally frustrating for users of the Service.

A standardised class visit form was used by all three visitors (see attached)

The subjects of the courses we visited included:  

· Numeracy and IT

· Crafts 

· Basic Skills 

· Skills for life

· Textiles

· Massage

· Woodwork

· Dressmaking 

· Basic Skills/Crafts 

· Singing

· Art

· Sewing

At the initial consultation session, tutors developed the following list of criteria that contribute towards good practice in adult education for disabled people:

WHAT CONTRIBUTES TOWARDS GOOD PRACTICE IN ADULT EDUCATION FOR DISABLED PEOPLE?

1. Good range of classes available 

2. Initial assessment of students

3. Monitoring and responding to individual needs

4. Maintaining learning

5. Asking/enabling students to identify their own support needs

6. Enough support staff to be able to work one to one.

7. Tutors that behave responsibly within support classes

8. Specialist equipment and adaptations to existing equipment 

9. Additional funding and support workers available for disabled  students in mainstream classes

10. Different assessment techniques

DEE added the following criteria:

11.  Students are treated respectfully as adults

12.  Students are encouraged and supported to form social connections with other students in the class and in the Service

This report’s findings from class visits were measured against the above criteria as follows:
3.1  A good range of classes available

There was certainly a range of interesting classes for students to attend but it is important to look at people’s motivation for coming.  Quite a lot of students told us that they wanted to get a job.  It is questionable whether the available classes are likely to lead to paid work and whether students are being misled into believing it a possibility.  By and large, students attended the discrete classes at someone else’s suggestion.  Some of the responses we had to “Whose idea was it for you to come?” included: 

· My sister

· Job Centre

· Family

· Key Worker

· Can’t remember (in the same class for five years)

· Guidance Project

· Care worker in Care home

· My mum (a crèche worker at the centre)

· Tutor in another class
We only met one disabled student (attending a variety of mainstream classes) who said that coming to classes was entirely his own idea.
EXAMPLE ONE – needs thinking about and reviewing 

“None of the three students interviewed said that it was their own idea to come to class.  Their reasons for coming included “it’s boring at home”, “I like the people in the class”, and “I enjoy woodworking”.   One student said  “I am 

bored with adult education - I want a job but my key worker makes me come to classes.””

Some students who had continued to attend the same class for more than one year had positive reasons for doing so:

EXAMPLE TWO  – good practice

One student said:  “I’ve been coming since September, I’ll be coming back next year because you don’t learn it all in one year – you know, your kids are sick and things.  You need to keep doing it.”  Another student in the same class had been coming for two years, since retiring.  She had been very nervous at first and it was her first experience of education since leaving school at 14.  It had taken over a year for her to settle but she was now beginning to feel proud of what she made and old people at her club wanted to buy things from her.

Clearly the flexibility allowed to these students ensured that they were able to really benefit from the class.  In other situations, however, it was felt that this flexibility was being abused and that students were staying on because they were too loyal to leave the tutor, or didn’t have a clear progression route to follow.  

3.2  Initial assessment of students

Some tutors were clearly very conscientious about this, whilst others were less so. It wasn’t always clear what tutors had learned from initial assessment and whether what they learned was actually being used in teaching the students.  

RECOMMENDATION 

· that aims and objectives of initial assessment are very clearly laid out and followed 

· that all tutors carry out an initial assessment of all students every year, even if the student has undertaken the class before

· that information gained at initial assessment is clearly used to inform practice and content for that student

· that students involved in the process of assessment have it clearly explained in a way that is meaningful to them and have their opinions sought and recorded.

3.3  Monitoring and responding to individual needs

This relates to (3.2) above.  Again, some tutors were very conscientious and listened carefully to their students’ issues and concerns, whilst sticking to the curriculum.  Others stuck rigidly to lesson plans in a way that made it hard for individual students’ concerns and issues to inform the process.  

EXAMPLE THREE – needing improvement
At one discrete basic skills class for people with learning difficulties, the tutor had planned a session about sugar.  She used this to talk about weight control, where sugar came from, how high sugar cane grew, etc.  She produced learning resources, including a tactile globe and different types of sugar that could be seen by the class and touched by the visually impaired student.  The class was a discrete class for people with learning difficulties.  On the face of it, this could have been a good class.  However, one student had just come back to the class after a spell away in hospital.  She very much wanted to talk about what had been happening to her and why she had been in hospital. She mentioned that the hospital considered she was diabetic.  This would have fitted in with the tutor’s original plan, had the tutor allowed her to talk about it.  However, the tutor dismissed all her attempts to do so, and stuck to the lesson plan.  The visitor felt that this was unnecessarily rigid.   An interesting session could have been developed drawing on each individual’s experiences with regard to the health service without deviating from the aim of improving basic skills.  Indeed, a range of social sight vocabulary could have been introduced and the tutor could have stuck with her aim of talking about weight control (as a health issue) as part of the session.  As it was, the students in the class appeared uninterested in sugar as a subject and did not respond enthusiastically.  The visitor asked the students whose idea it had been to study sugar and was told that the tutor had decided.

Other tutors were much more flexible: 

EXAMPLE FOUR – good practice 

One craft class was aimed at producing a particular type of greeting card.  This class was targeted at people over fifty but also had one younger woman with learning difficulties.  The tutor supported the young woman to make a different type of card relating to a recent bereavement.  The tutor listened sympathetically and helped the young woman to produce a card that was appropriate without disrupting the rest of the class.  She was also able to ensure that the young woman was not marginalised despite being on a different task.

EXAMPLE FIVE – good practice

“Learning activities were differentiated to meet the needs of individual students.  The students were fully involved and consulted about what happened in the class…”

3.4 Maintaining learning

It was hard to judge whether this was happening – one visit is not enough to make an objective judgement.  However, it is likely that those tutors who took time and trouble to look closely at their students’ skills and record them properly were more able to judge for themselves whether or not their students’ learning was being maintained.  

EXAMPLE SIX – good practice

One craft class had an individual profile for each student under headings:  Box Making, Picture Framing, etc.  Students were all working on individual projects and the tutor devised her own profiles for students.  All the paperwork was up to date.  

This particular class was based in a residential home for older people, although not all the students lived on site.  Some had come to the class from mainstream courses.  Although some people had been coming for almost ten years, the tutor continually found new things to do with them.  Most were engaged in learning new skills and were proud to show off what they were achieving.  

3.5 Asking/enabling students to identify their own support needs

Many disabled people (particularly those with learning difficulties) find it difficult to identify their own support needs and need help to practise making demands.  It’s often a question of ‘not knowing what you need until you know what there is’.  

For instance, many disabled people are not aware that they are entitled to Disability Living Allowance, Direct Payments, Motability payments, Personal Assistance, etc.   In particular, those students who have been in segregated provision all their lives are often not aware that they have any choices or that there is any way in which they can be expected to exercise or communicate those choices.  DEE felt that a great deal of work needs to be done on training tutors to help students with learning difficulties express their thoughts, feelings, aspirations and desires. When disabled people are supported to claim Direct Payments and employ their own support workers, change comes about.  It may be a useful class for the Service to develop.  

We witnessed a lot of occasions where students were told what they needed and help was offered or imposed on the tutor’s terms, rather than the students’.   There were exceptions:  

EXAMPLE SEVEN – GOOD PRACTICE

In one excellent discrete class for students with severe learning difficulties and other impairments the tutor went to a lot of trouble to identify and develop her students’ communication systems (not all of them were verbal) as well as their artistic and creative abilities. 

“She was clear about their individual and collective learning goals.  She knew each of the students well and her interactions with them were warm and friendly but professional.   She kept very detailed up-to-date checklists of skills 

for each student.  As well as listing skills for art, the checklist looked at how the students interacted with the wider world of the service, e.g.  “Is able to ask for own drink in canteen”, “Is able to offer correct money, check change, etc.”, “Is able to express choices”,  “Preferred communication system” etc.  Students were encouraged and expected to make decisions about their own art projects.  The tutor brought in a range of stimulus material to facilitate this and supported students in developing decision making skills.  All students were expected to display their work to each other and to give and receive feedback from other students in the class.  The tutor demonstrated and communicated to the students a genuine belief in their skills as artists.  Both tutor and support worker (who are artists in their own right) treated the students’ work respectfully and modelled this for them, supporting each of them to keep a portfolio, take work home and display it.”  

However, her work was being undone outside of the service:

“The tutor mourned the fact that workers in the students’ Care Homes do not appear to value the students’ artwork.  Her efforts to get the students to appreciate themselves as artists are not being supported outside the class.    She had a ‘big picture’ view of the learning environment that enabled her to see that the learning was not just what went on inside the classroom, but extends to every aspect of the students’ lives. “  
Another tutor came from a very different perspective

EXAMPLE EIGHT – needing change of attitude

(the tutor) “… maintained that his students were not capable of making choices or evaluating their own work. This attitude permeated his dealings with his students.  The students were not being given adequate support or 

attention to make or indicate choices because the person whose job it is to support this work had already decided that they were incapable of so doing.”
3.5  Enough support staff to be able to work one-to-one

There were some classes where this was possible but is it really necessary, or even desirable?  In example 7, above, for instance, there was only one support worker - a ratio of 2 to 7, despite the high level of physical and communication support needed by some students. The tutor and support worker were so well in tune and so committed to the principles of equality that there was no real difficulty for them in offering attention and support.   This contrasted with some classes where there were a lot of support workers available.   Some tutors tended to leave the teaching to the individual support worker, rather than create proper teacher/student relationships with the students.  

EXAMPLE NINE – needing improvement

In one IT class there were five students, two support workers and an assistant teacher, plus the class teacher - a ratio of 4 to 5.  The class teacher did not appear to be taking any notice of what was going on with the students he did not directly work with.  In fact, one was producing a very good visual diary, supported by his care home assistant.  This activity appeared to be relevant and interesting to the student but was being carried out completely separately from the teacher and the rest of the class.  It appeared that the student was in the class just to have access to the IT equipment, something that could be provided anywhere.  The care assistant was clearly able to work independently with the student and with no direction from the tutor.  The student was not interacting with other students and came and left with his care assistant.  …The atmosphere was convivial but the banter was between carers and tutors rather than between students.

EXAMPLE TEN – needs thinking through

“There was an over reliance on the support workers generally.  The students and support workers obviously knew each other very well and at times were working in a very similar way to how they do in school.  I believe this created a barrier between the students and tutor.”

Thoughtful tutors, with lower numbers of staff, used the available support creatively and effectively to ensure that students got enough attention.

EXAMPLE ELEVEN – good practice

In a discrete crafts class, where there was a ratio of 2 to 7, the tutors ensured that support needs were met by pairing students up and offering facilitation when required.    This practice supported the development of independent learning and interaction between students far more effectively than the example above.  The tutors also divided activities between them efficiently.  As one taught the whole group, the other facilitated students on an individual basis. 

This was a well-run class.  The tutors had done a lot of preparation and thought about what they wanted the students to achieve.  The students were enthusiastic and motivated.  They all had folders of work and were happy to show them.  The atmosphere was positive – the tutors gave lots of praise when students did well and encouragement when mistakes were made.  The tutors worked hard to ensure that students worked collaboratively. 

It would appear that two tutors, working well together, can be more valuable to the students’ learning than a 1:1 ratio

.

EXAMPLE TWELVE – Needs improvement

In a class where there was a ratio or 6:9, there was over-dependence on support workers.  Tutors gave tasks for individual students to support workers to do with them but did not monitor the students’ learning.

3. 7  Tutors that behave responsibly within support classes

We understood this to mean that tutors take responsibility for everything that goes on in the class.  By and large, the better tutors did this.  However, we did see examples where tutors were not taking responsibility for the whole class and, in particular, one example of dangerous practice around health and safety:

EXAMPLE THIRTEEN – needs radical improvement

A workshop for students with learning difficulties involved 9 students, 2 tutors and 4 support workers.  Students were either working on textiles or woodwork.  The two tutors worked separately.  Students were kept waiting for long periods, for example, one student received no tuition until 11.00 a.m., despite having arrived at 10.00 a.m., when the class was supposed to start.  The only task this student performed throughout the two-hour class was to remove two pieces of masking tape from a wooden item.    Resources were good but were often used inappropriately.  

There was a dangerous disregard for health and safety (e.g. trailing electric leads in the woodwork area, equipment - including power tools - left on the floor and on a chair near to where a visually impaired student was sitting). 

The other tutor in this workshop did not appear to be taking responsibility for the students, either:  

EXAMPLE FOURTEEN – needs improving

“Students sat around a table alongside their support workers and the tutor rarely commented on, or observed their work.  She worked with a single student 1:1 for much of the session.

Recommendation

That tutors are made aware that they are responsible for the whole learning environment and for every person in the class, regardless of how many support workers are available. 

3.8 Specialist equipment and adaptations to existing equipment

It is important to ask disabled people what resources help and what they need.  It is also useful to have a basic stock of equipment that could be used for a number of different people (e.g. hearing loops, portable ramps, trackball mouse and key guard for IT.  Height adjustable tables could be ordered as a matter of course when renewing classroom furniture, etc.)  Equipment needs to be checked and serviced regularly and tutors need to be able to access it easily.    A system needs to be developed for this.

Some tutors are very creative about using what is available (e.g. in a sewing class at another service, a visitor had seen the tutor move two tables slightly apart and clamp an embroidery frame for a wheelchair user across the gap, thereby enabling the student to get her wheelchair in close and reach the tapestry.  Small creative adaptations for individuals are easy to make if the tutor listens and watches carefully, e.g.: 

· putting a series of rubber bands around the handle of a pen/paintbrush/ screwdriver, etc. to make it easier to grip; 

· ensuring that you always face the class and that everyone can see you when talking (even in exercise classes)

· describing pictures/reading the words on OHTs you are showing, etc.

· asking the class generally (every week) if anyone has any access needs before starting

· producing handouts on computer so that they can be easily enlarged or adapted for different people

EXAMPLE FIFTEEEN - good practice
“There was a high standard of work and a lot of adapting to meet different physical and learning needs.  The tutor would not ‘do’ for the students what they could do for themselves, even if it was quicker, e.g. thread needles, set up sewing machine, etc.  A truly mixed ability and mixed attainment class.”

Some tutors either did not have access to necessary adaptations or were unaware that they might be needed:
EXAMPLE SIXTEEN – needs improving
In a mainstream class, two visually impaired people were preparing for a performance that evening.  One of the students did not know the words of the song properly and the tutor kept telling him that he had to learn them by that evening.  The student told the visitor he had not been offered a Braille version of the words and that this was making it difficult for him.  Nevertheless, he was confident he would know the words in time for the performance.  The tutor did not have time to discuss the class visitor so DEE was not able to ascertain whether she was able to access Brailling facilities in the Service.

Whilst specialist equipment can be useful, the visitors have seen enough examples of it being misused, underused, or overused to be a little suspicious of non-disabled people’s reliance on it.  Specialist equipment can be used to distance the disabled person from the rest of the class, or to justify more discrete courses rather than inclusion in the mainstream, so we urge the use of caution in ordering/developing extra resources for disabled people.  

3.9  Additional funding and support workers available for disabled students in mainstream classes 

Most tutors seemed unaware of learning support facilities within the service, or unsure of how to access them.  This could be easily addressed if there a clear procedure is put in place and everyone is made aware of it.  Obviously, it is important that management see to it that all avenues of funding for disabled students are being utilised.

One way of funding additional support workers could be to close discrete classes and redirect the freed up funding into supporting disabled students in mainstream classes.  However, it is important that having support workers available for does not encourage class tutors to give up responsibility for teaching the disabled students, leaving them and their support workers working separately from the rest of the group.  This increases the marginalisation of disabled students, rather than supporting inclusion.  (See also remarks in 3.7 above)

3.10 Different assessment techniques, 

Those tutors who were conscientious about assessment did offer a variety of assessment techniques, e.g.: Skills checklists; Assessment through observation and discussion of progress; Self-assessment; Photographic assessment; Completion of task; Student satisfaction with product; etc.

Conscientious tutors tended to ask students which assessment methods they preferred and involved them in giving feedback to each other.  In some cases assessment could have been more formalised – it appeared that some students were not even aware that assessments were made.   

In order to develop good practice tutors should be encouraged and required to develop a range of assessment techniques that could be employed at every session.  Students need to know they are progressing and need to have clear feedback on their work. 

EXAMPLE SEVENTEEN – good practice

“Learning was assessed continuously through recapping, questions and answer, worksheets…The students were fully involved and consulted about what happened in the class and the tutors used a variety of teaching strategies.”

EXAMPLE EIGHTEEN – good practice

“The tutor communicated positively with the students throughout the first part of the session, offering praise and encouragement to the group as a whole.  The students were encouraged to look at each other’s work and to applaud it.  

The tutor worked to ensure that all of the students were included in this activity.”

In one class a visitor witnessed some very unhelpful interaction around feedback.

EXAMPLE NINETEEN – needs to be addressed

In one class the visitor witnessed the tutor telling one student over and over again that she was too advanced to be in that class and that she should be moving on to a higher level.  The reasons for the tutor’s statement were never clearly laid out and the student was reluctant to move.  The student tried several times to say that she didn’t have the confidence to go on to another class but this was ignored.  Meanwhile, the other students in the class were offered absolutely no feedback on their skills and abilities.  The situation seemed to be developing where one student was seen as a ‘star’ and the others were being made to feel that they were less important than the more advanced student.  

Many students with learning difficulties suffer from low self-esteem

EXAMPLE TWENTY – needs to be redressed

 “At break time I talked with S. She said she had trouble with her confidence ‘"because I've been told I'm a dumb cow’.”
Not many students are able to articulate their feelings as clearly as in the above example, nevertheless, it is important that the tutor takes on a duty to contradict these negative messages and encourage students to look at themselves and their learning abilities in a more positive light.

3.11 Students are encouraged and supported to form social connections with other students in the class and in the Service

Disabled people are often isolated and marginalized in mainstream society and ghettoised in discrete provision.  We believe it is an equal opportunities issue to seek to redress this imbalance.  Tutors need to understand that it is part of their job to facilitate relationships between students in their classes and between disabled students and the wider college community. (See also example 7 above)

We did see some very good examples of this:

EXAMPLE TWENTY-ONE  – good practice

“The tutors communicated positively with the students at all times, encouraging student involvement and ensuring that everyone participated in discussion.”
It was harder for students to connect well with each other when tutors and support workers talked to each other rather than with the students:

EXAMPLE TWENTY TWO – needs thinking about”

There was very little interaction between students – most was between the support workers.  I wondered if it was really helping the students to develop as a group – they were so quiet and passive.”
Some tutors talked about themselves and their lives a lot, assuming that students were interested.  They did not, however, display an equal level of interest in their students’ lives.  This made it hard for students to talk about  their lives and interests with any degree of confidence.  This behaviour reflects an underlying and widely held belief that that disabled people’s lives are very narrow and they can only derive vicarious enjoyment from hearing about other people’s lives rather than concentrating on, or talking about, their own.

EXAMPLE TWENTY THREE – needs thinking about

“None of the students seemed connected to each other or talked to each other in the break.  The tutor talked a lot about her life.  The students talked only to her, not each other.  More work needs to be done on building connections between the students.”

3.12 Students are treated respectfully as adults
This was true only in some cases.

EXAMPLE TWENTY-FOUR – good practice

“(the tutor) …was very positive about the students - talking about them as artists, rather than people with learning difficulties and had a ‘can do’ rather than a ‘can’t manage’ vision of them.”

Adults with learning difficulties are often routinely treated in disrespectful ways or as if they were children.   It is an important part of equal opportunities practice that tutors redress this mistreatment by modelling a respectful adult relationship at all times with all students.  One set of interactions was particularly disturbing to witness.  In this example the visitor’s reflections on what she witnessed are written in italic.  

EXAMPLE TWENTY FIVE – needs thinking about 

“ X. arrives – Tutor tells him to take off his hat before talking to me.  Throughout the class the tutor nagged at the same student about taking his coat off. (Visitor’s Question: would a tutor do this to a student who did not have learning difficulties or would the student be allowed to decide for himself whether or not he wants to keep his hat and coat on?)”

… People tended to talk over each other, all addressing the tutor directly. The tutor talked at the students a lot but didn’t listen enough. (Visitor’s comment: it was as if the students were competing for ‘Mummy’s’ attention and the tutor is colluding with this behaviour)   

The tutor acted on assumptions about students’ prior learning, e.g. she told the students:  “You don't know what ‘a gramme’ is”.  This could have been phrased as a question; ‘ Does anyone know what a gramme is?’

The tutor was very insistent about diets and losing weight, telling the students what they should/shouldn’t eat  (Visitor’s questions:  do they want to be on a diet or is this her issue?  Who has chosen the topic?   
Is this the job of a basic skills class?  Have these students agreed to have their weight monitored and commented on?)  She has brought in packets of ready-made meals to show the sugar content and discourage them from eating (Visitor’s question:  Has she asked/does she know what they like to eat?  Is she assuming that they eat unhealthily?)    

Resources offered to students did not always reflect adult interests or content:

EXAMPLE TWENTY SIX  – needs improvement

The lesson seemed unfocused and it was not clear what the tutor was trying to achieve.  One student was transcribing a children’s book that he had brought from home on to the computer.  Two others were transcribing sentences from what looked like a very old ESOL handout, e.g.  

“John has a dog on a very long lead”/”Freddie is climbing a tree”/”Joe is playing on a swing”/”Mary is pushing a pram”/It is a normal day The purpose of this task was not clear – were students learning to input data, manipulate the mouse, use the keyboard, or read? When one student finished the worksheet he was given a context cue worksheet that was very dry and uncreative.  Students appeared to follow directions without much understanding of what they were doing or why.

EXAMPLE TWENTY SEVEN –needs improvement

“There was a lot of material drawn from children's sources, nothing from the students’ own experiences, The students were given an autobiographical piece written by a tutor (obviously very old) and told to punctuate it. 

A piece of student writing (or their own writing, typed out without punctuation) may have been more relevant to their lives and more interesting for them to read.”

We saw many examples of students not really being listened to (as detailed above):

EXAMPLE  TWENTY EIGHT

“Although students in this workshop were addressed respectfully, i noticed that tutors and support staff often talked amongst themselves without involving the students, thus underscoring the imbalanced power relationships in the class.”

Some tutors made unnecessarily personal comments to and about students and breached confidentiality in front of the visitors without pause or thought.

Recommendations

· Tutors need training in listening skills

· Tutors need to be consciously aware of the power of their position and their professional duty not to abuse this power or breach confidentiality
4. Conclusion

X needs to institute some radical changes and shifts in perspective to help disabled people in XX achieve a more equal status in the Service and in society generally.   DEE recognises that these changes cannot happen in isolation and that they will take time.  However, it would be helpful to think about and develop strategies for moving the Service forward in the following ways:
4.1 Attitudinal Change and Curriculum changes
X has a large number of disabled students using its services.  Most of those we saw had a label of “learning difficulties”.  DEE considers that X has a responsibility towards those students that involves thinking about their whole lives and getting the students to think about them, rather than just what goes on in the classroom.  

As a Borough, XX has practised (and continues to practise) a policy of offering segregated education in special schools to children with learning difficulties.  This means that many disabled school leavers are not adequately prepared for the labour market or for living as independent adults when they finish compulsory schooling.  As a result, they are left “kicking their heels” at home with relatives who would prefer them to be contributing to the family income and to have a job.  Most adults with learning difficulties also yearn for the status of a job and for financial independence.

X could play a useful role by developing courses that deal with establishing genuine skills for genuine work opportunities.  However, it would be unhelpful to develop courses that assume (as is often witnessed) disabled people are only interested in working in horticulture, catering, or shelf-filling.   

People with learning difficulties can be successful in a number of different occupations.  DEE is aware of people with learning difficulties who: work in  performing arts, are at universities, completing a PhD, training teachers, work with information technology, work in offices, develop advocacy skills for other people with learning difficulties, etc.  People with learning difficulties need to be listened to very carefully and encouraged in their ambitions no matter how unrealistic they may appear to a non-disabled person.  There are many examples of disabled people being told they could never expect to achieve anything and then going on to complete several degrees.  One notable example is that of disabled young man who was told he was completely stupid at his Special School.  On leaving that school he went to a mainstream Further Education college that spotted his potential and encouraged him to apply to Oxford University.  When he arrived at Oxford, he wrote to the teacher who had so abused him, telling him of his success.  The teacher wrote back:  “I don’t believe you D.  You always were a liar.”  This particular man is now a top lawyer, fighting for disability rights, has won several awards, written several books and is currently a nominee for Human Rights Lawyer of the Year, up against non-disabled people.

RECOMMENDATION

X could support disabled people to take their place in the world by developing courses such as:

· Developing independent living skills, 

· Accessing rights and benefits, 

· Assertiveness, 

· Dealing with day to day living, 

· Independent travel,

· Sex and relationships

· Disability history

· Disability Studies, etc.

However, no amount of course development will radically alter the lives of disabled adults in X without attitudinal change on the part of X staff.  We saw many patronising attitudes and disempowering practices in place.  In the same way that the Black people’s liberation and Women’s liberation issues have been supported, disabled people’s liberation issues need to be taken seriously.  

Recommendations

· DEE recommends whole staff training in disability equality to enable a sea change in attitude to take place.

· Forming links with strong groups of disabled activists (e.g. Newham Centre for Independent Living and People First) would help staff to see disabled people as they really are.

4.2 Transport to and from X

The transport arrangements for bringing disabled students to X are not well organised or orchestrated.  Many classes started late or finished early due to the vagaries of the current system.    

We saw students being delivered late and having to leave early in nearly every class we visited.

EXAMPLE THIRTY – needs improvement

“The transport situation is not acceptable.  The taxi bringing one of the students is either very late or, as happened during this session, arriving nearly thirty minutes before the class was due to finish…The early arrival was apparently an over-compensation for all the times the pick up taxi has arrived late – the tutor complained and now they come far too early.”

This issue needs to be addressed urgently and non-disabled people need to give it time and attention.  Disabled people need advocates who will take up transport issues on their behalf.  Poor transport is a hugely important issue for many disabled people and seriously exacerbates their feelings of low self-esteem.  X and Social Services are in a strong consumer position in relation to transport.  This power should be exercised and improvements demanded.  DEE visitors were told that there are disputes between social services and education about who is responsible for transporting students to class.  This needs to be resolved.  X could also set up independent travel classes to teach disabled students how to access public transport and thence have more control over their lives.

4.3 Actual Tuition Time 

Although some of the late class starting times were due to poor transport arrangements, we also witnessed late starts due to poor organisation on the part of tutors.  Visitors witnessed tutors setting up equipment, waiting for other students to arrive, or just generally chatting for the first 10-15 minutes of class 

time.    Given that there was at least a 15-20 (often longer) tea break and many of them were collected early, this reduced the tuition time by up to an hour for some students.  One example details a student being kept waiting for an hour before any tuition was offered to him, despite being on time for the class.  We feel this is not acceptable.  Students cannot be expected to take themselves and their studies seriously if their time is so lightly disposed of in this way. 
In one class a student arrived 56 minutes late at 1.56 p.m.  Tea break was taken from 1.58 to 2.40 p.m.  

This student only received 24 minutes of tuition time. 

4.4 Line Management of Discrete courses

Some of the tutors we met felt let down by the changeover from having an LDD department to management by individual departments:

“She had been disappointed by the change from being part of a department for students with LDD to becoming part of the Art department.  Although she had been in favour of the move, expecting that her students would be more included within the college, she found that the opposite was true.  She felt that she and the class had been ignored and sidelined by the Art department and wished that someone would visit, support and acknowledge the work she and her students are doing.”
Recommendation

Curriculum managers need to take on their responsibilities towards discrete courses and investigate, visit and support them.

4.5 Availability of Resources

Some tutors appeared unaware of how to access resources for their classes, saying that there was no budget available.  If it is true that there is no funding for resources (see also Example twelve above), this needs to be addressed urgently.   It is not acceptable for tutors to be out of pocket or for students to fund the classes with their work.  If, however, it is just a case of tutors not knowing how to access resources or funding for their classes this is a management issue and should also be addressed forthwith.

EXAMPLE:  Needs thinking about

“Although neither complained about this; both tutors ran craft course without any budget for materials!  Both appeared to supply many expensive materials; - yarn; cotton; needles; tapestry canvas; fabric; entirely from their own resources”

5.  DETAILED RECOMMENDATIONS

5.1  Compulsory training on disability equality in education for all staff (including support staff such as caretakers and receptionists.  

5.2  Showcases of Good Practice 

Tutors who are delivering to high standards asked to ‘Model’ their teaching.  Arrangements could be made for other tutors to observe and learn from them.

5.3 Tutors to be trained in listening skills

As one of the groups in this society who get listened to least, it is really important that people with learning difficulties are enabled and empowered to use their voices.  We have a lot to learn from them.

It is a very precise skill to be able to listen effectively to people who are not used to being, or don’t expect to be, listened to.  Students need to be very thoughtfully encouraged to express themselves.  Self-advocacy organisations, such as People First, can help to train tutors in listening skills.  

5.4 Tutors trained and expected to facilitate relationships between students as part of the curriculum

Tutors need to understand that it is part of their job to facilitate relationships between students in their classes and between disabled students and the wider college community.  Training in group dynamics and group management skills may be helpful for this.  

5.5 Regular support visits to tutors from line managers

It is important that tutors teaching disabled students do not become sidelined within the Service.  Regular visits are important and can highlight training 

needs.  They increase morale and can be used to identify issues before they become problems.  Curriculum managers should be expected to develop and report on strategies for including disabled people in mainstream classes. 
5.6  Improved communication between tutors and key workers 

Tutors need to take primary responsibility for the relationships in the classroom, including their relationships with key workers.  They need to be assertive with key workers and prepare classes that include everyone.  They need to communicate the purpose of the class to the key workers and students  and model the X equal opportunities perspective.

5.7  Improved communication between the Employment Service, Social Services and CLASS

Strategies need to be developed to ensure that Disabled people and people with Learning Difficulties in Waltham Forest are given genuine opportunities to learn skills for work and that there are genuine opportunities for work.  The Borough to develop the means to ensure that those people are able to grow into adults who are included in and contributing to their communities.  This is especially important for adults who have been educated in special schools.

5.8  A focus group of disabled users  and ‘Friends of the Service’ to be formed

A useful link with a Centre for Independent Living (e.g. Newham CIL) could be made to help with consciousness-raising and basic rights information. Disabled people need support to develop skills that will empower them to influence the content, delivery and style of the offer CLASS is making to them

5.9   Clear progression routes for disabled students

Progression routes need to be available to students but should not be rigidly enforced.  There are sometimes good reasons for students staying in the 

same class.  What does need to be enforced is a route for students to progress within the same class and evidence that they are doing so.  Tutors need to justify reasons for students re-doing classes as a pedagogical decision rather than a convenient time or place for the transport to drop people off, or because the student ‘feels comfortable’ there.
5.10 Clear unambiguous timetabling of classes

A centralised record of when and where courses are happening and who is teaching them needs to be kept.  Accurate information needs to be put into the brochure and class changes need to be kept abreast of.  DEE noticed was that some tutors just made their own arrangements with off-site venues, fitting the class into the venue’s programme rather than communicating with CLASS.  This is a line management issue and needs to be addressed.  

5.11 Classes open to everyone

If disabled people are ever to be included fully in the wider society, non-disabled people need opportunities to get to know them and mix with them.  Adult education is a useful forum for this.  In schools where inclusion is practised, the educational results improve for pupils of all abilities, not just disabled students.  DEE visitors did not witness much to support the case for discrete courses.  Better or worse practice depended mostly on the commitment and abilities of the tutor rather than on whether the class was mainstream or discrete.  The major difference lay in a strong commitment to equal opportunities and the ethos of the tutor.    

Chris O’Mahony

Training Coordinator

Disability Equality in Education

October 2003
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