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Partnerships: A Journey Toward Inclusion

Moscow, Arkhangelsk, Ukhta, St. Petersburg, Tomsk
Initial Training Session 23rd to 27th April 2008

                            MOSCOW 

                  Training delivered by 
           Disability Equality in Education 
                 Trainer: Richard Rieser

Perspektiva will serve as lead partner and Moscow regional implementer, Disability Equality in Education (DEE) will serve as EU partner.  Regional Russian partners include: Arkhangelsk Society of Deaf , Ukhta Society of Disabled People,  St Petersburg Parents Association of Children with Hearing Impairments and the Tomsk Movement for Access to Higher Education for Disabled People.  Funded by European Union.
DEE 

Disability Equality in Education (DEE) is a small non-governmental organisation that provides training, consultancy and resources to improve the position of disabled people in the education system and all public services. 

DEE provides training for Disability Equality and Inclusion delivered by experienced disabled trainers. Our work is based on the Social Model of Disability and the empowerment of disabled children, young people and adults. DEE views the development of inclusive education as a human right. DEE is a disabled-led, not-for-profit company and charity.
DEE started work in the UK training more than 90,000 educationalists and 550 disabled people, but increasingly provides training for inclusion and implementing Article 24 UN Convention on the Rights of People with Disabilities around the world including Europe, Mauritius, India and Argentina.

Recently DEE has delivered training on inclusive education to disabled people, parents and government officials from 8 Southern African Countries: Botswana, Lesotho, Malawi, Mozambique, Namibia, Swaziland Zambia and Zimbabwe. This was followed by a tour of the provinces in South Africa with 5 regional seminars.

Richard Rieser is a teacher by profession and a disabled person. Richard has taught for 26 years in secondary and primary schools and was a Local Authority Advisor on inclusive education. Richard is the Director of Disability Equality in Education which he founded. Richard was in New York at three of the Ad Hoc meetings which negotiated the UN Convention on the Rights of People with Disabilities.

Disability Equality in Education Unit 1M, Leroy House 436 Essex Road London  N1 3QP          E-mail info@diseed.org.uk  Website www.diseed.org.uk Telephone  +44(0)020 7359 2855     Fax  +44  (0)20 7354 3372 

P e r sp e k t i va  Mi ss i o n S tat e m e n t

Perspektiva aims to promote independence and an improved quality of life for disabled

people in the Russian community. We are committed to:-
• Building the capacity of grassroots disability organizations working for equal rights

  and an improved quality of life for people with disabilities;

• Assisting people with disabilities and their families to acquire new skills and knowledge

  to become fully participating members of society, and to gain equal access to

  mainstream education and employment;

• Educating professionals, officials, parents, students, employers and other members

  of the community about disability issues to break down physical and psychological

  barriers that disabled people face.
Regional Society of Disabled People "Perspektiva"8, 2-Frunzenskaya str., Moscow,119146, RussiaTel-fax: 8(495)245-68-79, 8(495)363-08-39, 8(499)242-50-94      E-mail: office@perspektiva-inva.ru 
Programme
Wednesday 23rd April 
9.00                Introductions

                       Aims of Training 

                       Ice Breaker 

10.00             What is disability-Models of Disability 

                      Traditional, Medical and Social                     
                      Activity on the models

11.00             Break 

 11.30            Identifying the Barriers to Inclusive Education in 

                      Russian Cities

12.30 - 2.00   Lunch

 2.00              Examples of Inclusive Practice in UK, India and Africa.

 3.00              What is Exclusion, Segregation, Integration and 

                      Inclusion in Education?

                     Activity

4.00              Break 

4.30              The Dream- What would an inclusive school be like in 
                     Russia

5.30              Evaluation/End

Thursday 24th April 
9.00              Warm Up Activity -The Language We Use to Describe 

                     Disability  

                     Discussion

10.00            Where do negative ideas to disabled people come from?

11.00            Break

11.30             What needs to be done to achieve our dream 

                      school?                                  

12.30-2.00     Lunch

2.00               Skills Audit - What skills and experience do we each
                      bring to the task work in city groups and then share 

                      with whole group.

3.30-4.00      Break

4.00              The history of the struggle for inclusive education in the    

                      UK
                      What is relevant to Russian experience?

 5.30              Evaluation/End

Friday 25th April 
9.00              International Treaties and the UN Convention on the 

                     Rights of People with Disabilities .
                     What are Human Rights?

11.00-11.30 Break
11.30           What is a good working  Definition of Inclusive Education?
                    Group Activity

12.30-2.00   Lunch

2.00             What is an inclusive pedagogy or philosophy and 

                    practice of teaching? Presentation and examples.

 3.30-4.00    Break  

 4.00             Developing a checklist for inclusive teaching and learning

 5.30             Evaluation/End

Saturday 26th April
 9.30             Inclusion As the intentional building of relationships-   

                     circles of Friends and MAPS 

11.00 -11.30 Break

11.30            Parents and Inclusion

                     Writing a leaflet for parents, teachers, teacher trainers,  

                     officials, media  to  promote inclusion

 1.00-2.30     Lunch  

 2.30            Collaborative Teams what they should and should not do.

3.00             Working as a Team what are our strengths and 
                    weaknesses?
3.30-5.30     Developing a Plan for Inclusive Education in Your City

 5.30            Evaluation and End

Sunday 27th April 
 9.30             Presentation of the Plan to Municipal Officials-Role Play

11.15-11.30 Break

11.30           Evaluating the Plans

12.00          Where do we go from here?

 1.00           Final Evaluation

 1.15           Lunch and Farewells.

1. Overall objective(s) and specific objectives of the project: 
1.1 To strengthen the capacity of NGOs,  disabled people and their families in the national Education for All Coalition, to promote the full inclusion of all children with disabilities into mainstream schools in close partnership with local professionals.
1.2 To raise awareness about inclusive education at both the national and local levels. Inclusive education is essential to ensure that every disabled child or child with special education needs has the same chances as their non-disabled peers.   
1.3 To strengthen the ties between key stakeholders by establishing multidisciplinary teams of professionals and activists in 5 regions that will collaborate locally and nationally to develop and promote inclusive schools.  
2. Aim & Objectives of this course

To build the capacity of disabled people, parents of disabled children and their allies’ e.g. supportive teachers, administrators and sympathetic educationalists, in Russia, to understand, advocate and help deliver inclusive education.

3. Objectives of the Course

3.1 Understand the disability rights agenda and its relationship to education

3.2 Explore and understand the social model of disability and how it relates to inclusive education

3.3 To examine what actually works in inclusive education around the world and apply it to the Russian context

3.4 Understand the barriers which currently exist to prevent inclusive education and understand the solutions, the political actions necessary at national, regional level and local level

3.5 Understand the dynamics of developing inclusive education within a school/classroom

3. Ice Breaker: Who is visible and who is invisible in Society?

Inclusion is based on human rights and the right to be valued as a human being regardless of social status, ethnicity, gender or impairment.

You will be given one of the following cards you must group yourselves on one side of the room if you are visible and on the other side of the room if you are invisible.
Doctor

Refuse Collector

Bus Driver

Physiotherapist

Gardener

Politician

Teacher

Head of Large Corporation

School Cook

Head Chef in a fashionable restaurant

Factory Worker

School Cleaner

Fashion Model

Policeman

Army General

Farm Worker

Engineer

University Professor
Homeless Person

Someone with Autism

TV Presenter

Person with Learning Difficulties

Parent looking after home and family

Blind Person

Electrician

President of country

Nurse

Dentist

Journalist

Make others as needed.

Discuss with participants. Now think about schools.

Who is visible in a school and who is invisible?

One way to define inclusion is to value everyone equally.

4. Traditional, Medical & Social Models

4.11 Traditional Model. For thousands of years disabled people were seen as freaks, outcasts, punished by the Gods, super human, evil or figures of fun. These ideas still shape many of the stereotypes that dominate our media and influence the curriculum. In some cultures and religions these ideas still have a hold. Disabled people were often just accepted as members of their families and few distinctions were made, except at times of social unrest when disabled people were scapegoated e.g. witch hunts. With the coming of industrial production a new way of thinking about disability emerged. Utilising the new knowledge of the Enlightenment, medical doctors sought to cure and rehabilitate - those who were incurable were often locked away in institutions. The focus was on the impairment, or within person factors, and if the individual could not adjust to ‘normal society’ they were excluded.

4.12 Medical Model. The ‘medical model’ sees the disabled person as the problem. We are to be adapted to fit into the world as it is. If this is not possible, then we are shut away in some specialised institution or isolated at home, where only our most basic needs are met. The emphasis is on dependence, backed up by the stereotypes of disability that call forth pity, fear and patronising attitudes. Usually the impairment rather than the needs of the person are focused on. The power to change us seems to lie within the medical and associated professions, with their talk of cures, normalisation and science. Often our lives are handed over to them.

4.121Other people’s assessments of us, usually non-disabled professionals, are used to determine where we go to school, what support we get and what type of education, where we live, whether or not we can work and what type of work we can do and indeed whether or not we are born at all or are even allowed to procreate. Similar control is exercised over us by the design of the built environment presenting us with many barriers, thereby making it difficult or impossible for our needs to be met and curtailing our life chances. Whether it is in work, school, leisure and entertainment facilities, transport, training and higher education, housing or in personal, family and social life, practices, and attitudes disable us.  Powerful and pervasive views of us are reinforced in the media, books, films, comics, art and language. Many disabled people internalise negative views of themselves that create feelings of low self-esteem and achievement, further reinforcing non-disabled people's assessment of our worth. The ‘medical model’ view of us creates a cycle of dependency and exclusion, which is difficult to break.

4.122‘Medical model’ thinking about us predominates in schools where special educational needs are thought of as resulting from the individual who is seen as different, faulty and needing to be assessed and made as normal as possible. If people were to start from the point of view of all children’s right to belong and be valued in their local school we would start by looking at ‘what is wrong’ with the school and looking at the strengths of the child. This second approach is based on ‘social model’ of disability thinking which views the barriers that prevent disabled people from participating in any situation as what disables them. The social model arises from defining impairment and disability as very different things. Defectology is an extreme application of the medical model.
4.2 Social Model. Impairment and chronic illness exist and they sometimes pose real difficulties for us. The Disability Movement comprises those disabled people and their supporters who understand that they are, regardless of their particular impairment, subjected to a common oppression by the non-disabled world. We are of the view that the position of disabled people and the discrimination against us are socially created. This has little to do with our impairments. As a disabled person you are often made to feel it's your own fault that you are different. The difference is that some part, or parts, of your body or mind are limited in their functioning. This is an impairment. THIS DOES NOT MAKE YOU ANY LESS OF A HUMAN BEING. But most people have not been brought up to accept us as we are. Through fear, ignorance and prejudice, barriers and discriminatory practices develop which disable us. The understanding of this process of disablement allows disabled people to feel good about themselves and empowers us to fight for our human rights.

4.21 The Disabled People's Movement believes the 'cure' to the problem of disability lies in the restructuring of society. Unlike medically based 'cures', which focus on the individual and their impairment, this is an achievable goal and to the benefit of everyone. This approach referred to as the 'social model' suggests those disabled people’s individual and collective disadvantage is due to a complex form of institutional discrimination as fundamental to our society as sexism, racism or tribalism.
4.22 The obsession with finding medically based cures, distracts us from looking at causes of either impairment or disablement. In a worldwide sense, most impairments are created by oppressive systems - hunger, lack of clean water, exploitation of labour, lack of safety, child abuse and wars. Clearly, this thinking has important implications for our education system, particularly with reference to primary and secondary schools. Prejudicial attitudes toward disabled people and, indeed, against all minority groups, are not inherited. They are learned through contact with the prejudice and ignorance of others. Therefore, to challenge discrimination against disabled people we must begin in our schools.

4.23 Our fight for the inclusion of all children, however 'severely' disabled, in one, mainstream, education system, will not make sense unless the difference between the 'social' and the 'medical' or individual model of disability is understood.

4.3 Definitions. In the last 35 years disabled people coming from a human rights perspective have sought to make sense of their experiences of segregation, isolation and the discrimination. They have put forward a new rights based approach founded on ‘social model thinking’ which views the barriers of environment, attitude and organisation as the cause of disabled peoples unequal position in society. The following definitions have now been adopted:

4.31This new movement of disabled people make a distinction between impairment and disablement. 
“Impairment is the loss or limitation of physical, mental or sensory function on a long-term and permanent basis.

“Disablement is the loss or limitation of opportunities to take part in the normal life of the community on an equal level with others due to physical and social barriers.” – Disabled People’s International, 1981

 “Disabled People” include people with: physical impairments; sensory impairments (deaf people, blind people); chronic illness or health issues including HIV and AIDS; and all degrees of learning difficulties and emotional and behavioural problems. It also includes people with hidden impairments such as epilepsy, diabetes, sickle cell anaemia; specific learning difficulties such as dyslexia, speech and language impairments, children labelled as 'delicate'; people who identify as 'disfigured'; people of diminutive stature and people with mental distress. All are excluded by barriers though not all have impairments.
4.32 The UN Convention on the Rights of People with Disabilities says
Preamble
“Recognizing that disability is an evolving concept and that disability results from the interaction of persons with impairments and attitudinal and environmental barriers that hinders their full and effective participation in society on an equal basis with others.” 

Article 1
Is to promote, protect and ensure full and equal enjoyment of all human rights and fundamental freedoms by all persons with disabilities and to promote respect and inherent dignity.

Persons with disabilities include those who have long term physical, mental, intellectual or sensory impairments which in interaction with various barriers may hinder their full and effective participation in society on an equal basis with others.
4.4 .Medical /Social Model thinking in schools
	MEDICAL MODEL THINKING
	SOCIAL MODEL THINKING

	Child is faulty
	Child is valued

	Diagnosis
	Strengths and needs defined by self and others

	Labelling
	Identify barriers and develop solutions

	Impairment becomes focus of attention
	Outcome based programme designed

	Assessment, monitoring, programmes of therapy imposed
	Resources are made available to ordinary services

	Segregation and alternative services
	Training for parents and professionals

	Ordinary needs put on hold
	Relationships nurtured

	Re-entry if normal enough OR permanent exclusion
	Diversity welcomed and child is included
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to disabled children at school

Society remains unchanged
	Society evolves


(Adapted from M. Mason 1994, R. Rieser 2000)

4.5  .Medical /Social Models

4.51 The Medical Model

[image: image4.png]FALS MEDICAL MODE
““m ASSESSMENTS





CHILD DEVELOPMENT TEAM

SURGEONS

[image: image5.wmf][image: image6.wmf]Barriers 

to disabled children at school



SPECIALISTS

SOCIAL WORKERS

[image: image7.jpg]



GPs






SPECIAL

[image: image8.png]SCHOOL

FURTHER EDUCATION
\ EMPLOYMENT
LEISURE
FRIENDS

SUPPORT
WIDER COMMUNITY

SPECIAL SCHOOL
S~

WALL




[image: image9.emf][image: image10.emf]

DOCTORS




TRANSPORT

[image: image11.jpg]IEPCIIEKT]

T2




[image: image12.png]Tix Tale Fores Bepeins & Aoy

Whatis e
Story?
History?

W e
Plan of Action
oavoid e
Nighmare and v
‘make e Dream

Whatare e
Person's Needs?
Vst do e

Watis e
Person

Good

sengts,








EDUCATIONAL 

SPEECH
PSYCHOLOGISTS

THERAPISTS

OCCUPATIONAL 

THERAPISTS



SPECIAL SCHOOLS






TRAINING CENTRES


BENEFITS AGENCY





SHELTERED WORKSHOPS

DISABLED PEOPLE AS PASSIVE RECEIVERS OF SERVICES

 AIMED AT CURE OR MANAGEMENT

---------------------------------------------------

4.52 The Social Model

LACK OF USEFUL EDUCATION
DISCRIMINATION IN EMPLOYMENT


INACCESSIBLE ENVIRONMENT



SEGREGATED SERVICES

DE-VALUING

POVERTY



PREJUDICE








‘BELIEF’ IN THE







MEDICAL MODEL



INACCESIBLE 


INACCESSIBLE

TRANSPORT


INFORMATION

DISABLED PEOPLE AS ACTIVE FIGHTERS FOR EQUALITY

 WORKING IN PARTNERSHIP WITH ALLIES

4.6 Activity on Traditional /Medical /Social Models of Disability
· Make the 24 statements below into 24 statements on cards

· Mix up the cards

· Get groups to sort them under three headings: Traditional, Medical and Social Model Views

24 Statements
4.61Traditional View

You are a freak of nature

You should be a penitent sinner

You should not be allowed to have children

You are like that because your parents did something wrong

Its bad karma

I feel pity for you

You are a child of the devil and evil

You are in-educable

4.62 Medical Model View

If you try really hard you could be normal

If we operate you will be able to walk again

You are ill and need a psychiatrist

You must go to a special school and have specialist therapy

You will never be able to have a sexual relationship

You will always have the mental age of a 5 year old.

If they are allowed to breed they will weaken the gene pool.

Equality is treating everyone the same

4.63 Social Model View

We have the right to be different

We see what you can do, not what you can’t

Work at a pace and in a way that suits you

This building needs to be made accessible

Equality is giving people what they need to thrive.

You have the right to be a wife and a mother

Your views are important

Inclusive education for all.

5. Identifying Barriers for Disabled People

A good starting point for training on Disability Equality or Inclusive Education is to identify all the barriers in the environment, attitude and organisation of your neighbourhood or school .  Barriers in the society or education system of which it is part can be included. This can be done for any group  of excluded  pupils- street children, refugees, girls. Here we will examine barriers for disabled children.

Barriers are those environments, attitudes, behaviours and ways of organising which disadvantage those with impairments.


5.1 Instructions.  

Split into 6 groups ( 1-6 below). Supply with fat felt tip and supply of rectangular card. Thought storm and identify as many barriers as you can for disabled pupils.  You can use the checklist  at  5.2  to help you write one barrier per card. Stick up to construct a wall.

As the groups are filling in the cards, make sure they are writing down only barriers, not solutions and only one per card. Collect them up as the groups are working and stick them with tape, pins or blue-tac to a  wall to construct a surrogate wall. 

When the groups have finished working down the checklist and no more cards are being produced the first part of the activity is finished.

Now read out all barriers to the whole group. Then ask three questions.

Do the barriers you have identified cut across the different impairment groups?

Are they broadly similar for each group?

Are the barriers beyond the child?

Now redistribute the barrier cards and get groups to identify solutions. How many cards you distribute will depend on the time available.

These solutions can become the basis of a school inclusion action plan if you are working with one school.
5.2 Identifying Barriers in schools 

What barriers does your school pose for pupils who:

(1) Are Blind or have a visual impairment

(2) Are Deaf or have a hearing impairment

(3) Have a mobility impairment and/or use a wheelchair

(4) Have a significant Learning Difficulty

(5) Have been labelled as autistic
(6) Have hidden impairments including speech and language, sickle cell, epilepsy, diabetes or HIV?

Consider the following areas:

5.21.Physical Barriers – Lack of access:

5.212.In the building environment…

5.213. In communication…

5.214. In equipment…

5.22.Barriers in people's attitudes:

5.221  Staff…

5.222  Pupils…

5.223  Parents…

5.224  Other professionals…

5.225  Local Politician, Governors, Community
5.23.Barriers in organisations:
5.231 Curriculum Content

5.232 Curriculum Testing and exams

5.233. Admissions

5.234. School Policies

5.235. Government policies

5.24. Barriers caused by disabled peoples low self –esteem and sense of worth
5.3 Summary sheet of Barriers




6.1 Examples of Inclusive Practice in UK, India and Africa.
Implementing the Disability Discrimination Act in Schools and Early Years in England.

This project was carried out by Disability Equality in Education for the Government. The resulting films and a training pack were made available free to all state schools.
· Sent out to 9000 schools. Received nearly 400 nominations

· 54 LEA’s nominated schools

· Chose a mix of schools

· Visited 41 schools for filming-3DVDs & CD Rom

· Gained many examples of reasonable adjustments

· Now available 1 free copy per school. You have to send in for it. Implementing the Disability Discrimination Act in Schools and Early Years

· Available from the Stationary Office in UKL and DEE.

We will look at Essential Viewing which gives a range of adjustments for disabled pupils.

6.2 The Early Years settings in Dharavi, Mumbai, India.
The Indian Government began in 1974 to introduce the provision of early childhood care though the Integrated Child Development Scheme. This has expanded to reach more than 50% of the vulnerable population providing supplementary nutrition, immunisation, health check ups and referrals, pre-school education 3-5 year olds. Dharavi, the largest slum in Asia located in Mumbai with over 600,000 residents living in small 10 feet by 10 feet shacks, built out of whatever comes to hand and lacking basic sanitation, had no schemes that disabled children could attend. Research 
 established that disabled children were being excluded from early years education with the benefits that it brought and that attitudes amongst parents and workers were against their inclusion.

 The National Resource Centre for Inclusion, an NGO (formerly the Spastic Society of India) with UNICEF developed a project to include disabled children in six Anganwadis or local nurseries.
 Later funded by the Canadian Government this expanded to 16. Over the three years, from its inception the programme has provided pre-school education for over 1200 children, using women resident in Dharavi trained by the NRCI and utilising materials found in Dharavi. Here impoverished children from the slums, girl children and children with disabilities are provided daily instruction based on accepted early childhood education curriculum, personal hygiene, nutrition and English. This has created a cost effective model of inclusion in the community. Moreover research has demonstrated big positive shifts in attitude towards disabled children of all concerned.

In the first 6 pilot Anganwadis there were 432 children enrolled, 43 of whom were disabled. A capacity training model was developed for training Anganwadi Multi-purpose Workers (2 per setting), community workers and helpers. These were followed up by enrichment, therapeutic and education training. Parent meetings were held at all settings to involve them and these were followed up by focus groups to ascertain changes in attitude. There were parent education sessions to provide information dissemination. There were door to door visits to ascertain individual parent views. A micro longitudinal study was also carried out to demonstrate children’s needs being met and changing attitudes.

New tools needed to be developed. Barriers to Inclusion List consisted of four lists of potential barriers beyond the child, such as professional’s attitudes or fear of disability.  The Developmental Scales were used for tracking changes in 6 areas including motor, emotional, social, communication, creativity and functional skills of independence. An Ecological Curriculum using resources from the community was adopted. . 

· Plastic bottles, glasses, old clothes, empty boxes and cartons for making puppets

· Bangles, stones, children’s belongings, old calendars, bottle tops, bindi etc for activities for the perceptual training programme

· Newspapers for tearing, painting, crushing and arts and crafts activities

· Pictures from various books and magazines for picture composition

· Plastic toys for teaching concepts such as fruit, vegetables and transport

· Swings and tunnels in the playground were made from old tyres.

In the first 6 months of the pilot the disabled children showed much greater range of gains in development than the non-disabled children. There was also a decrease in barriers overall for disabled children. The key change in parents’ attitudes was greater satisfaction towards the school. The project was also successful in addressing negative attitudes towards disabled children. In households with disabled children there was a positive shift in the valuation they placed on their disabled children. Out of this and other projects the National Resource Centre for Inclusion, Mumbai developed “The How to Series of Inclusive Education Manuals” and “CAPP-Culturally Appropriate Policy and Practice”- a set of three ring binders. The National Resource Centre for Inclusion has been using their resources to run training for inclusive education in the whole South Asia region.
6.3 Mpika, Northern Zambia
Mpika School Zambia- using child to child methods 
  In the Mpika Inclusive Education Programme, there were only a small number of teachers who had special training. The Mpika teachers were used to meeting regularly to share experiences and solve their problems, both within individual schools and between clusters of schools. With the support of the teachers responsible for providing in-service training, the teachers have gained confidence in their own local expertise and have developed their own locally appropriate solutions. Previously they had relied on specialist teachers to work with children identified as having special educational needs and disabilities
.  

In Mpika, there is a very strong history of teachers communicating health education messages through child-to-child methods and the activities being incorporated into maths, English, geography or social issues lessons. In the mid 1990’s they began to use the same methods to explore community attitudes to disability. School children were asked to conduct a community survey to identify those children who were ‘out of school’, and to find out why they stayed at home. This was very successful in raising awareness and in including children in school who would otherwise have remained at home. It was also a very effective way of encouraging the parents of some of the children to reduce their domestic workloads to enable to attend school. The project was developing friendships, travelling to school together, home visits at weekends, providing support with academic work etc.      

As a result teachers in Kabale primary school, in Mpika, 600 kilometres from the capital, have radically changed their style of teaching. This has paved the way incidentally for the inclusion of children with learning difficulties. When Kabale School opened in 1966 it had 40 children and one teacher. Today it has almost 2000 children and 40 teachers. This is due to increased job opportunities in the area. The school is a resource centre for the Child-to-Child programme. Staff are encouraged by the school administration to promote children's participation in their own learning and the equal participation of pupils, parents and teachers in education. The strategies which have been used to democratise classroom practice are as follows:

· Introducing children to their rights and responsibilities;

· Co-operative group learning and problem-solving;

· Pupils are encouraged to question traditional sources of knowledge;

· Evaluation of the learning process by both pupils and teachers;

· Pupils are involved in decision-making;

· A strong emphasis on gender equality;

· Parents participate in their children's learning.

The combination of these approaches has encouraged ownership of the school by the community - an essential part of the inclusive process as inclusive classrooms are unlikely to work in isolation from the community.

As all these changes were being introduced, the Ministry of Education, with donor support, arranged for a small unit for children with learning disabilities to be built at Kabale School, without any prior consultation with the staff. They specified that there would be a specially qualified teacher who would be able to teach five children in the unit. Meanwhile the Child-to-Child programme had identified 30 children with learning disabilities who had been excluded from school. There followed a difficult period of negotiation, but the school succeeded in taking in all 30 children. The co-operative methods of teaching and learning and the child-to-child methodology enabled the children with learning disabilities to be included with their peers. Gradually the unit has been transformed into a resource centre which is used by all the teachers. The ideas developed at Kabale have been shared with 17 schools in the surrounding district and regular meetings are held between the teachers to share experiences. Kabale's success in raising academic standards, attendance rates and in including children with learning disabilities has been studied by several universities, both in Zambia and in the UK and USA. It is likely that the lessons learnt about democracy and inclusion will trickle-up and influence change at policy level.
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The Essential viewing starts with a series of short introductory clips filmed in a number of different schools.  The longer clips start with Shelton Infants School and Jake’s sports day.

	School
	Reasonable adjustments
	Barriers

	ESV.03

Shelton Infants:

Jake’s sports day
	
	

	ESV.04

Langdon: Boonma in Science 
	
	

	ESV .05

St Bridget’s:

Callan and Ethan
	
	

	ESV.06

William de Ferrers: Shelley
	
	

	ESV.07

St Clements: 

Alistair

	
	

	ESV.08

Lister: 

Maths lesson
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	School
	Reasonable adjustments
	Barriers

	ESV.09

Fulford:

David in English
	
	

	ESV.10

Whitehouse:

Terri in English
	
	

	ESV 11

Cleves:

Chavine and  Aziz on school trip
	
	

	ESV.12

Eccleston Mere:

Connor 
	
	

	ESV.13

Brigshaw High:

Catherine’s timetable
	
	

	ESV.14

Coteford:

Emily in PE
	
	

	ESV.15

Batheaston: Katie on a local visit
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	School
	Reasonable adjustments
	Barriers

	ESV.16

Billesley: SENCO and the timetable
	
	

	ESV.17

Cottingley:

Space project


	
	

	ESV.18

Ian Mikardo: curriculum 

adjustments
	
	

	ESV.19

Frome: 

Ben
	
	

	ESV.20

Glossopdale:

Matthew


	
	

	ESV.21

Brigshaw:

Caldon and mentoring
	
	

	ESV.22

Langdon: a whole school approach
	
	


6.44  Other Film Clips

	Project
	Adjustments 
	Barriers

	Dharavi, Mumbai , India


	
	

	Mpika, Northern Zambia


	
	

	
	
	


7 Types of thinking about disabled people and forms of education.
	Thinking/Model
	Characteristics
	Form of Education

	7.11 Traditional
	DP a shame on family, guilt, ignorance. DP seen as of no value.
	Excluded from education altogether.

	7.12 Medical 1 
	Focus on what DP cannot do. Attempt to normalize or if cannot make to fit into things as they are keep them separate.
	Segregation

Institutions/ hospitals

Special schools (with  ‘expert’ special educators)

	7.13 Medical 2
	Person can be supported by minor adjustment and support, to function normally and minimize their impairment. Continuum of provision based on severity and type of impairment.
	Integration in mainstream:-

a)At same location-in separate class/units

b)Socially in some activities e.g. meals, assembly or art.

c)In the class with support, but teaching  & learning remain the same.

What you cannot do determines which form of education you receive.

	7.14 Social Model
	Barriers Identified-solutions found to minimize them. Barriers of attitude, environment and organization are seen as what disables and are removed to maximize potential of all. DP welcomed . Relations are intentionally built. DP achieve their potential. Person centred approach.
	Inclusive education- schools where all are welcomed and staff, parents and pupils value diversity and support is provided so all can be successful academically and socially. This requires reorganizing teaching, learning and assessment. Peer support is encouraged. 

Focus on what you can do.


Source R. Rieser Implementing Article 24-Inclusive Education: A challenge for the Disabled People’s Movement

Paper to the 7th DPI World Summit Seoul September 2007.

7.2 Activity Exclusion, Segregation, Integration or Inclusion in Education

Are these people being excluded, segregated,  integrated or included in  education?

7.21. Louisa uses a wheelchair.  She wants to attend her local school in with friends from home. The school has no wheelchair access and so far she has not been able to get through the door.  

Is this exclusion,  segregation, integration  or inclusion?

7.22. Boris, in standard Grade 6, has a hearing impairment.  The students in his class all sit in alphabetical order.   This means he has to sit at the back and therefore struggles to hear the teacher and keep up with the rest of the class. His teacher refuses to make an exception for him as she says she must treat all students equally.

Is this exclusion,  segregation, integration  or inclusion?

7.23. Alexandria is in Grade 11.  She has a visual impairment.  Alexandria accesses lessons with the help of a Reader.  This person has been with Alexandria for a long time and understands her well.  Unfortunately, her permanent Reader has had to take extended leave and there is no-one available to read to her.  Her teacher says that this is not really a problem as Alexandria is bright and is very advanced compared to the rest of the class.  Alexandria is beginning to get bored and is talking of giving up her studies.

Is this exclusion,  segregation, integration  or inclusion?

7.24. Anita uses a communication board to talk. She has an assistant, Annie, who helps with this but she would like to be left alone with her peers.  The school won’t allow her to be on her own and none of the other children understand her communication system.  

Is this exclusion,  segregation, integration  or inclusion?

7.25. Kasha has a learning difficulty.  Kasha needs to have someone explain clearly what is going on in class. He has a classroom assistant assigned to him and she and his teacher work out together how he can be helped to access the learning that other children are being offered.  The teacher takes care that the classroom assistant works with other children and they are encouraged and supported to work with Solomon.

Is this exclusion,  segregation, integration  or inclusion?

7.26. Carolina is hearing impaired.  She goes to school with her friends and sisters.   Her teacher does not acknowledge  her hearing impairment and this is very hard for Carolina as she cannot understand what is going on in class. 

Is this exclusion,  segregation, integration  or inclusion?

7.27. Demiti has epilepsy. He is just learning to monitor his impairment for himself. He needs to take his medicines every lunch time.  His class teacher has a note on her register to make sure that he is reminded to do so.   So far, there have been no problems with this arrangement.

Is this exclusion,  segregation, integration  or inclusion?

7.28. The school has many hearing impaired pupils and the headteacher has decided to offer staff the chance to learn Sign Language as an extra-curricular activity.   However, not all teachers are willing to take part.

Is this exclusion,  segregation, integration  or inclusion?

7.29. The school is going on an overnight trip.  Virginia uses a wheelchair and needs assistance.  The teacher in charge of the trip forgot to check whether or not there is wheelchair access at the hotel and it is now too late to change the booking.  She suggests that Virginia comes along anyway and that they work it out when they get there. 

Is this exclusion,  segregation, integration  or inclusion?

7.210. Rodi has severe behaviour and emotional problems. He can only sit still in class for half an hour.   Each session is forty-five minutes long and Rodi is almost always in trouble by the end of the session.  This causes him to throw major tantrums which get him into even more trouble.  His mother is frequently called into school to calm him down.  

Is this exclusion,  segregation, integration  or inclusion?

7.211. Joan uses a wheelchair and is in Grade 8.  She is not able to get into the science lab to do her science practical as the lab has stairs but she is fully included in all other subjects.  

 Is this exclusion,  segregation, integration  or inclusion?

7.212. Vladimir  has got a visual impairment  and some learning difficulty, his parent are ashamed of him and live a long way from the school. Vladimir helps with the family business of basket making and has never been to school

Is this exclusion,  segregation, integration  or inclusion?

7.213. Rudolph is blind and his local teacher did not want him in school. When he was 8 he was sent away to a Blind Special school where he has learned Braille and is now making progress. When he comes home in the holidays none of the other children play with him as he has had to move to live with his granny as both his parents are dead from HIV.

                  Is this exclusion,  segregation, integration  or inclusion

7.10 From Exclusion/ Segregation to Inclusion
	Exclusion
	Segregated
	Integrated
	Included

	No Services only family
	Services to Disabled

People
	Needs of Disabled

People
	Rights of Disabled

People

	Despised
	Categorising Disabled People
	Changing Disabled

People
	Changing schools /

colleges / organisations

	Ignored/
Hospitalised
	'Special' / Different

Treatment
	Equal treatment
	Equality - each

receives support they need to thrive &

achieve their potential

	Cursed,

Possessed by Devil, Witch craft
	Disability is a problem to be fixed (in a special place)
	Disability is a problem

to be fixed
	Everyone has gifts to

bring

	Rely on Family & Community
	Services available in

segregated setting
	Benefits to disabled

person of being

integrated
	Benefits to everyone,

including all

	Defectologist
	Professional / Experts
	Professional / experts
	Political struggle,

friends & support

	No education
	'Special'  Therapies
	Technique
	Power of ordinary

experience

	Pseudo Medical explainations
	Categorisation &

Marginalisation
	Learning helplessness
	Assertiveness



	No C B R
	Competition for parts of Disabled Person
	Technical interventions
	Transforming power of relationship

	Survival
	Stress on Inputs
	Stress on process
	Stress on outcomes; have a dream

	Learn from life
	Separate Curriculum
	Curriculum delivery
	Curriculum content



	Remain  excluded
	Integration / Inclusion "for some' is not desirable
	Integration can be

delivered
	Inclusion must be

struggled for




 (Adapted from Somerset Inclusion & Dave Walker)

7.101. Drama Role Play.

In your groups work out a scenario to show the difference between exclusion/segregation, integration and inclusion. The role play should last no more than 3 minutes.
In your group you have the following roles.
1. A Principal or Headteacher who believes in inclusion, but does not have the resources or training and fears the reactions of his staff and so accept all the children, making excuses.

2. A grandmother who is the main carer of a little girl with cerebral palsy who has difficulty walking and speaking, who  thinks her grand daughter has the right to equality. 

3. A parent of a non-disabled child who wants her child to get on and thinks the disabled girl will hold her child up.

4. A newly trained class teacher who is a full supporter of inclusive education.

5. Another pupil who does not like difference and is angry because she is an orphan (through Aids) and has to look after her family.

6. A Governor who is a local Chief who just wants the best for all children, but thinks special schools are best for Disabled Children.

Once you have played out your scenario. We will use Forum Theatre techniques to change the scenario.

In forum theatre the group as a whole chose the strongest role play and the group play it again. Anyone in the whole group can freeze the action and then brief the role players on a different scenario and take on a role to get different outcome to the scenario.





                                                                       







*This should state the inclusive values on which the school is run and inclusive principles on which the school is based.

8.1 The Language we use to describe disabled people.
Write down all the words you can think of that are used to describe disabled people. Then circle all the ones that are positive.


8.2 . The origin of negative words associated with disability
	Word 
	Origin

	Afflicted
	This implies that some higher being has cast a person down ('affligere' is Latin for to knock down, to weaken), or is causing them pain or suffering.


	Cripple
	The word comes from Old English crypel or creopel, both related to the verb 'to creep'. These, in turn, come from old (Middle) German 'kripple' meaning to be without power. The word is extremely offensive.


	Dumb or Dumbo
	a) Not to be able to speak.

b) This has come to be seen as negative from the days when profoundly deaf people were thought of as stupid because non-deaf people did not understand their communication systems.


	Dwarf
	Dwarf, through folklore and common usage, has negative connotations. Use short people or short stature.


	Feeble-minded
	The word feeble comes from old French meaning 'lacking strength' and, before that, from Latin flebilis, which meant 'to be lamented'. Its meaning was formalised in the Mental Deficiency Act 1913, indicating not an extremely pronounced mental deficiency, but one still requiring care, supervision and control.

	Handicapped 
	Having an imposed disadvantage. The word may have several origins:

a) from horse races round the streets of Italian City States, such as Sienna, where really good riders had to ride one-handed, holding their hat in their other hand to make the race more equal.

b) by association with penitent sinners (often disabled people) in many parts of Europe who were forced into begging to survive and had to go up to people 'cap in hand'.

c) from a 17th century game called 'cap i' hand' in which players showed they accepted or rejected a disputed object's valuation by bringing their hands either full or empty out of a cap in which forfeit money had been placed. This practice was also used in the 18th century to show whether people agreed to a horse carrying extra weight in a race (ie deliberately giving it a disadvantage).


	Idiot
	The word dates from the 13th century and comes from the Latin word idiota, meaning 'ignorant person'. Again, it featured in the Mental Deficiency Act 1913 (see Feeble-minded), where it denoted someone who was so mentally deficient that they should be detained for the whole of their lives.

	Imbecile
	This word has been around since the 16th century and comes from the Latin, imbecillus, meaning 'feeble' (it literally meant 'without support' and was originally used mainly in a physical sense). It was similarly defined in the Mental Deficiency Act, as someone incapable of managing their own affairs.

	Invalid
	Literally means not valid, from Latin 'invalidus'. In the 17th century it came to have a specific meaning, when referring to people, of infirm, or disabled.


	Mental or nutter or crazy
	All these are informal (slang) and offensive words for people with mental health issues. One in four people have a major bout of mental distress or become mental health system users. The vast majority are not dangerous. 


	Mentally handicapped
	In the UK over 500,000 people with learning difficulty were locked away in Mental Handicap Hospitals because tests showed they had low Intelligence Quotients (IQ). These tests have since been shown to be culturally biased and only to measure one small part of how the brain works. People with learning difficulties have chosen the name “people with learning difficulties” for themselves because they think that, through education, which they have largely been denied, they can improve their situation.


	Mong/Mongolian
	Langdon Down was a doctor who worked at the London Hospital in Whitechapel in the 1860s. He noticed that around 1 in 800 babies was born with pronounced different features and capabilities. Their features reminded him of the Mongolian people's. He postulated that there was a hierarchy of races (in descending order) - European, Asian, African and Mongols. Each was genetically inferior to the group above them. This was a racist theory. People with Down's Syndrome find it extremely offensive.


	People with disabilities
	This phrase assumes that the person has the disability. Under social model thinking, the person has an impairment and is disabled by oppressive barriers of attitude, structures and environments in society. 'Disabled people' is more acceptable. Disabled people are anyone with a long-term impairment who is oppressed and discriminated against because of these barriers.


	Raspberry ripple
	Cockney rhyming slang for 'cripple', and offensive. 

	Retard
	Still in common use in the USA for people with learning difficulty; from retarded or held back in development - offensive.


	Spazz, spazzie or spastic
	People with cerebral palsy are subject to muscle spasms or spasticity. These offensive words are sometimes used in reference to this. People with this impairment wish to be known as people with cerebral palsy or disabled people


	The blind; The deaf; The disabled
	To call any group of people 'the' anything is to dehumanise them. Use blind people or deaf people or disabled people.


	Victim or sufferer
	Disabled people are not victims of their impairment because this implies they are consciously singled out for punishment by God or a higher being. Similarly, the word sufferer can imply someone upon whom something has been imposed as a punishment by a deity.


	Wheelchair-bound
	Wheelchair users see their wheelchair as a means of mobility and freedom, not something that restricts them, apart from problems with lack of access.


8.3 Where have negative ideas about disability come from?

Different cultures have responded in various ways to disabled people. There are many strange beliefs about difference. Impairment has often been seen as a punishment from God for the sins of the parents. In Hindu and Buddhist cultures with a belief in reincarnation, the idea of Karma dominates. You are disabled because you did something bad in a previous life. In the west, our ideas are dominated by Greek and Roman ideas of the body beautiful and physical perfection.

8.31   Judaic / Christian ideas of charity have also shaped our treatment to giving asylum and alms, but at times of social change, disabled people have been made scapegoats as in the Great Witch Hunts or during plagues. Mostly in feudal and early modern Europe, disabled people would have been accepted as part of the family or work group. The 19th century saw greater segregation of disabled people.

8.32 The workforce had to be more physically uniform to perform routine factory operations. Disabled people were rejected. Disabled people were viewed as worthy poor as opposed to ‘work shy’ unworthy poor and given Poor Law Relief. 
Disabled people became dependent more and more on the medical profession for cures, treatments and benefits. From around 1850 doctors became much more powerful with the Asylums Acts in controlling the lives of disabled people. More and more disabled people were put in institutions and long stay hospitals.
8.33 Eugenicists believed disabled people would weaken the gene pool of the nation and weaken competitiveness. 
    8.34 In 1880 at an International Conference in Milan Sign Language was banned as a form of instruction for deaf children as there were fears that they would form their own society of deaf people.

8.35 On passing into law the Mental Deficiency Act 1913 Winston Churchill, as Home Secretary said 

““The unnatural and increasingly rapid growth of the feebleminded classes, coupled with a steady restriction among all the thrifty, energetic and superior stocks constitutes a race danger. I feel that the source from which the stream of madness is fed should be cut off and sealed up before another year has passed.”

8.36 In the USA Eugenicist thinking led to compulsory sterilisation for born deaf women and those with an IQ below 50. Ellis Island was used to disability vet immigrants to the USA. Those being unfit for US citizenship being put on the boat back to Europe.

8.37 Increasingly, disabled people were shut away in single sex institutions for life or sterilised. Separate special schools and later nurseries were set up that denied non-disabled people the day-to-day experience of living and growing up with disabled people and vice-versa. Special education became linked to special schools.
8.38 The German National Socialists (Nazis) when they came to power in 1933 introduced compulsory sterilisation of disabled people. They launched a propaganda campaign to get rid of the ‘useless eaters’. On the excuse of ‘mercy killing’ department T4 set up 6 clinics located in old castles, to murder disabled people in 1939 using lethal injections and later Cyclon B gas. The German Government recently apologised for the murder of 240,000 people. The staff who were dehumanised carrying out this killing were then transferred to the camps in Poland for the Final Solution of Jewish People.

8.39 In Soviet Russia and the Eastern Block the progressive ideas of Vygotsky and others were subverted by the Stalinist State to ideas of ‘Defectology’. The strong focus was on normalising peoples impairments so they could function in a non-adapted society. This led to a tendency to hospitalise and institutionalise those who were judged too impaired to fit in.  This thinking continues today. 

8.310 There were movements and resistance of disabled people prior to this.    Most notable were mass demonstrations of blind and disabled veterans from the First World War demanding the Right to Work in UK and USA.

8.311 The last 30 years have seen the growth of the Disability Movement arguing for an end to segregation and a strong push for human rights from parents.
8.312 Starting in Southern Africa with occupations of institutions  and in Berkley California with a sit in at the University and in the UK with UPIAS- The Union of Physically Impaired Against Segregation a new Disability Movement developed at about the same time. This was a movement of young activists who had managed to get to university and were demanding civil rights for disabled people.

8.313 Such movements only begun to develop in Russia in the last few years ,1990s to present.

8.314 This new movement of disabled people make a distinction between impairment and disablement. 
“Impairment is the loss or limitation of physical, mental or sensory function on a long-term and permanent basis.

“Disablement is the loss or limitation of opportunities to take part in the normal life of the community on an equal level with others due to physical and social barriers.” – Disabled People’s International, 1981

8.315 The medical model and deficit thinking about disabled people still dominates the world today. In China more than 20 million women have been compulsorily sterilised if they are thought to have learning difficulties. Disabled people with mental health issues are often given electric shock treatment and chemicals against their will. Parents with learning difficulty are at threat of having their children taken away from them. In many cultures the killing of disabled children is condoned. Around the world only about 10% of disabled people are in paid work in open employment. The vast majority of disabled children are still denied access to education.

9.0 What needs to be done to achieve our Dream Inclusive School?            
In groups work on the barriers identified yesterday and the Dream School yesterday to identify 10 action areas.

 For each area identify:

A) What needs to be done? 

     B) How you will make it happen? 

     C) Who will do it ?

     D) How will it be resourced? 

     E)  How you will know when you have achieved your goals?
Think about !!!!!!
Environment of School

Classroom environment

Attitudes of staff, parents, teachers, other children, politicians.

Staff Training

The curriculum and what is learned

Assessment and testing

Transition to adult life

Relationships

Bullying 

	Barrier
	What needs to be done
	How will it happen
	Who will do it
	How will it be resourced
	How know achieved goal
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9.2 What needs to be done to achieve our Dream Inclusive School?

10. Skills Audit - What skills and experience do we 

each bring to the task work in city groups and then 

share with whole group.
10.1 Recognising Your Achievements.   What have I achieved so far?
We have all achieved a great deal more than we realise, simply  through our life and work experience. Take a look at the following "Achievements Checklist". Don't be surprised if you haven't achieved everything on this list. You have probably achieved many other things that do not appear on the list. Some of the items on the list are quite general or may seem somewhat vague or incomplete. You will probably find it helpful to adapt  them to suit your specific experiences. You'll be surprised at just how many you are able to tick off.

Work in twos 
10.2 Achievement Checklist
1. Have you ever done any of the following?

2. Used a computer?
3. Had a job interview?

4. Found somewhere to live?

5. Become a parent?

6. Applied for a grant, loan?

7. Arranged for adaptations to be made to a car or a house?

8. Lived or worked to a budget?

9. Organised a social or formal event?

10. Worked in a team? e.g. in a sports club or in a social activity

11. Repaired a car, motorcycle, bicycle or another machine?

12. Been involved in committee work? e.g. with a social club
     or group
13. Been involved in a campaign or protest?

14. Entered a competition?

15. Come to terms with a major change in your life e.g.
     Getting married, death of a loved one, becoming impaired.

16. Performed in a play or concert?

17. Been involved in environmental initiatives?

18. Learned about and adapted to new legislation or procedures?

19. Visited a foreign country?

20. Lived or worked abroad?

21. Driven a car or motorcycle?

22. Researched a project or new idea?

23. Convinced others to change the way they do something?

24. Written about yourself?

25. Made a complaint to the Government or Local Region 

26. Found out information from the Local Authority or Regional Council?

27.  Interviewed someone and recorded information?

28.  Spoken in public?

29.  Given a presentation?

30.  Led a group?

31.  Kept accurate records or files?

32.  Written a formal or business letter?

33.  Taught children?

34.  Made electric, plumbing or household repairs?

35.  Supervised people?

36.  Written short stories or poetry?

37.  Returned to study as an adult?

38.  Learned a specific technical skill? e.g. a computer

39.  Taken part in a sport?

40.  Taught yourself something?

41.  Counselled or advised someone?

42.  Learned about other cultures?

43.  Managed your time by balancing two or more commitments?

44.  Trained someone or a group of people?

45.  Been involved in the marketing of an event or product?

46.  Been separated from a member of your family?

47.  Defended an idea or position in a debate?

48.  Learned to dance, sing or play a musical instrument?

49.  Done gardening or worked on a farm?

50.  Been to concerts, plays, dances or other entertainment events?
51.  Designed and produced a product? e.g. clothing, poster,

           furniture etc.

52.  Used a library?

53.  Done voluntary or Aid Work?

54.  Persuaded someone to buy something?

55.  Taken up a hobby or craft?

56.  Employed someone?

57.  Used sign language?

58.  Worked out a problem using calculations and measurements?

          e.g. buying materials for something.

59.  Cooked a meal?

60.  Written an essay?

61. Read a newspaper and a magazine regularly? 

62. Used an office machine?

63.  Exercised regularly?

64.  Delegated responsibility to other people?

65.  Decorated a home or office?

66.  Read about a historical era, event, philosophical movement   or        personality?

67.  Learned a foreign language?

68.  Written a letter to a newspaper?

69.  Written an article for a magazine or newspaper?

70. Made improvements, e.g. to your home, car, Wheelchair,computer.

71. Obtained and compared quotations for something,

          e.g. something you wanted to buy etc.

72. Looked after someone? This could be a child, or an ill friend or relative.

Can you think of any others? Add things that you have done not on the list!
10.3 Personal Summary

	My Impairment 
	My Experience
	My Achievements

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	


10.4 Now come together in your city groups. Get the pairs to report to each other the skills that different people in the group have.
10.5 Make a list of what skills you have in your city group that will be useful to promoting inclusive education.
	Name 
	Skills 
	Tasks to be done 

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	



11. The history of the struggle for inclusive education in the UK
Previously, I examined society’s historical response to difference and how, in the

early part of the twentieth century, as a result of eugenicist thinking, segregation

and separation of adults and children with physical and mental impairments

became the norm. I also argued that people became identified by their impairment

and were thus the target of professional interventions under ‘medical model’

approaches, which, for the sake of efficiency, were provided in specialized settings.

These processes have led to a geographically discrete and fixed continuum of

provision in most local education authorities (LEAs). In many parts of the country

a child is assessed independently of their local school and community. From this

assessment they will be placed where their ‘need’ can best be met, often in a school

for that type of need away from their peers, segregated with other children with

that particular need or impairment (see Figure 11.1).
11.1 This continuum of provision is very often located in the schools and institutions

that were expressly set up in the past to segregate young disabled people from their

communities. A brief examination of the factors that led to a separate special school system will be useful to understand the social forces that led to the separation

of children with more severe impairments (Mason and Rieser, 1994; Cole,

1989). Despite the good intentions of legislators, this has remained remarkably

stable in the last twenty years (see Table 11.2).
Figure 11.1 The Fixed Continuum of Provision
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Table 11.2 Number of children in special schools in England and Wales, 1897–2003

Date                                Number of children

1897                                 4,739

1909                                17,600

1914                                28,511

1919                                34,478

1929                                49,487

1939                                59,768

1947                                40,252*

1955                                51,558*

1965                                70,334*

1967                                78,256*

1977                              135,261*+

1987                              107,126*+

1998                              106,426*+

2001                              104,900**

2003                              105,890**
2007                              104,760**
Notes:

* hospital schools not included; + includes severe learning difficulty

** 10/30 DfES Special Education Statistical Bulletin includes maintained and non-maintained special schools and pupils in pupil referral units.

Source: Cole, 1989, based on Chief Medical Officer, Ministry of Education, DfEE circular 9/13 1998 for England, only includes statemented children in maintained and non-maintained independent schools and PRUs and special schools.
11.2 The origin of special schools

Following the Forster Education Act of 1870, School Boards were set up to provide

elementary education for all. The Act did not specifically include provision for

disabled children. For the next fifteen to twenty years, most disabled children were

in units attached to elementary schools, or not at school at all. Elementary classes

were large and instruction was based on the ‘Official Code’ with rote learning and

memory tests. Teachers were paid by results. Large numbers of children made little

or no progress and the scale and complexity of learning difficulty and impairment

in the population became apparent for the first time. Some progress was made in

providing specialist tuition for blind and deaf children in the aforementioned units.

For example, by 1890 in Scotland and by 1893 in England and Wales, all blind

children aged between five and sixteen and all deaf children between seven and

sixteen were sent to school as of right. Much of this provision was made by

extending existing elementary schools. No such rights to education applied to the

much larger group of ‘physically and mentally defective’ children. In 1913, the Mental Deficiency Act was passed. Consistent with eugenicist thinking, this required LEAs to ascertain and certify which children aged seven to sixteen in their area were ‘educable defectives’ and which were ‘ineducable defectives’.
11.21  In 1914 and 1918, respectively, rights to education were provided for those considered ‘educable mental and physical defectives’. However, prior to this, many LEAs had made some such provision. In 1921, under strong eugenicist pressure, five categories of disablement were identified: blind, deaf, mental defective, physical

defective and epileptic. Children thus labelled were certified and provided for only

in separate schools or certified classes.

11.22 Following the increasing popularity of IQ testing in the 1920s and 1930s, the

Spens Report recommended a tripartite system. The 1944 Education Act established

secondary schools for all, but segregated into grammar, secondary modern

and technical. Entry at 11-plus was based in part on IQ tests. Selection by ability

prompted selection by ‘disability’ and the growth of special schools, the number

of children in which rose sharply when eleven categories of children based

on impairment were introduced. These were blind, partially sighted, deaf, partially

deaf, delicate, diabetic, educationally sub-normal, epileptic, maladjusted, physically

handicapped and those with speech defects. Regulations prescribed that blind,

deaf, epileptic, physically handicapped and aphasic children were seriously

‘disabled’ and must be educated in special schools. It was hoped that the majority of other categories would receive their education in ordinary schools. However, as a result of overcrowding, prejudice, misinterpretations of the legislation and teacher resistance this did not take place.
11.23  In fact, it was not until the 1950s that large numbers of new special schools were opened. This continued throughout the 1960s and 1970s. Throughout this period, as new demands were made on teachers, nearly always without additional resources or

training, the pressure to exclude more children became greater. In 1965, Circular

10/65 was introduced with the intention of abolishing selection at 11-plus and of

instituting a system of comprehensive education, the aim being to cater for the

needs of all children regardless of gender, ‘race’, class or ability. Ironically, this

led to a further rise in the number of children in special schools, as a result of a

fear over declining standards. In addition, economic cuts meant that the majority

of comprehensives stuck to streaming rather than mixed-ability teaching and never

catered for the full ability range. This is because effective mixed-ability teaching

requires more preparation and planning time, and staffing cuts made this difficult.

Even so, over the next thirty years, comprehensives proved to be the most effective

way of educating the whole cohort, and where there was mixed ability there was

overall the greatest exam success (Benn and Chitty, 1997). In 1970, in England and Wales, the last 60,000 children who had been considered in educable under the terms of the 1913 Mental Deficiency Act secured the right to education, but with the label ‘Educationally Sub-Normal (severe)’ (later ‘Severe Learning Difficulty’) attached to them. Some 400 new special schools were created largely out of the old junior training centres, which were where

‘in educable children’ previously received training. Similar moves took place in

Scotland in 1974. The 1976 Education Act was intended to provide schooling for all categories of disabled children in mainstream schools. The then Secretary of State decided not to introduce it, however, owing to resistance from special schools and some LEAs, and the economic cost.

11.24 The 1981 Education Act, following the 1978 Warnock Report, again stressed

the need for children with special educational needs to be educated in mainstream

schools where possible, and introduced the principle of integration. It introduced a legally binding document that identified needs and specified resources and place of education-A Statement of Special Educational Needs. However, no extra resources were made available, and despite some significant moves in some parts of the country, and some excellent examples of good practice, the proportion of the segregated school population has not declined significantly (1.41 per cent in 1977, 1.35 per cent in 1988 and 1.29 per cent in 1997, 1.27 per cent in 2003).
In addition, owing to local variations in LEA policies, there is an eightfold

difference in your chances of going to a mainstream school if you have a statement

of special educational need depending on where you live (Norwich, 1997). This

has increased to a twenty-four fold difference in 2003 with only 0.1 per cent of

Newham pupils attending special schools and 2.4 per cent of children in Brighton

and Hove attending special schools. (DfES, 2004 p. 34)
11.24 The good practice in some areas has been matched by an increase in the

percentage of pupils in special schools in other areas, particularly in the period

from 1988 to 1991. There is little doubt that the 1988 Education Reform Act has

increased the pressure in some schools to segregate disabled children, especially

when schools have not already established good integration policies and allocated

resources accordingly. Publication of test results is making many schools more

selective about their intakes. This has affected non-statemented children with

special educational needs, as there is no additional funding earmarked for them

and they are not recorded in published results. Statemented children who have

earmarked resources attached to them are a more attractive proposition to locally

managed budgets, allocated by inflexible, cost-cutting formulae.

11.26 The Audit Commission (2002 p. 2) examined how the 1981 and 1996 special

Education Acts were working. It reported that schools were struggling They

found it a struggle to balance pressures on schools to raise attainment and to

become more inclusive; that national targets had not reflected the good work done

with many pupils with special educational needs. There was still a major need to

help all children fulfil their potential and these children’s interests needed to be

reflected in every part of the education system. The report was entitled ‘Special

Educational Needs: A Mainstream Issue’. The government’s response was a

new strategy ‘Removing Barriers to Achievement’ which lays great emphasis

of improving the capacity of mainstream schools to effectively include a wider

range of students. As the DfES (2004, p. 28) put it, ‘[w]e We are committed to

removing the barriers to learning that many children encounter in school (DfES

2004, p. 28). But the impact of discrimination in education goes much deeper. As Colin Barnes (1991, p. 28) put it after having completed a survey of government reports on education for the Disability Movement:

“Institutional discrimination against disabled people is ingrained throughout

the present education system. The data shows that most of the educational

provision for disabled children and students remains basically segregative, is

dominated by traditionally medically influenced attitudes and commands a

low priority as a whole. As a result, rather than equipping disabled children

and young people with appropriate skills and opportunities to live a full and

active life, it largely conditions them to accepting much devalued social roles

and in so doing condemns them to a lifetime of dependence and subordination.”
11.27 Unfortunately, both the 1993 and 1996 Education Acts kept the ‘get-out’ clauses of the 1981 Act, with respect to special needs provision. These clauses, which have so often been used to compel disabled children, against their and their parents’/ carers’ wishes, to attend special schools (Mason, 1998), stipulate ‘that educating the child in a school which is not a special school is compatible with:

a His [sic] receiving the special educational provision which his learning difficulty calls for,

b The provision of efficient education for the children with whom he is educated, and

c The efficient use of resources.

11.28 The SEN and Disability Act 2001 removed clauses (a) and (c) in general from

Section 316 of the 1996 Act, but left these get out clauses intact in Schedule 27.

So although the government’s intention was to give more choice of mainstream

school placement to disabled children and their parents this is not proving to be

the case. The SEN Disability Tribunal is still, in some cases, upholding Local

Education Authority views on placement in special schools against the wishes of

parents who want a mainstream place. These improvements were hard won after an long campaign led by the Alliance for Inclusive Education of families, disabled people and teachers.
11.29 It is clear that it has much more to do with attitudes and commitment than

anything else. It is also clear that where integration has been planned and

resourced, and where all staff have developed it as a whole school policy, it is much

more successful (Hegarty and Pocklington, 1981; Booth et al., 1992; Booth and

Ainscow, 1998; Sebba, 1997 RAP 2005)).

11.30 The Special Educational Needs and Disability Act 2001 is in force following a

lengthy review process. However, the fundamental point is that this legislation

does not guarantee the right to an education in the mainstream, if you want it. It is

still concerned with assessing the individual, rather than assessing to what extent

schools have removed the barriers to inclusion, inherited from the past. So long as

these stipulations remain, disabled children will always be threatened with being

compelled to go to a special school when the political climate shifts, when there

are insufficient resources, or if the school has failed to meet their needs. There is

a wider symbolic problem. As long as there are institutions called special schools,

mainstream schools and teachers will not feel they have to change their buildings,

ethos or teaching and learning strategies to accommodate disabled children. 

Table 11.3  Unequal opportunities growing up disabled

                                                      A Disabled B Non-disabled

Living with parents                                  92%            86%

Gone on holiday with friends                  25%            52%

Had a spare-time job                              22%            32%

Looked after siblings                               34%           57%

Had own key                                           51%           76%

Paid work                                                35%           67%

Had a boy/girlfriend                                 30%           40%

Difficulty making friends                          35%           20%

Satisfactory network of friends                57%           74%
Self-esteem score                                   7.3+            8.5*

Internal locus of control                           8.8              9.3*

Self-esteem score of those 
in special schools, 6.2; those in mainstream, 7.5.

Notes: Group A: 400 disabled people on OPCS category 1–10; Group B: 726 non-disabled people; all respondents aged 13–22. * Response score to 12 questions – 6 agree and 6 disagree. Source : Hirst and Baldwin, 1994.

Table 11.4 Difference in GCSE and GNVQ results for year 11 students in state special and all schools for England 2001–4

Year School type Grade              5 A*–C               5 A*–G 1    A*–G         No passes

2001 All Schools                            50%                   88.9%        94.5%         5.5%

Special school                                0.6%                   6.5%         29.3%         70.7%

2002 All schools                            51.5%                 88.9%        94.6%          5.4%

Special school                                0.6%                    5.0%        37.2%          62.8%

2003 All schools                            52.6%                  88.6%        94.6%          5.4%

Special school                                 0.9%                   5.4%         32%             68%

2004 All schools                             53.4%                 86.4%        95.8%          4.2%

Special schools                               0.4%                  4.8%           59%**          41%

Source: UK Education Statistics DfES www.dfes.gov.uk/statisticsGCSE-GNVQ

attempts+ achievement Special schools include community and foundation special schools, pupil referal units and Hospital Schools.

** in 2004 includes entry level qualification in 2004 which is at a significantly lower

level.
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11.31 All of us involved with education must engage in the ongoing task of changing deep seated attitudes and discriminatory behaviour if we are to create an inclusive future in which all will benefit. Segregated education has not been good for disabled people. Hirst and Baldwin(1994) carried out a major comparative survey of the lives of young disabled and non-disabled people (aged thirteen to twenty-two) which showed stark differences in lifestyle. Most telling was an index of self-esteem which clearly showed that those who attended special schools had a significantly lower score than disabled people who attended mainstream schools, and their scores were also significantly below those of non-disabled people.(11.4)
11.32 Government is contradictory in the UK in 2005 they introduced the Disability Amendment Act which brought all state schools under a duty to promote disability equality. This has widespread implications for developing inclusion.
11.33 A recent OFSTED Report (Sept 2004) found that the legislative framework had

had little effect on the proportion of pupils with SEN in mainstream schools, or on

the range of needs for which mainstream schools cater. There has been an increase

in the number of pupils placed in pupil referral units and independent special

schools. A minority of mainstream schools meet special needs very well with

high expectations, effective whole school planning seen through by committed

managers, close attention on the part of skilled teachers and support staff and

rigorous evaluation remain the key to success. Over half the schools visited had

no access plans despite being legally bound to have them by from April 2003.
A more recent OFSTED 2006 report found on a wider range of tests of well being disabled pupils in resourced mainstream provision did best of all.” there was more good and outstanding provision in resourced mainstream schools than elsewhere".
11.34 Yet, government statistics for (DfES, 2007) show at least 638,000

disabled pupils in primary (6.9 per cent of all pupils) and secondary (6.8 per cent

of all pupils) and special schools.  But only 15.4 per cent of disabled pupils attended maintained and non-maintained special schools. So clearly a large majority of disabled pupils are attending mainstream schools, but are not receiving inclusion, but some inadequate form of integration. However disabled pupils attending mainstream schools still do much better than disabled pupils attending special schools and for the first time using the narrow national pupil data base it was possible to establish this. In addition there are a further 850,000 pupils with special educational needs many of who will count as disabled.
 11.35 A government commissioned research ‘Inclusion and Pupil Achievement’ (Dyson, A., Farrell, P., Hutcheson,G., and Polat, F., 2004 p. 39), shows that LEAs with high rates of inclusion in mainstream schools did no worse than low including LEAs in national tests. As to the difference between individuals they also showed that: at KS4 in 2002 average point score was 38.55. (The average point score is the total of GCSE or GNVQ exams with 8 for a single subject grade A* and 1 for a single subject grade G.); for non-statemented pupils with special educational needs, in mainstream, the mean score was 21.85; for statemented pupils in mainstream the mean points score was16.99 and for pupils in special schools the mean points score was 2.4 points – or seven times below the score for statemented mainstream pupils.
11.36 In addition, Gary Thomas et al. (1997) analysed GCSE results by type of school and found that 70 per cent of special schools do not enter any pupils for GCSE. He went on to show that 93 per cent of mainstream Year 11 students get at least one A*–G grade, whereas only 16 per cent of Year 11 students in special schools get at least one A*–G grade. This is particularly shocking if one considers the largest group of pupils in special schools are labelled as having ‘Moderate Learning Difficulty’ (nearly 55,000), and that in mainstream schools they would all be

entered for GCSE.
11.37 A constellation of services supporting inclusion

In the fixed continuum of provision, the disabled child is slotted in and moved

around according to an impairment-based assessment (see Figure 11.1 above). In

contrast, the constellation of services provides what the child and the class teacher

need in mainstream schools. This includes a variety of services, resources and

specialists who bring their expertise to the child rather than vice versa. This

conception allows for the development of inclusive schools (see Figure 11.5). It also

provides much greater flexibility but, because it is new and unknown, it is seen

by many professionals as threatening. These two figures show the transition we

wish to achieve from an education service structured on the ‘medical model’ to

one based on the ‘social model’.
Figure 11.5 The Constellation of Services
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11.40 Integration and inclusion
Integration

11.41Integration is a matter of location and there are at least four variants:

· Periodic integration: children from special schools are bussed into a mainstream school at a regular time each week for ‘integration’, or an ‘integration event’ is organized.
· Geographical integration: disabled children may be educated in units or school on the same campus or site as their non-disabled peers, but do not mix, even socially.

· Social integration: disabled children may share meals, playtime and assemblies with non-disabled peers, but are not taught with them.

· Functional integration: disabled and non-disabled children are taught in the

 same class.
11.42 What all forms of integration have in common is the assumption of some form of assimilation of the disabled child into the mainstream school. The school remains

largely unchanged and the focus is on the child fitting in. As we have seen, if the

child is unable to do this, the law can be used to direct her/him to a special school

or unit. Ironically Baroness Warnock who carried out the review which led to the push for integration in 1978 in 2005 launched an onslaught on inclusion saying it had gone too far and what was needed were many more special schools. This view was then orchestrated by the Conservative Party and some parents to get a reversal of Government policy of choice but with a push towards inclusion. Despite a Parliamentary Committee highly critical of Government Policy they have stuck to their position. The problem is mainstream inclusion is not resourced evenly throughout the country, but instead left to the discretion of 150 Local Authorities.
11.43 There is no proper monitoring and inspection of disabled students and recently special schools have been given a new lease of life and rebuilding programme under the mantra of choice. The real agenda in the UK is privatisation of the education system though Academies and Foundation Trusts where the profit motive rules. There is no profit in accommodating disabled pupils. Lord Adonis the Minister in charge of developing the Academies Programme has also taken on the brief of Special needs and disability. Is this to neutralise the Achilles Heal of the Privatisation Programme?
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 Inclusion
11.45 Inclusion, on the other hand, is about a child’s right to belong to her/his local

mainstream school, to be valued for who s/he is and to be provided with all support

s/he needs to thrive. Since mainstream schools are generally not organized in this

way, it requires planned restructuring of the whole school. This restructuring

should be seen as an extension of the school’s equal opportunities policy and practice. It requires a commitment from the whole staff, the governors, parents/carers and pupils/students. Inclusion is not a static state like integration. It is a continuing process involving a major change in school ethos and is about building a school community that accepts and values difference.
11.46 In order to become inclusive, schools should adopt a ‘social model of disability’. They must identify the barriers within the school’s environment, teaching and learning strategies, attitudes, organization and management that prevent the full

participation of disabled children and, as such, are part of the social oppression of

disabled people. Functional integration is a precondition for the development

of inclusion and disability equality. It does not, in itself, achieve it. The Index for

Inclusion (Ainscow and Booth, 2000) was sent by the government to every school

in England, Wales and Scotland. There is now an early years and play version

(CSIE, 2004) and it has been translated into seventeen languages and is being used

in more than seventy countries. The index enables schools to hold a mirror up

to themselves, identify barriers and find out how inclusive they are in ethos and

or culture, in policies and practice. Ownership of the process of inclusion by the

school is essential. Inclusion depends on the extent to which all children get what they need to grow and develop, and how open the teacher and the children in the class are to learn and respect each and every child’s experience. This sounds idealistic, but the alternative is to continue to reproduce the status quo, with its built-in discrimination against disabled children. Inclusion fundamentally challenges the traditional approach which regards impairment and disabled people as marginal, or an ‘afterthought’, instead of recognizing that impairment and disablement are a common experience of humanity and should be a central issue in the planning and delivery of a human service such as education.
11.47 The Reasonable Adjustments Project(41 schools) and Snapshots of Possibility ( 20) schools show that how inclusive a school is has little to do with the outside administrative and political values but has much more to do with the values of the principal and staff. The following were found to be the most important factors:-

· vision and values based on an inclusive ethos
· a ‘can do’ attitude from all staff
· a pro-active approach to identifying barriers and finding practical solutions
· strong collaborative relationships with pupils and parents
· a meaningful voice for pupils
· a positive approach to managing behaviour
· strong leadership by senior management and governors
· effective staff training and development
· the use of expertise from outside the school
· building disability into resourcing arrangements
· a sensitive approach to meeting the impairment specific needs of pupils
· regular critical review and evaluation
· the availability of role models and positive images of disability 
11.48 Mike Oliver, an educationalist and a leading member of the Disability

Movement, drew out the differences between integration and inclusion in a paper

he gave during National Integration Week in May 1992:

     Old Integration is:                                        ‘New’ Integration or Inclusion is:

                a state                                                        a process

                non-problematic                                         problematic

                a professional and administrative               politics

                approach

                changes in school organization                  change in school ethos

                teachers acquire skills                                teachers acquire commitment

                curriculum delivery must change                curriculum content must change

                legal rights                                                  moral and political rights

                acceptance and tolerance of                     valuation and celebration of   
                children with special education                 disabled children and children                                                                                                                                                                                                                     .                                                                                 with learning difficulty

                normality                                                    difference

                Integration can be delivered                      Inclusion must be struggled for

11.481 Inclusive education should be the guiding principle. We should be working

towards a system and an ethos where mainstream schools should accommodate all

children regardless of their physical, intellectual, social, emotional, linguistic or

other conditions. Central to inclusive education is the involvement of disabled people in the consultation, planning and implementation of it. Examples already exist of the

successful inclusion of children with every type and severity of impairment in

mainstream schools in the UK. Many changes in school organization and practice

have been necessary to make this happen, but from all such changes the nondisabled majority of children have benefited.

11.49 The best way to initiate whole school change is to have a training day delivered

by disabled disability equality trainers with experience of the education system

(see www.diseed.org.uk for advice on such a highly valued network). The school

should then set up a representative working group to either use the checklist below

or use the index for inclusion and regularly report back to staff and the board of

management or governors. Pupils/students need to be involved in this process through whole class discussion, assemblies and pupil/student councils. Parents/carers of disabled children are often disempowered by professional interventions which have threatened or broken their relationship with their disabled child. Parents for Inclusion are developing training to address this issue. The LEA, Social Services and Health Service need to provide the support and additional resources to the school to help overcome the barriers to inclusion. The inclusion process is part of school improvement and developing more effective comprehensive schooling for all. Goals need to be built into the School Development Plan to be met over a five- or ten-year time-scale and their achievement must be monitored.

11.5 Inclusion of Deaf Pupils

The inclusion of profoundly deaf pupils and students requires particular thought

and attention. The eugenicist origins of ‘special education’ and the ensuing impact

on current day segregation and integration had a particular impact on the education

of deaf people particularly those who use sign language. In Milan in 1880

educationalists from 21 countries met and decided to outlaw the education and

instruction of deaf people through sign language and develop instruction through

the oral method. It was feared that the thriving deaf culture which had developed

in the previous 90 years from the development of sign language now posed a threat

to the gene-pool of hearing people (Facchini, 1983). This led to enforced education

of deaf children through the oral method which led to them having a literacy level

of half of that of their hearing peers. The Deaf community has rightly fought hard

for deaf children to be educated in their first language – sign language.

Many deaf children are still forced to learn without sign language. This has often

meant that recently schools for the deaf and   deaf clubs are the only places where

sign language is readily available (Ladd, 2003). There are now models of inclusion

where deaf children are included with simultaneous interpreting–English/BSL,

sufficient number of deaf students to form a BSL using peer group, deaf BSL using

adult instructors to develop their sign language and the hearing pupils learning sign

language to communicate with their peers. This successfully occurs, for example,

at Selwyn Primary or Lister Secondary School in Newham or Cottingley Primary

School in Leeds and leads to deaf pupils having the best of the hearing and deaf

worlds. At present this means resourcing some mainstream schools. 
However, given the educational history of most deaf people it is quite right that they insist on education through sign language. Oralism still seeks to educate deaf children through high tech hearing aids and cochlear implants, but the deaf community argue they miss out on both deaf language and culture, and still do not understand all that is being said. It is up to mainstream schools to meet the challenge of including deaf pupils by the means outlined above.
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11.6 Moving towards inclusion

In many schools the largest barriers to including pupils/students with needs

that have not previously been catered for at the school are the fears and attitudes

of the staff. These can best be addressed by putting disablement into an equal

opportunities framework and by having whole staff disability equality sessions

which should be led by disabled disability equality trainers (Disability Equality in

Education offer such training – see References). This should be followed by an

audit of the barriers in the school, the development of an action plan to minimize

the barriers and incorporation of the plan into the school’s SEN policy (CSIE,

1996; Booth and Ainscow 2002).
11.61 Sometimes particular information about children’s impairments is required and

this can be most usefully obtained from the children themselves or their parents.

They are experts on their impairments. Sometimes medically based professionals such as occupational therapists, physiotherapists and speech therapists can be useful in providing certain procedures or specialist equipment and practices. But it should always be remembered that the child is at school to learn alongside his or her peers and wherever possible this support should be given in class and in the least disruptive way. Often these other adults can benefit groups of children in the class.
11.62 There will often be learning support assistants in the class, usually to support

particular children. The more they can be involved in joint planning, the more able

they are to make a positive contribution to the learning and teaching in the class,

not just for their particular pupil. The class or subject teacher has to take a lead in

co-ordinating the activities of all these adults and making their activities part

of the educational activity in the class. The SENCO (special educational needs

co-ordinator) can play a vital role in developing such working partnerships.

For inclusion to work best requires a child-centred pedagogy in well-structured

mixed-ability classrooms. There are many pressures from OFSTED, the government

and the league tables to set and stream. But these are moves that undermine

an inclusive ethos and can often replicate segregative practices within one institution ,leading in the longer term to a drop in overall standards. A mixture of teaching

styles can meet these competing pressures: whole class teaching with peer tutoring;

collaborative groups; individual or paired work; and joint teaching with another

class. The more flexible the teaching style, the more likely to include a wider

variety of pupil/student needs.

11.63 Many teachers say they are in principle in favour of inclusion, but it requires a

massive increase in resources to be possible. It must be remembered that one seventh of all education budgets is spent on special educational needs. There is a

need for increased capital investment in the school building stock to make it

accessible, and, thanks to the Within Reach Campaign organized by SCOPE and

the NUT, this is beginning to happen. But the major problem is that the majority

of SEN spending is in the wrong place – some 1,200 special schools for 100,000

children. LEA development plans will have to identify over the coming period

how these resources can be reallocated to mainstream schools in a planned way to

enhance inclusion. The important point here is that LEAs should agree to ringfence

all resources and posts to special educational needs as they transfer them to

the mainstream. LEAs must also set up adequate monitoring and advisory teacher

posts to ensure that the resources put into mainstream schools are being used to

further inclusion and meet the needs of children with SEN.

11.64The London Borough of Newham (Jordan and Goodey, 1996) provides a useful

indicator of how such moves towards inclusion can occur in a poor, multi-cultural,

inner-city area. In 1984 a group of parents of disabled children ran for and were

elected on to the council with the express wish of seeing the ending of segregated

special education. They achieved their aim in a council policy which recognized

the rights of children, whatever their needs, to learn together. The borough’s latest

policy has a goal of making it possible ‘for every child, whatever special educational

needs you may have, to attend their neighbourhood school’. Between 1984

and 1998 the number of special schools in the borough was reduced from eight

to one and the number of children segregated in special education dropped from

913 to 206. Parents/carers are becoming increasingly confident in the ability of

their neighbourhood school to meet diverse needs and teachers have signed an
agreement on inclusive education.
11.65This was achieved in an educational and political climate that was hostile to

this process. Resourced schools were set up to meet certain needs in mainstream

schools response to parental/carer concerns. These are now planned to be phased

out as Newham moves to inclusive neighbourhood schools. The process from the

start envisaged radically changing mainstream schools rather than fitting children

with SEN into the existing system. An independent report commented that having

to cater for children with serious learning difficulties helped schools make better

provision for all pupils (Rouse and Florian, 1996). This was borne out between

1997 and 2003. Newham schools had the biggest improvement nationally in the

GCSE results of all students in grades A–G. Many children labelled as having

severe learning difficulties are now passing exams. In addition, the numbers of

exclusions have been falling while they have been rising in most other parts of the

country. The LEA has now appointed four monitoring officers proactively to

address this process of developing inclusion from integration. It will help to understand the inclusion process to give a thumbnail sketch of two inclusive schools.
11.66The first is one of seventeen resourced mainstream schools in Newham. It is

a purpose-built inclusive school with funding for thirty-six statemented children

with severe and profound learning difficulties. In addition, there are six other statemented children. Free meals are provided for 59.6 per cent of the children and the school has a multicultural intake. There are four wings: Nursery and Reception,

with 120 pupils; Years 1 and 2, with 120; Years 3 and 4, with 120; and Years 5

and 6, with 96 pupils. The additional teaching staff are organized in teams with the

class teachers to give six teachers in each wing. In Key Stage 1 there are also six

support staff who work as part of the team. The children choose when and what

they will do each day, though they must do reading, writing and maths. They keep

their own diaries and these are used as the IEP (individual education plan) for

statemented children. In each wing there is a practical room, a reading room, a

writing room, a finding-out room for science, geography and history and a quiet

room. There are no breaks but all children do a PE activity every day, including

various sports and physiotherapy. The lunchtime is a continuous sitting and there

are many clubs then. The children all seem engaged in learning and are very pleasant to each other, while the support staff are deployed across the teams to meet particular needs. All staff ‘change’ children and administer medicines if parental

permission is given. Each team has a team leader. In the wings one teacher is

responsible for one part of the curriculum for the week for all 120 children. In

Years 5 and 6, this is for half a term. The additional resourcing allows for shaping

teams to meet the needs of all the children. The school has eight extra teachers and

fourteen extra support staff, giving a staff of fifty. There is now an excellent

account of school change with respect to teaching and learning for inclusion

written by staff and pupils at the school (Alderson, 1999).
11.67The second school is a comprehensive high school with 1,100 Year 8 to Year

11 pupils, with ten forms of entry. It is an additionally resourced mainstream school

for thirty-six physically disabled students. They have a head of learning development, 8.4 full-time teachers, 1 part-time (two days a week) teacher, 8 learning assistants and a clerical assistant. There is a learning development room where staff from the department work and it is open to any student to come to ask for help at lunchtime or after school. Next door is a physio /resource/ changing/toilet /shower suite. In addition to the thirty-six students for the resourced provision, the learning development department leads on the identified learning needs of the 247 students on the special needs register. 
11.68The building has been adapted so all rooms are accessible. The school has developed collaborative/partnership teaching in which departments make bids to work with teachers from the learning development department for a term or a year. The purpose of this is to develop a shared understanding of all the arrangements and practice involved in working together, joint planning and evaluation. Time is essential for this process. This is achieved by timetabling learning development teachers and subject teachers to have noncontact periods at the same time, and these are ring-fenced so they are never asked to cover. The collaboration includes shared aims, the joint preparation and presentation of resources and shared responsibility for group discipline, marking and report writing. I visited a science, music and art class and saw the inclusive practice in process. Having disabled students in the class seemed natural to all the students. The teaching staff all seemed happy with the arrangements and talked of their benefit to everyone and how the department’s flexibility gave them all the support they needed. 
11.69 Thomas et al. (1998) have analysed the Somerset Inclusion Project, which drew its inspiration from a special school in Canada (Shaw, 1990). The Somerset Project centred on the Princess Margaret School for Physically Disabled Pupils. In 1992 it was a day and boarding special school. However, on closing in 1997, it had managed to include the vast majority of its pupils successfully in mainstream schools. Ninety staff were retrained and relocated to support the children in the mainstream. The study gives many insights into the management of change, not least because one of its authors, Dave Walker, was the headteacher of Princess Margaret and effectively oversaw a process which was to leave him without a job.In conclusion the authors state that: with vision and careful planning special schools can successfully change their work in such a way to enable their mainstream partners to include children even with serious disabilities. One of our clearest findings has been that while many mainstream staff were highly sceptical about the inclusion project before it started, they had changed their views entirely after several months of seeing it in practice and were fulsome in their support of inclusion.(Thomas et al., 1998, p. 198)

11.7 Conclusion

While it certainly helps to have a government or an LEA that is sympathetic to

it, inclusion is fundamentally a school-based process. Mel Ainscow (1994,

1995, 1998) argued that inclusion is part of the process of developing school
effectiveness. ‘Moving’ schools, those that are open to change, which are usually

non-hierarchical but with strong leadership, are much more able to develop

inclusive practice. ‘Stuck’ schools, on the other hand, have hierarchical structures,

poor leadership and lack of involvement of staff in change, and are much less likely

to be able to undergo the restructuring that is necessary to become inclusive.

Certainly the variance in inclusive practice between similar schools would support

this. Teachers deciding what type of school they want to work in would do well to

remember this distinction.
The thinking of the disability movement, the development of the ‘social model’

and the voice of disabled people who have experienced segregated and integrated

education are essential in the development of inclusion. The Salamanca Statement

(UNESCO, 1994) recognizes this crucial role: ‘encourage and facilitate the participation of parents, communities and organizations of disabled people in the

planning and decision making processes concerning the provision for special

educational needs’.
Inclusion is a process of school change that benefits not only disabled people

but the entire school community. Eventually society will experience a reduction

in prejudice and discrimination against disabled people as difference becomes part

of everyone’s experience and disabled people become part of the community in

their own right.
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11.9 The Russian education system and disabled children

Of the 450,000 disabled school-age children in Russia, only 170,000 are registered at mainstream schools, 40,000 children are isolated in their homes and the rest are either segregated in special “correctional” classes or in regular classes with little or no additional special educational support. Approximately 60,000 disabled children study in special schools far away from their families. According to the Ministry of Education and Science, more than 1.5 million children have special educational needs. However, nearly 200,000 children get no education at all and continue to be labelled as “uneducable.” In Russia there is no legislation regulating the full inclusion of disabled children at mainstream schools. As a result of this situation, children with special educational needs are not being prepared for adult life in the community. 

11.91 Although many parents would like their children with disabilities to study in neighborhood public schools, the schools are not ready to accept these children. Barriers include lack of transportation, lack of information on children’s right to education and how to ensure it, parents’ fears of challenging authorities and further complicating their children’s lives and prospects, and the lack of facilities for disabled children near their homes. In addition, most teachers have little or no understanding of disability issues or information about how to include disabled children; schools are physically inaccessible, and the special education school system is highly regulated and not open to change. 
11.92 Perspektiva:Ensuring full educational opportunities from pre-school through graduate school to children and young people with disabilities has been a goal of Perspektiva from its inception. Since July 2003, Perspektiva and its regional partners have been implementing a three-year grant from USAID entitled, The Protection of the Human and Legal Rights of Russians with Disabilities: Access to Education Project. In September 2005, Perspektiva was awarded a grant from the Moscow office of UNICEF to begin developing inclusive schools in Moscow. The grant will allow Perspektiva to gain additional practical experience in promoting and developing inclusive schools in an urban environment, which can be then rolled-out to other cities in the Russian Federation and CIS. Activities under the auspices of these grants in 2005 and 2006 included workshops for schoolchildren, teachers and administrators; legal consultations to disabled people and their families as well as court cases; conferences and public events; support and training for parents of disabled children; and participation in a Duma Committee working group to draft legislation on inclusive education. In March 2006 a round table discussion was held in Moscow on developing inclusive education for nearly 50 participants. In April, a special session of the Russian Public Council on Developing Education met to consider inclusive education.
11.93 Creating a Model of Inclusive Education:The Transformation of School №1961

With a mandate from the Education Department in south western Moscow to develop an inclusive school, school 1961 was chosen because the director is a champion of innovative programs and there are practically no services in their neighborhood for disabled children. The deciding factor was a stairway lift-platform installed a year ago, which made the school theoretically accessible to people with physical disabilities. Perspektiva staff began to work with the school to prepare both

the facilities and the people – administrators, teachers, schoolchildren, and parents – for inclusive education. Actions were taken to make the lift-platform fully functional, disability awareness training was conducted for children and teachers, a project called Building Bridges: Cameras in the Hands of Children was initiated to
foster friendships among disabled and non-disabled children and demonstrate that disabled children could be easily integrated into the school environment. Perspektiva

also provided legal counseling to parents of disabled children in the district near school №1961. As part of the Inclusive Education Week held in November 2005, a

special education seminar was held for teachers at the school.

11.94 The training was developed and led by Joyce Agness, a special educator from Maryland, who shared the experience and expertise gleaned from inclusive schools in the United States. In addition, all the teachers and staff underwent 72 hours of special educatio  n training, led by specialists at the Department of Special Education Russian of the People’s Friendship University. Perspektiva provided the school with literature, research and videos on inclusive education. As part of Perspektiva’s strategy to institutionalize inclusive education, in 2006 considerable efforts were made to continue supporting School № 1961 and to bring the experiences of this school to other schools on their way to becoming inclusive. Teachers in three mainstream schools in the central region of Moscow received information on disability issues and now have a better understanding of inclusive education. Disability awareness trainings were held for teachers and children at each of the three schools. Screenings of disability festival films were also organized at all schools. In April 2006 four teachers from School 1961 went on a study tour to Yerevan, Armenia, where they learned about the experience of their Armenian colleagues as they included children with disabilities into mainstream schools. A special educator, identified by Perspektiva, was hired to provide support and training for children with developmental disabilities. She joined the project in September, 2006. Training was also provided to teachers at 1961 and to more than 50 other teachers from 3 new schools in the Central Region of Moscow. Perspektiva also held disability  awareness training sessions for over 800 school children. At a Conference before G8 Vladimir Putin said it was “possible” to provide 10 billion dollars a year for the program “Education for All”, and donned a Perspektiva’s pin with the logo of the National Russian Coalition “Education– a Right for All” to his suit. The pin depicts 3 children going to school, two of whom are disabled. The task is to make this possibility into a reality.
	12.00
	The Long Road to the Right to Inclusive Education for Disabled Children     

	2006
	UN Disability Convention (13th Dec 2006)                                                                                                                        

Promotes the rights of persons with disabilities to inclusive education Article 24       Adopted by 117 Countries (Oct 2007)

	2001
	EFA Flagship on The Right to Education for Persons with Disabilities: Towards Inclusion   Links Education For All with Salamanca and need to include disabled and other marginalized children. Working in 6 Regions

	2000
	E-9 Declaration (2000)

The declaration on EFA was agreed upon during the fourth summit of the nine high population countries

	2000
	World Education Forum

Framework for Action, Dakar, (EFA goals) + Millennium Development goals

Ensuring that all children have access to and complete free and compulsory primary education by 2015. Focus on marginalised + girls. Reaffirm Salamanca.

	1994


	Salamanca Statement & Framework for Action on Special Needs Education

 “… schools should accommodate all children regardless of their physical, intellectual, social, emotional, linguistic or other conditions.“  This should include disabled and gifted children, street and working children, children from remote or nomadic populations, children from linguistic, ethnic or cultural minorities and children from other disadvantaged or marginalised areas or groups.” (para 3)

	1993
	The UN Standard Rules on the Equalisation of Opportunities for Persons with Disabilities Rule 6 ( Not only affirms the equal rights of all children, youth and adults with disabilities to education but also states that education should be provided in “an integrated school settings” and in the “general school settings.”

	1990


	The World Declaration on Education for All Jomtien Declaration

First agree to target of Education for Al


	1989


	UN Convention on the Rights of the Child

 Ensures the right for all children to receive education without discrimination on any grounds 189 countries adopt

	1966
	UN International Covenant on Economic, Social and Cultural Rights
Article 13 ‘ primary education shall be compulsory and free to all’ 

	1948


	Universal Declaration of Human Rights

Ensures the right to free and compulsory education for all children


12.01 Principles of UN Convention on the Rights of People with Disabilities CRPD

The principles of the present Convention shall be:

(a) Respect for inherent dignity, individual autonomy including the freedom to make one’s own choices, and independence of persons;

(b) Non-discrimination;

(c) Full and effective participation and inclusion in society;

(d) Respect for difference and acceptance of persons with disabilities as part of human diversity and humanity;

(e) Equality of opportunity;

(f) Accessibility;

(g) Equality between men and women;

(h) Respect for the evolving capacities of children with disabilities and respect for the right of children with disabilities to preserve their identities.

12.02 The Message is in the Process
· 8 meetings over 5 years

· First international treaty where the people it is about were part of making it.

· Treaty was made by consensus. Nothing About Us Without Us 

· 118 countries were involved in the last session

· Over 80 disabled people were part of state delegations

· Adopted by General Assembly 13th December 2006

· Adopted by 82 countries 30th March 2007. Now 117

12.03 Purpose Article 1
· Is to promote, protect and ensure full and equal enjoyment of all human rights and fundamental freedoms by all persons with disabilities and to promote respect and inherent dignity.

· Persons with disabilities include those who have long term physical, mental, intellectual or sensory impairments which in interaction with various barriers may hinder their full and effective participation in society on an equal basis with others.

12.04 Convention is based on a Paradigm Shift to Social Model Thinking

“Recognizing that disability is an evolving concept and that disability results from the interaction of persons with impairments and attitudinal and environmental barriers that hinders their full and effective participation in society on an equal basis with others.” Preamble

12.05 Treaty more progressive than expected!
· Separate article for women and twin track

· Separate article for children-recognise evolving capacity-twin track

· Education–states ensure an inclusive education system

· International Cooperation

· Monitoring Body-12-18 with including experts with disabilities

· Countries have to report on position disabled people within 2 years of ratification.

· Optional protocol for individual / voluntary groups 

12.06 Article 4 - General obligations 
“3. In the development and implementation of legislation and policies to implement the present Convention, and in other decision-making processes concerning issues relating to persons with disabilities, States Parties shall closely consult with and actively involve persons with disabilities, including children with disabilities, through their representative organizations.” 

12.07 Article 33 – National implementation and monitoring
1.States Parties, in accordance with their system of organization, shall designate one or more focal points within government for matters relating to the implementation of the present…..

 2.States Parties shall, in accordance with their legal and administrative systems, maintain, strengthen, designate or establish within the State Party, a framework, including one or more independent mechanisms, as appropriate, to promote, protect and monitor implementation of the present Convention. …3.Civil society, in particular persons with disabilities and their representative organizations, shall be involved and participate fully in the monitoring process. 

12.08 Awareness Raising Article 8
1.
States Parties undertake to adopt immediate, effective and appropriate measures:(a) To raise awareness throughout society, including at the family level, regarding persons with disabilities, and to foster respect for the rights and dignity of persons with disabilities;

(b) To combat stereotypes, prejudices and harmful practices relating to persons with disabilities, including those based on sex and age, in all areas of life;

(c) To promote awareness of the capabilities and contributions of persons with disabilities.

2.
Measures to this end include:

(a) Initiating and maintaining effective public awareness campaigns designed:

(i) To nurture receptiveness to the rights of persons with disabilities;

(ii) To promote positive perceptions and greater social awareness towards persons with disabilities;

(iii) To promote recognition of the skills, merits and abilities of persons with disabilities, and of their contributions to the workplace and the labour market;

(b) Fostering at all levels of the education system, including in all children from an early age, an attitude of respect for the rights of persons with disabilities;

(c) Encouraging all organs of the media to portray persons with disabilities in a manner consistent with the purpose of the present Convention;

(d) Promoting awareness-training programmes regarding persons with disabilities and the rights of persons with disabilities. 
12.1  United Nations Convention on the Rights of People with Disabilities Article 24-Education
1. States Parties recognize the right of persons with disabilities to education. With a view to realizing this right without discrimination and on the basis of equal opportunity, States Parties shall ensure an inclusive education system at all levels and life long learning directed to:
(a) The full development of human potential and sense of dignity and self-worth, and the strengthening of respect for human rights, fundamental freedoms and human diversity; 

(b) The development by persons with disabilities of their personality, talents and creativity, as well as their mental and physical abilities, to their fullest potential;

(c) Enabling persons with disabilities to participate effectively in a free society.
2. In realizing this right, States Parties shall ensure that:

(a) Persons with disabilities are not excluded from the general education system on the basis of disability, and that children with disabilities are not excluded from free and compulsory primary education, or from secondary education, on the basis of disability;

(b) Persons with disabilities can access an inclusive, quality and free primary education and secondary education on an equal basis with others in the communities in which they live;

(c) Reasonable accommodation of the individual’s requirements is provided; 

(d) Persons with disabilities receive the support required, within the general education system, to facilitate their effective education;

(e) Effective individualized support measures are provided in environments that maximize academic and social development, consistent with the goal of full inclusion.

3. States Parties shall enable persons with disabilities to learn life and social development skills to facilitate their full and equal participation in education and as members of the community. To this end, States Parties shall take appropriate measures, including: 

(a) Facilitating the learning of Braille, alternative script, augmentative and alternative modes, means and formats of communication and orientation and mobility skills, and facilitating peer support and mentoring;

 (b) Facilitating the learning of sign language and the promotion of the linguistic identity of the deaf community; 

(c) Ensuring that the education of persons, and in particular children, who are blind, deaf or deafblind, is delivered in the most appropriate languages and modes and means of communication for the individual, and in environments which maximize academic and social development.

4. In order to help ensure the realization of this right, States Parties shall take appropriate measures to employ teachers, including teachers with disabilities, who are qualified in sign language and/or Braille, and to train professionals and staff who work at all levels of education. Such training shall incorporate disability awareness and the use of appropriate augmentative and alternative modes, means and formats of communication, educational techniques and materials to support persons with disabilities.

5. States Parties shall ensure that persons with disabilities are able to access general tertiary education, vocational training, adult education and lifelong learning without discrimination and on an equal basis with others. To this end, States Parties shall ensure that reasonable accommodation is provided to persons with disabilities.

12.2 Civil rights, human rights and non-discrimination 

12.21.When people talk about stopping discrimination against a particular group in society, there are a number of phrases that are usually used, but not always in the same way. People talk about 'civil rights', 'human rights' and 'anti-discrimination legislation', but often they talk as if all these things are the same. In normal conversation, the differences between 'civil rights' and 'human rights' may not matter but, as is often the case, they mean very different things in law.  Although this is not meant to be a legal textbook, it might be worthwhile if we spend a little time thinking about what these popular phrases actually mean to lawyers, if for no other reason than to help you to be clear about what it is you would like! 

12.22 The idea of human rights has an ancient history - Greek and Roman philosophers, religious leaders and legal experts have all considered those 'rights' that are owed to all humans, for no other reason than that they are human. Such 'rights' are seen as going to the very heart of what it is to be human and are traditionally treated as being 'above' law made by man1 - the result is that, at least in legal theory, man-made law cannot reduce or remove human rights, human rights exist whether man-made laws say they do or not. This way of viewing human rights sets a standard that cannot be affected by law, they exist whatever the law may say, but as is clear all over the world, reality often fails to meet such philosophical ambitions. 

12.23  Civil rights, rather than being rights that all of us should have, simply because we are human beings, deal with what individuals or groups of people can do within the law. In legal terms, civil rights can be thought of as those that are written in a country's law or code and interpreted by the courts. Although human rights are thought to exist, no matter what the law says, civil rights exist only to the extent that there are laws that create those rights. A particularly dramatic example of the difference between human and civil rights might help; the right to life is a universal and essential human right but, if the law in my country gives permission for the state to take away my life, so long as the correct legal procedures have been followed, executing me would not be a breach of my civil rights, even though it must be a breach of my human rights. 

12.24 Non-discrimination or anti-discrimination laws are specific pieces of legislation that protect the rights of certain groups of people against poor treatment based on a particular characteristic, such as their gender, religion, ethnic background or disability. For present purposes, we can say that anti-discrimination legislation would prohibit people and organisations treating us less favourably than other people, on the basis of our impairments. Rather than stating what our rights are, as disabled people, anti-discrimination legislation is more likely to describe the kinds of things that other people cannot do to disabled people -preventing use of a shop, refusing employment, or failing to remove physical barriers. Perhaps the easiest way to think of human rights, civil rights and anti-discrimination legislation is to view them as a list, with human rights being the most important, and therefore at the top of the list, followed by civil rights and anti-discrimination legislation at the bottom.  
12.25 Although discussion of the various phrases used, and their legal meanings, may seem needlessly complicated, it does hint at the size of the task facing you when drawing up laws to protect our rights. In order to ensure that the situation of disabled people is fully protected, all three areas human rights, civil rights and anti- discrimination legislation -will have to be addressed. 

12.26 The right to shop or work is meaningless without the right to life, to found a family and to self-determination. The right to vote or take part in the political life of a country is meaningless unless disabled people are able to gain access to the polling station or to information they need. When working toward enforceable rights for disabled people, it will be helpful if you are clear about what sort of rights you are talking about -are your human rights already protected by the constitution, or do you need to win constitutional protection for your human rights? 

12.28 Are you trying to protect your civil rights or is the need for anti-discrimination legislation? The answers to these questions will help you to organise a more effective campaign. Trying to achieve protection of disabled people's rights in all these areas -human, civil and anti-discrimination -would be an enormous task.”  Extract from DAA Tool Kit 7 by Richard Light 2002 For full wording on convention an updates  www.un.org/disabilities/
12.3 Human Rights Abuses Case Studies

12.31  "Being excluded from school makes me angry! In my city, disabled people are many times discriminated against. A short time ago I was left out from Math and Physical Education classes at the school I am now attending, and it hurt a lot. It stills makes me very angry. I feel that the government is not protecting us against discrimination.  A lot of effort was needed for me to come back to Math and Physical Education classes. My mom and dad consulted lawyers and did what lawyers said. I held back my anger and the fear of being banished from school. I'd like to give you an idea of how much I suffered till I was able to come back. It hurts to think that the worst fears may come true. Do they have it in for me because of my only life and so they hurt me? I only hope I will always be able to defend myself, be helped to communicate and be strong.? It makes me feel very sad to have [only] known school when I was ten because before that age they thought I wouldn't be able to learn. My mom taught me at home and she made me talk using the alphabet. She thus made me communicate and I was able to show what I felt inside. I'd like to be helped to meet others who are in the same situation and thus get together to say.”    Fourteen year old Pupil La Plata, Argentina.
12.32. Korea. The Educational Solidarity Group of the Disabled (ESGD) began their hunger strike after occupying the Human Rights Counseling Centre on the 7th floor of National Human Rights Commission Korea building in Incheon, on the 5th of July. The ESGD are angry about the educational discrimination happening to disabled people in South Korea and saw no alternative than to get together and organise a public protest against the Ministry of Education & Human Resource Development’s (MEHRD) lack of commitment to educational opportunities for disabled people. The ESGD also organised an official press conference and outlined their demands in a statement. The occupation ended after 23 days, and was declared a success after an agreement from the MEHRD to a number of the ESGD demands for change. Some of the changes MEHRD have agreed to make include: MEHRD will set up and run a committee to look at developing educational opportunities for disabled people.[hopefully disabled people will be included on the committee ! - ed] - MEHRD will conduct research into the situation of disabled people who have no access to elementary and secondary education. MEHRD will secure the budget necessary for executing the aforementioned affairs. 

The ESGD has future plans to organise an assembly in front of the Office of Education in Incheon on the 16th of August. They also hope to meet with the Superintendent of the Office of Education to talk about their concerns. In addition, the ESGD is hoping to form similar educational solidarity groups regionally and to develop them into a national solidarity group to campaign for the abolition of educational discrimination against disabled people, across South Korea.

 12.33  Landmines 85% of Children injured by landmines die before they reach hospital. Those children who do survive face a future where their new "disabled" status renders them excluded by their communities and denied their basic human rights. These and other shocking statistics have just been published by UNICEF as part of on-going attempts to convince regional governments across Southeast Asia to redouble their efforts to dispose of landmines and unexploded ammunitions left over from decades of armed conflict. The report highlights the impact of landmines on children particularly, because the impact on their life chances, once disabled, is so devastating. For many children acquiring such an impairment will mean that they are excluded from school, opportunities to make friends and play alongside non-disabled children. They are often rejected by their families because they are seen as a financial burden. Despite continued calls for a worldwide ban on these hideous and deadly weapons, very few Governments have demonstrated any real commitment to ending their usage. Evidence gathered by various agencies clearly shows that the highest proportion of people injured by landmines are civilians. In Vietnam, for example, landmines account for half of all mine-related injuries and one third of all deaths. Since 1975 more than 100,000 people have been killed. UNICEF will be presenting its finding about the impact of landmines, particularly on the lives of children, at the First World Summit on Landmines in Kenya at the end of November 2004. The main aims for the Summit will be to establish an action plan to clear all mined areas, an education programme for people about the risk of landmines and to support children and adults injured by landmines. There is a real opportunity here for UNICEF and other agencies to work with disabled people to promote the inclusion of all disabled children whatever their impairments and to ensure that greater pressure is put on Governments to ban all landmines once and for all. 

12.34 Attitudes Disabled People in India call for “Rights not Sympathy” All over the world disabled people use the International Day of Disabled Persons to celebrate, to lobby, to raise awareness and to launch campaigns. Disabled people in Bangalore have used the last International Day to launch a campaign to get their local communities and society to change their attitudes about disabled people. One campaigner said “Disability is not about bus passes, loans to set up shops, callipers, crutches, white canes and wheelchairs—these do not add up to a full life. These things are important, but they do little to address the real issues of accessibility, employment in the mainstream and the terrible way society views us”. Disabled people are calling on the Government to start implementing the Disability Act and for people to stop treating them with sympathy, but to recognise that they are human beings that should be treated with equality and dignity. As another campaigner said “I want people to recognise that I can work as a teacher, a pilot, or an engineer. I want to access a good job, so that I can pay for my own bus pass. I want access to everything that so-called ‘normal’ people have”.  Cultural programmes, marches and rallies will be held throughout the year to encourage the inclusion of disabled people in every aspect of life.[Source: SRMAB Newsletter Mar 2004]

12.35  Disabled people take action against rape in BangladeshThe Manikganj Disabled Peoples’ organisation on Development (DPOD) have recently taken to the streets to protest against the inaction of the local police in the case of a fifteen year old girl with learning disabilities who was raped. Several hundred people marched through the streets of Manikganj town and held a rally outside the local press office. Protesters are calling for the arrest and prosecution of the perpetrator. Disabled leaders from DPOD and other NGOs spoke out against the authorities who have as yet failed to act after receiving reports that the man, who is alledged to have committed this heinous crime, is now threatening the young girl’s family and putting pressure on them to withdraw the case. [Source: One for All Vol.4]
12.6 Human Rights Campaign Activity 

In your group take one of the above scenarios. Work out how you will build a Human Rights Campaign to end the situation outlined and introduce the relevant part of the UN Convention on the Rights of People with Disabilities.

What you want to change!

What will you do?

Who you will recruit to the campaign?

How will you research and publicise your campaign?

How will you know you have succeeded?

12.7 Building a Campaign: Key Ingredients of Change





13. Definitions of Inclusive Education

Arrange the definitions of inclusive education from most to least accurate description

13.1 Inclusive education as a “process of addressing and responding to diversity of needs of all learners through increasing participation in learning, cultures and communities, and reducing exclusion within and  from education. It involves changes and modifications in content, approaches, structures and strategies, with a common vision which covers all children of appropriate age range and a conviction that it is the responsibility of the regular system to educate all children”. In practice the UNESCO definition means:
•One Ministry is responsible for the education of all children
•One school system is responsible for the education of all children in their region
•There is a diverse mix of students in classes
•Teachers use classroom strategies that respond to diversity, such as multi-level instruction, cooperative learning, individualized learning modules, activity-based learning and peer tutoring
•There is collaboration between teachers, administration and others to respond to individual student needs. 
 UNESCO 2001

13.2 “Inclusion in education is a process of enabling all children to learn and participate effectively within mainstream school systems. It does not segregate children who have different abilities or needs. Inclusive education is a rights-based approach to educating children and includes those who are subject to exclusionary pressures. Inclusive education creates a learning environment that is child centred, flexible and which enables children to develop their unique capacities in a way which is conducive to their individual styles of learning. The process of inclusion contributes to the academic development and social and economic welfare of the child and its family, enabling them to reach their potential and to flourish. We distinguish between inclusive education on the one hand and educational integration via special education and special schools, on the other. Inclusive education is different from integration as the latter only denotes the placement of disabled pupils in the mainstream. Integration implies that the child has to change to be able to participate in the existing school system. In inclusive education a change is needed to address accessibility and challenge attitudes of managers, staff, pupils, parents and the local community.” 
 Dutch Coalition on Disability and Development 2006
 
13.3 “Inclusion in education involves:
· Valuing all students and staff equally.

· Increasing the participation of students in, and reducing their exclusion from, the cultures, curricula and communities of local schools.

· Restructuring the cultures, policies and practices in schools so that they respond to the diversity of students in the locality. 

· Reducing barriers to learning and participation for all students, not only those with impairments or those who are categorised as `having special educational needs'.

· Learning from attempts to overcome barriers to the access and participation of particular students to make changes for the benefit of students more widely.

· Viewing the difference between students as resources to support learning, rather than as problems to be overcome.

· Acknowledging the right of students to an education in their locality.

· Improving schools for staff as well as for students. 

· Emphasising the role of schools in building community and developing values, as well as in increasing achievement.

· Fostering mutually sustaining relationships between schools and communities.

· Recognising that inclusion in education is one aspect of inclusion in society.”
 Centre for Studies on Inclusive Education 
13.4  “Inclusion is about engendering a sense of community and belonging and encouraging mainstream and special schools and others to come together to support each other and pupils with special educational needs. Inclusive schools and authorities have:

a. an inclusive ethos;

b. a broad and balanced curriculum for all pupil;
b. systems for early identification of barriers to learning and participation;

c. d. high expectations and suitable targets for all children.”

UK  Inclusive Schooling  November 2001 DfES /0774/2001

13.5  “The intentional building of relationships where difference is welcomed and all benefit”. 
Person Centred Planning O’Brien and Forest, Centre For Inclusion ,Toronto
13.6  “The right of disabled children to enjoy a full and decent life, in conditions which ensure dignity, promote self-reliance, and facilitate the child's active participation in the community. It also states the right of the disabled child to special care, education, health care, training, rehabilitation, employment preparation and recreation opportunities; all these shall be designed in a manner conducive to the child achieving 'the fullest possible social integration and individual development, including his or her cultural and spiritual development.'

 UN  Convention on the Rights of the Child 1989 9Article 23)
13.7 “Every child has a fundamental right to education and must be given the   opportunity to achieve and maintain acceptable levels of learning;
· Every child has unique characteristics, interests, abilities and learning needs;

· Education systems should be designed and educational programmes implemented to take into account the wide diversity of these characteristics and needs;

· Those with special educational needs must have access to mainstream schools which should accommodate them within a child-centred pedagogy capable of meeting these needs;

· Mainstream schools with this inclusive orientation are the most effective means of combating discriminatory attitudes, creating welcoming communities, building an inclusive society and achieving education for all. Moreover, they provide an effective education for the majority of children (without special needs) and improve the efficiency and ultimately the cost-effectiveness of the entire education system.”

Salamanca Statement of the UNESCO World Conference On Special Needs Education: Access and Quality (June 1994) 

13.8  ‘Inclusive education enables all students to fully participate in any mainstream early years provision, school, college or university.  Inclusive education provision has training and resources aimed at fostering every student’s equality and participation in all aspects of the life of the learning community. All means all.’    Alliance for Inclusive Education (2000)
13.9 “We also define inclusive education and training as:
• Acknowledging that all children and youth can learn and that all children and youth need support.

• Enabling education structures, systems and learning methodologies to meet the needs of all learners.

• Acknowledging and respecting differences in learners, whether due to age, gender, ethnicity, language, class, disability, HIV or other infectious diseases.

• Broader than formal schooling and acknowledging that learning also occurs in the home and community, and within formal and informal settings and structures.

• Changing attitudes, behaviour, teaching methods, curricula and environment to meet the needs of all learners.

• Maximising the participation of all learners in the culture and the curriculum of educational institutions and uncovering and minimising barriers to learning.” South African Government  Definition of inclusion

13.10 ‘The most important thing is that I want to be part of ordinary life, and I want the same experiences as other kids.  Also I want to be allowed to learn things that need thinking about and are challenging.  I want to be able to contribute, and to discuss things that are important to me and other kids.  We need to be together to do that.  When we experience things together, we can learn about what we are each interested in, and about each other’s life.  It is important to educate schools so they change to make things better for kids who need a lot of help or get very tired.’  Young disabled person Maresa MacKeith (2000)  

14. Developing an inclusive Pedagogy
You learn to talk by talking
You learn to read by reading

You learn to write by writing

You learn to include by including

14.1First you must face your fear of difference.

Discuss in pairs.

How would I feel if I were unable to walk or move?

How would I feel if I had a child who was disabled?

How would I feel if I were permanently impaired by an accident?

How do I feel about myself?

14.2In groups of 4-6  think about teaching a mainstream lesson to classes with the following students

A. A Physical Education lesson with football skills with a blind child and a wheelchair user

B. A Geography lesson about which countries border Russia with children with intellectual impairment and deaf students/

C. A Science lesson on the water cycle and its importance and the different states of water to a class with blind and deaf children and a child who cannot stay still for long

D. A music lesson on the notes in a scale with deaf children and children with intellectual impairment

E. A history lesson role play on the causes of the 1917Russian Revolution with full range of impairments-blind, deaf intellectual and behavioural impairments

14.3 Develop a lesson Plan  showing 
1.What essential knowledge is to be gained?

2. How will my students learn best in this lesson

3. What modifications are necessary?

4. How will my students show their learning?
14.4 Demonstrate to the rest of the group what you have learned through a role play.

14.5 Examples of inclusive pedagogy from UK Reasonable Adjustment Project
	Example
	Activity
	Adjustment

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	


14.6 Reasonable adjustments in the classroom: a check list 

This is not an exhaustive list of every aspect of planning, it is a list of practical classroom arrangements that teachers working with the Project found useful in thinking of a range of adjustments they might want to make.

	1. Pre-planning information.

· Have you been given information on the nature and degree of impairment and the access needs of the disabled pupils in the class?

· Have you been shown or do you know how these disabled pupils access needs and personal care needs will be met in the class?

· If you don’t know how the disabled pupils needs will/can be met seek advice from SENCO, Head of Department, Head or Deputy or from other agencies such as Educational Psychologists, Advisory Teacher or Health Professionals.
	

	2. What preparation have you made with the class/ group for:

· one to one peer support

· collaborative teaming

· group work 

· valuing difference of race, gender, ethnicity, disability or religion

How do you ensure that mutual respect is encouraged within your classroom? Are you clear about how to deal with bullying and harassment in the class?
	

	3. Lesson planning: how will you support the needs of all learners? 

Consider: - timing, 

- variation of activities,

- types of active ties- concrete/  abstract ,

- reinforcement of key ideas,

- extension work 

- recall of previous work,

- links to future work,

- clear instructions.

· Will the content of the lesson engage all pupils from the beginning? Will there be sufficient variation in activities and pace to engage all?

· Are you able to access specially adapted equipment for some students to enable them to participate fully? 

· If not, can an alternative way be found?

· Will the diversified and differentiated work allow all pupils to experience success at their optimum level?
	

	4. What different teaching styles are you going to use?

· Visual e.g. use photos, mind maps, maps and diagrams, pictures, film clips, wall displays?

· Auditory e.g. use story telling, talking, effective questions, problem solving, clear sequencing, music, singing?

· Kinaesthetic e.g. use movement, role play, artefacts, use the environment   
	

	5. Prepared materials

· Are written materials accessible to all: formats; readability; length; content?

· Scaffolding [practical materials] e.g. writing frames, pictograms, sounds, pictures, objects, artefacts, word lists, number lines, etc, are they accessible to all?
Appropriate use of augmented communication and ICT
	


	6.Self presentation 

· Have you thought about how you will: react to situations of stress, humour, seriousness, embarrassing questions; offer encouragement to all; challenge the behaviour not the child?  

· Are all the students aware that you might approach the behaviour of some students in a different manner to the rest of the class?

· How will you use your voice in the lesson, eg: volume, tone, and make sure all children are understanding you?
· Where will you position yourself in the classroom and when?
	

	7. Use of support staff

· Have you met with or at least communicated with support staff before the lesson?  

· How are you going to use other adult support in the lesson?   

· Does their use allow all children to be equally included in the class activities?

· If you are using support staff for withdrawal, how do you know the pupils are gaining from this?

· If you are using withdrawal, how are the groups organised?
	

	8. Classroom organisation

· Is seating carefully planned and/or the activity accessible for pupils with:

- mobility impairments e.g. circulation space, table height 

- hearing impairments e.g. sight line for lip reading/ interpreter/ no glare 

- visually impaired e.g. maximise residual sight, if touch can reach 

- pupils with challenging behaviour e.g. in adult gaze; at front for eye contact 

- pupils with short attention span/easily distracted, eg: sit on own 

- learning difficulties who need a lot of support, eg: next to peer supporter

- short attention span, eg: distraction free zone 

· What seating plans are you using and why?  

· Will seating plans make use of peer support and how?
	

	9. How will you organise and group pupils in lessons?

· Friendship groupings?

· Mixed sex/same sex groupings?

· Mixed ability/same ability groupings?

· Specific pairs of pupils working together, eg: stronger reader/weaker reader?
	

	10. How will you deal with unexpected incidents?

Are you aware of the systems for dealing with unexpected incidents, eg:  evacuation, fainting or fits, incontinence, medical emergencies?
	

	11. How will you ensure that all students feel equally valued through their experiences of: 

· the allocation of teacher and support staff time; 

· being listened to/ paid attention to;

· being respected;

· achieving;  

· interacting with their peers.
	

	12. How will you assess the outcomes? 

· Do you have a scheme for assessing the achievements of all?

· Have you looked at alternative forms of assessment? e.g. video recording progress, peer evaluation, self evaluation?

· How will you involve pupils in assessing their progress?
· Appropriate use of augmented communication and ICT
	


14.7 A whole school policy on disability equality and inclusion

a Access audit of the school environment. Carry out a full access audit of your

building. Involve pupils/students. Cost and set targets of major and minor works

to be included in the school development plan. Involve the governors in pressing

the LEA for access works. Money is available through the Schools Access

Initiative.

b Audit access to the learning environment. Audit software and hardware suitable

for supporting learning difficulties. Maintain up-to-date information on adaptations,

example, signing, Brailling, vocalizing, voice recognition, touch screen, laptops,
switching. Make lessons multi-media. Make sure visuals can be described or

subtitled if necessary.

c Ensure disability issues are in the curriculum. When planning a curriculum unit,

topic or module think of including a disability dimension. Build up resources and

literature that are non-discriminatory and include disabled people in a non-patronizing way (see guidelines in Chapter 7 of this volume). Promote the ‘social model’ of disability. All Equal All Different (Rieser, 2004b) is one such resource

pack for Early Years and KS1.

d Disabled people are positively portrayed. Ensure all children have access to

positive images of disabled adults and children in non-stereotyped activities and

roles. Make sure the school has a range of picture or reading books that do this (see

selected reading list at the end of this chapter). Involve disabled adults from the

community in activities and lessons.

e Diversify the curriculum. When planning the curriculum, use a wide variety of

approaches to draw on different strengths, learning styles – auditory, visual or

a kinesthetic – and aptitudes of the pupils/students. Build up a resource bank of

ideas and lessons allowing time for joint planning and review. Check teaching and

learning strategies and targets are appropriate for the needs of all children in the

class.

f Develop collaborative learning and peer tutoring. The pupils/students comprise

the biggest learning resource in any school. Involve them in pairing with children

of different abilities and groups. All children benefit from these approaches.

g Effective team approach for learning support and curriculum planning. Ensure

that learning support is effectively co-ordinated throughout the school and in each

classroom. Allow time for joint planning in the school day, involving teachers and

learning support assistants. Develop the skills and confidence of the learning

support assistants to carry out different roles in the classroom with groups of

children.

h British Sign Language. When a school includes deaf children, make use of

British Sign Language translators and teachers. Offer deaf children the chance to

work with native signers. Offer hearing children the chance to study sign language

as part of the curriculum. Give a positive value to different forms of communication.

For deaf and partially hearing children, it is important to understand their

need for induction loops, lip reading and good room acoustics.

i Accessible communication with parents/carers. Recognize that not everyone

communicates by written or spoken English. Audit the communication needs

within the school and of parents and provide notices, reports, information and

directions in the relevant format, for example, large print, Braille, tape, videos in

British Sign Language, computer disk and pictograms, and use symbols for people

with learning disabilities

j Be critical of disablist language. Examine language used in teaching and by

other pupils. Much of it is disablist and impairment derived. Develop a critical

reappraisal through disability equality training, assemblies and in class.

k Challenge impairment-derived abuse, name-calling and bullying as part of the

school behaviour policy. Introduce effective policy to prevent abuse, name-calling

and bullying because of physical, mental or sensory differences. Make this part of

your school anti-bullying policy.

l Involve all pupils in developing behaviour policy. Policies devised with

pupil/student involvement and based on principles of self-regulation and mutual

respect are the most effective. Cultivate developmental discipline. Sometimes it is

necessary for adults to take a lead in setting up circles of friends and buddy

systems. All children should remain on roll even if for some time they are out of

class. Devise systems where distressed children can take ‘time-out’ and talk to

sympathetic adults. Have access to counselling and psychiatry.

m Develop a whole school ethos on accepting difference. Use events like

assemblies, plays and sports days to demonstrate this, as well as in day-to-day

functioning.

n Develop empowerment and self-representation of disabled pupils/students. Set

up structures through which disabled pupils/students can express their views,

develop self-esteem, and have some influence on school policies. Involve disabled

adults in this process. Develop training in self-advocacy. Find ways of ensuring

disabled students are represented on the School Council.

o Physical Education. Ensure PE and sporting activities involve all pupils/

students, develop collaboration and encourage all pupils to improve their personal

performance. Use adaptation and creative imagination to succeed in this.

p Transport and school trips policy. Make sure this includes all. Ensure that

transport to and from the school for disabled pupils fits in with the school day and

cater for attendance at after-school activities. Allow the disabled child’s friends

and siblings to use transport to break down isolation. Ensure no pupil is excluded

from a trip or visit because their access or other needs are not met. This means

careful advance planning and pre-visits. Ensure you don’t use risk assessment to

exclude pupils who think laterally to find solutions.

q Have an increasing inclusion ethos in the school development plan. The school

should examine every aspect of its activity for barriers to inclusion identify

temporary and longer term solutions, describe how these will be achieved, who

will be responsible, how they will be funded, how their impact of student

achievement will be measured, and incorporate these into the school development

planning process.

r Include outside specialist support. Plan the work of speech, physio- and

occupational therapists in a co-ordinated way which best supports pupils’/students’

curriculum needs and reduces disruption to their learning and social needs.

s Policy on administering medication and personal assistance. Devise a policy on
administering routine medication which is easy for pupils/students to use and

develop systems that maintain their dignity on personal-hygiene issues. Have a

system for handling medical emergencies which is easy for everyone to use.

t Maintain equipment. Ensure that specialist equipment is properly maintained,

stored and replaced when necessary. Mobility aids, for example, wheelchairs and

walking frames, should be regularly checked and staff trained in their proper use.

u Increase the employment of disabled staff. The Disability Discrimination Act

now applies to employment in most schools. Revise the equal opportunity

employment policy to increase the employment of disabled teaching and nonteaching staff. There is Access to Work money available for disabled employees

from Placing, Assessing and Counselling Teams (PACT) officers at Job Centres.

All children need disabled adult role models.

v Disability equality training and ongoing INSET for staff and governors.

Organize a programme of in-service training for teachers, support staff and

governors to help them move towards inclusion and disability equality. Ensure all

staff are involved in and understand the process of inclusion.

w Governing body representation. Appoint a governor to have a brief for special

educational needs, with the whole governing body involved in developing

inclusion policy. Try to get disabled governors.

x Consultation with and involvement of parents/carers. Ensure there are effective

arrangements for involving parents/carers in all parts of their child’s school

life, including any decisions that have to be made. These arrangements should

involve counselling and support in helping a child towards independence. With

their permission, maintain information about parents/carers who are themselves

disabled, so that their access and other needs can be met.
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15.1 Intentional Building of Relationships Courage


44

 A small thing once happened at school

That brought up a question for me 

And somehow it forced me to see

The price that I pay to be cool.

Diane is a girl that I know

She’s strange like she doesn’t belong

I don’t mean to say that that’s wrong

We don’t like to be with her though.

And so, when we all made a plan

To have this big party at Sue’s

Most kids in the school got the news

But no one invited Diane.

The thing about Taff Junior High

Is, secrets don’t last very long.

I acted like nothing was wrong

When I saw Diane start to cry.

I know you may think I’m cruel

It doesn’t make me very proud

I just went along with the crowd

It’s sad, but you have to in school

You can’t pick the friends you prefer

You fit in as well as you can.

I couldn’t be friends with Diane

‘Cause then they would treat me like her.

25

1 15.2 Circles of Friends









1,Circle of Anchors or Intimacy

2 Circle of Friends

3 Circle of Participation or Associates

4 Circle of Exchange

30 
15.3 Circles of Friends: A Tool for Inclusion

They technique is based on a model that identifies four different levels of relationship. (See Jack Pearpoint, Marsha Forest and Judith Snow)

Circle 1 Circle of Intimacy. This is made up of those who are our Anchors-people who are closest to us and whom we could not imagine living without. They will typically be members of our immediate family. They may be pets or people who are dead. Looked After children do not usually have secure angers and are the mot vulnerable.

Circle 2. Circle of Friendship. This consists of those who are our Allies-people who are friends or close relatives who did not quite get into Circle One. These are people we would confide in and would expect to be on our side and support us in a difficult time. If Circle two has few people we are prone to feelings of isolation, anger and depression.

Circle  3. The Circle of Participation. This is made up of all our Associates- people we are involved with because we see them regularly ion school class, in the staffroom, at clubs, organisations, church, line dancing. Also our extended family and neighbours. Identify by number in each sphere of live rather than name. We hang around with these people and they come and go. Our friends and partners are usually chosen from people we meet in this circle.

Circle 4. The Circle of Exchange. This consists of people who are paid to be in our lives- doctors, teachers, dentists, social workers, therapists, consultants. They are paid by us or the state to provide us with services. Disabled children often have a large number of people in this circle. The Quality of relationship is different as the service provider is their in a professional capacity and can go at any time. Once all participants have completed their own Circle of Friends they can empathise with the isolated or segregated who will have a very different circle.

We can ask for volunteers to be part of the circle. We would only do this with the focused child’s and their parent’s permission.

The Senior Management in the school would need to support the Circle and make timetable space for it. The Circle would need an adult facilitator and 6-10 volunteers. The Ground Rules would need to be supportive.

The focus child would have a veto. The other children get a great deal out of these circles. We cannot make children be friends, but Circles have been shown to create the conditions of friendship and peer support. See Circles of Friends by Colin Newton and Derek Wilson, Inclusive Solutions, Nottingham 2003.

15.4 Making Action Plans MAPS -- Making Action Plans -- is a planning process for people and organizations that begins with a story - the history. Maps has a series of empty container questions that ask a person/organization to tell us some of the milestones on their journey, so we can get to know them, dream with them, and begin to build a plan to move in the direction of their dreams. MAPS means Maps. We have abandoned acronyms. Maps is about listening to a person's dreams, acknowledging their nightmares, then building a rich portrait of their gifts and talents so we are able to focus on simple daily actions that move them in constructive directions. 

MAPS is a wonderful way to 'get to know' someone, in schools, in communities, in life. It is powerful and requires skilled facilitation by two facilitators - in order to make it safe for the MAP finder. A simple guideline: do no harm. The books and videos listed here introduce the idea, and demonstrate how it can be utilized with safely and integrity to move people toward a full life. Although MAPS originated in the 'disability' sector, its applications cover the full spectrum of life situations.
1.What is a MAP?

2 What is the persons story/history?

3What is the Dream?

4.What is the Nightmare?

5.Who is the Person?

6. What is the Person Good at-gifts etc?

7. What are the persons needs?
8. What is the Plan of Action to reach dream and avoid nightmares?

MAPS work best if those who know the person best rather than professionals are enlisted.
31 
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16.1  Parents oppression-target group professionals and other allies. 

Ask those who are parents or in parenting role to identify themselves.

Remind everyone that we are all ex-children, even if we are not currently parents. Set up the group to have an opportunity to explore the effects of parent oppression on themselves. In pairs or small groups for 10 minutes: 
Questions

· Were your parents on your side when you were a child?

· What did they do? Why?

· What would you have liked them to have done?  What stopped them?
Feedback

· Summarise each point. E.g. “My parents had no backing or support”, “They always asked me first” ,”They were afraid to make waves”

· Bring together the issues in the overheads ‘Parents Oppression’ and ‘What parent should mean’.

Learning objectives
1. Remembering one’s own perspective as a child reminds how vital it is to understand that perspective.

2. Parents’ intentions are constrained by the sense of powerlessness that the oppression feeds.

3. A disabled child has exactly the same need for a parent to be on their side as any other. An Ally.

4. To be an ally to a disabled child parents need the support and information of disabled adults to break out of the oppression that threatens their relationship with their child.

5. A professional can be an ally by bringing in DET –

    the voice of the disabled child –

    into his or her own planning.

6.A professional can understand why some parents

   find it impossible to believe that practice 

   and attitudes in mainstream will change to allow 

   inclusive practice.
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16.2 KIM

When I first had Kim he was my son.

A year later he was epileptic and developmentally delayed. 

At 18 months he had special needs and he was a special child.  

He had a mild to moderate learning difficulty.  

He was mentally handicapped. 

I was told not to think about his future.

I struggled with all this.

By the time he was four he had special educational needs.  

He was a statemented child. 

 He was dyspraxic, epileptic, developmentally delayed and he had complex communication problems.

Two years later, aged six, he was severely epileptic (EP), cerebral palsied (CP) and had complex learning difficulties.

At eight he had severe intractable epilepsy with associated communication problems.  

He was showing a marked developmental regression.  

He had severe learning difficulties.

At nine he came out of segregated schooling and he slowly became my son again.  Never again will he be anything else but Kim – 

a son, a brother, a friend, a pupil, a teacher, a person. 

[Pippa Murray, ‘Let Our Children Be,’ published by Parents with Attitude]
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16.3 “A separate existence in any sense different or apart from our family is not something any of us would automatically choose.  That choice was made for us.  We agreed to a separate school from her siblings, and away from home, as it was cruel to keep her at home all day, every day and no provision was made for her in our area.  The consequences however have been devastating for our family.  It has been impossible to have joint family activities without elaborate and extensive preparations, which may even then clash with her school arrangements.  We rarely get to meet her friends or their families, therefore home visits and overnight stays are out of the question.  Her siblings are not conversant with her communication, social and access needs and either leave her out of their activities or politely attempt to include her as one might a stranger.” 

Member of the Lambeth Black and minority ethnic parents group. Dreaming the Dream, report published by Parents for Inclusion 2001

16.4 Parent’s Oppression

What are the demands that society makes on parents?

· To be perfect, rather than the best they can be.

· To be criticised, rather than understood, helped and supported.

· To be solely responsible for the young person their baby becomes.

· To be made guilty for every shortcoming of that young person.

· To produce a PERFECT young person in every way!!

· In short to produce the impossible – rather than the achievable.

· Parents of disabled children spend their life justifying what they/their offspring can and can’t do and why?  Society always has a better idea and is always ready to impose a valued judgement.

Experiencing the Medical Model of Disability at work through the mouths of Doctors, Health Visitors, Occupational Therapists, Physios, Teachers, LEA officers and others may have a devastating effect on the relationship between parent and child.

Love becomes conditional – segregation acceptance

16.5 Learning to challenge the hurtful myths

Many parents of disabled children have become revolutionaries by the simple act of refusing to stop valuing their children.

“The main difference between parents and professionals is one of power.  Professionals act within a system, backed up by laws, regulations, colleagues, resources, training, status, clerical support, large offices, long words and emotional distance.  Parents only have their love for their child, and their desire that that child should be given the best possible chance to have a good life.  How is partnership possible in such an unequal state of affairs?  It is only possible if everyone involved is willing to examine the values and beliefs which lie behind all our actions”. Micheline Mason, Parents and Partnership, 1996

16.6 PARENT - What should this mean?

· A parent can be described as a person that cares for and protects you.  A person that gives you the tools to enable you to lead the most fulfilling life possible.  Someone that teaches you to love to learn, and love to give/take and co-live with others.

· A person who loves you unconditionally, and backs you no matter what, because they trust you completely.

· A person who teaches you right from wrong, but respects your judgement when it is given.

· A person that accepts you for what you grow into, and believes (ALWAYS) that you are doing the best you possibly can.

· (Someone that does not impose their views as final, and nag you to become what they want, rather than what you are.)

· A person who in turn receives honour, trust and love without question and in complete trust.

“…. The … issue for parents of children who have “special” (meaning unmet) needs within the education system is that other people who do not love your child, who do not share your value system, could have a greater influence over your child’s life than you do yourself”.  Micheline Mason, Parents and Partnership, 1996
Many parents see how the oppression is hurting their innocent child, whom they have come to love. But feeling isolated and alone they often feel they are unable to defend them against the forces in society. If they find the courage to challenge the system, they are often labelled as ‘difficult’. This can make them seem too ready for a fight and the professionals they encounter can become defensive and unsupportive. Understanding that these parents are challenging a vicious oppression and looking for allies in this huge task could make a huge difference to a child’s life.

16.7 Parents Good practice
Schools can develop good communication with parents at many levels.

· Accessible information and invitations to parents’ evenings, reviews and other school activities. 

· Active home school partnership, which respects cultural and economic diversity.

· Imaginative approaches to collaborative problem-solving and commitment to a non-confrontational ethos. 

· Having a willingness to work along side parents’ organisations in the voluntary sector – especially those wanting to empower parents to be good allies to their young disabled person.

· Remembering the child is central to all activities in a school and must be respected for who they are and the gifts they bring.

· The relationship between parent and child must not be threatened.
      www.parentsforinclusion.org

16.8 Ten Reasons for Inclusion

Inclusive education is a human right, it’s good education and it makes good social sense
HUMAN RIGHTS 
	1
	All children have the right to learn together. 

	2
	Children should not be devalued or discriminated against by being excluded or sent away because of their disability or learning difficulty. 

	3
	Disabled adults, describing themselves as special school survivors, are demanding an end to segregation. 

	4
	There are no legitimate reasons to separate children for their education. Children belong together -- with advantages and benefits for everyone. They do not need to be protected from each other. 


  

GOOD EDUCATION
	5
	Research shows children do better, academically and socially, in inclusive settings.

	6
	There is no teaching or care in a segregated school which cannot take place in an ordinary school. 

	7
	Given commitment and support, inclusive education is a more efficient use of educational resources. 


  

SOCIAL SENSE 
	8
	Segregation teaches children to be fearful, ignorant and breeds prejudice. 

	9
	All children need an education that will help them develop relationships and prepare them for life in the mainstream. 

	10
	Only inclusion has the potential to reduce fear and to build friendship, respect and understanding.
17.1 Collaborative Teams

A collaborative team is a group of individuals who share common beliefs and work towards common goals.  They meet regularly over an extended period of time.  Collaborative planning and teaming arrangements for each school will be unique, based on the needs of the faculty and student population in a given year.  Shared decision making, flexibility, and creative problem solving strategies will help teachers in their transition to restructured roles.
17.2  COLLABORATIVE SKILLS

Teaching has been a profession in which individuals took responsibility for the outcomes of a group of students.  It has NOT been a collaborative activity whereby a group of teachers work as colleagues, learning from each other and with each other for the purpose of developing creative instructional solutions through shared responsibility for the outcomes of a group of students.

Collaborative skills are social skills, which help people work cooperatively and productively together.  One of the most important functions of the team is to use collaborative skills to create an atmosphere conducive to building trust, solving problems and resolving conflicts.  

17.3 BUILDING RELATIONSHIPS and PRODUCTIVE TEAMS

What affects everyone can best be solved by everyone.

When people sit around the table to meet, each one may have individual concerns and hopes about how the meeting will go, whether or not it will be productive, and how much the discussion will stay on task.   Parents may be uncomfortable walking into a room in which all of the school staff have been assembled and may be insecure about voicing their feelings to people they do not really know.  Teachers may not want to appear that they do not have the answer to a problem, especially in front of the parent or their principal.  Trust may not be there.

In order to build trust and enable all to feel that they are a truly valued part of a whole, each team member needs to act trustworthy.  



17.4 Each team member should:

· be on time for meetings

· contribute their opinions and be honest

· complete assignments outside of meetings

· don’t talk about others behind their backs

· treat others with respect

· give eye contact to the speaker

· asking questions related to the discussion

· paraphrase or summarize the points that are being made

· check for your understanding

· offer opinions and disagree respectfully and honestly

· compromise after discussion to reach agreement on next steps or decisions to be made

· demonstrate respect for ideas

· be critical of ideas, not of people

· during conflict, try to see the other person’s perspective 

· make decisions by building consensus, not by administrative directive or voting

· encourage other silent team members to voice their opinion

· support others who have larger tasks or busier schedules or who could benefit from your expertise

· share roles and responsibilities of running meetings and other team functions

· share the blame if decisions turn out to be bad ones or if plans are ineffective

· establish team goals and mutually agreed upon methods for running meetings

· be willing to share your personal feelings and something personal about yourself

17.5 PLANNING THE TEAM
Once a student has been identified as having intensive needs, an individual planning team should be established.  Because it will not be efficient or logistically possible for the many teachers and support personnel who are usually involved with the student to be regular participators, the team should have core and extended components.  
Core Team: The core team is a small group of people who meet regularly to do the majority of the planning and is made up of the people who are most involved with the student on a daily basis.  These may include, for example, the student, the student’s general class teachers (at least one or two), special and related or support services staff (if they are actively involved in direct or supported instruction), and the parent. The administrator is usually a member only when the school is just beginning to use team practices.  Not more than 8 people!

Extended Team: The extended team is composed of people who are important to the student’s educational program and are available to provide support to the team. These members may be previous or future teachers, special and related or support personnel (for example, guidance counsellors, psychologists, or the student’s peers), usually an administrator once team practices in the school are in place, and sometimes district support staff.

Once the team has been established, there are some questions that must be answered to ensure consistency, efficiency, and communication and to reduce confusion or misunderstandings:

Who assigns responsibilities to team members?

· Who communicates information to members not attending a particular meeting?
· Who is the parent contact person?
· How do team members deal with situations where an individual is not contributing, not attending regularly, or is not following through with their responsibility?
· If additional meetings are scheduled, who has responsibility for arranging them?
· Who has the power to cancel a meeting, and for what reasons?

· When can meetings be regularly scheduled so that all members can attend?
· How can the family be encouraged to participate?

17.6 TEAM MEETINGS

A regularly scheduled time and length of time needs to be set aside.  It is expected that all members will consistently attend and contribute during meetings and will assume responsibility for work done outside of the team meeting.  Individual student planning teams usually meet for one hour or less.  A structure for the meetings and roles on the team need to be established, and the processes for problem solving and decision-making need to be worked out.

Agenda: 
Should be set at the end of each meeting for the next meeting.  Time limits should be assigned to each item, so that there is a realistic expectation about what can be accomplished. Frequently, teams will begin spending 10 minutes on “successes” and may have a standing item on the agenda if there is one issue that is consistently addressed by the team (e.g., behavior support plan, participation in a particular subject area, peer support plan, etc.).  

Roles:
In order to use your limited time most efficiently and to improve collaboration and participation by all members, many teams assign roles that can be rotated among the members.  Rotation may be by volunteering, by alphabetical order assignment, or any other way agreed upon by the group.  Who will do what at a meeting is usually decided at the previous meeting.  At a minimum, teams need to have a facilitator, a recorder, and a timekeeper.  Other roles, which are helpful, particularly in the beginning of team formation, are encourager, jargon buster, and observer.  These are described below.

Meeting Content:
Some teams always begin their meetings spending 5 minutes on some recent success related to the student.  Besides being an icebreaker, it sets a positive note and good feelings.  If there is a major area that will be a consistent focus, the team may want to make this a standing agenda item.  To allow for adequate discussion of items and to ensure that meetings don’t go beyond the designated time (usually between 30 and 60 minutes), there are often not more than 3 to 5 items identified.  

Team Decisions:
Decisions made at the meeting that require action need to have the responsibility for that action assigned to individuals (or the group if the whole group will act) with a date specified by which the action will be taken.

Note Taking:   Minutes or notes are critical to ensuring that all team members (present and absent) have the same information and can have a reminder of the topics covered, decisions made, tasks assigned, and responsibilities for between meetings.  If a standard form is used, the recorder may take notes by hand and simply make copies of these notes at the end of the meeting for each member.  It is helpful if the notes include columns for tasks or assignments and the person responsible and date that the task is due so that members can more easily remember their responsibilities. 

17.7 TEAM MEMBER ROLES
Facilitator:  distributes the written agenda, moves the team through the discussion of each item, ensures that the team remains task-oriented, and keeps team members focused on the team goals.  The facilitator seeks to clarify information and opinions, seeks out the input of members who are silent, pulls together the major ideas, and restates or summarizes the major points or decisions that are made.  The facilitator also helps to solve the interpersonal problems between members by promoting open discussion in order to resolve conflicts and develop consensus.  The facilitator asks the team to set the agenda for the next meeting and, if roles rotate, identifies who will take what roles for the next meeting.

Recorder:  writes down the agenda items and all agreed-upon outcomes of the meeting.  The recorder should check to make sure there is consensus of opinion before recording outcomes.  The reporter asks for clarifications and summarizes the group discussion to ensure accurate reporting. 

Timekeeper:  keeps track of the time spent on each item according to how much time the team originally allocated for it.  S/He signals the group shortly before the time is up to allow the group to wrap up the discussion.  If the item requires more time than has been allocated, the group can defer the item for additional discussion at the next meeting (making it an agenda item) or eliminate another item which has lower priority (moving that item to the next meeting).  The team should generally not extend its meeting time.

Encourager: warmly encourages everyone to participate, recognizing contributions, demonstrating acceptance of ideas, and being generally responsive to team members.  To assign this role may seem artificial at first, but without this role being taken, members may not be reinforced for participating.  Once a team is experienced, this role usually doesn’t need to be assigned - it just happens naturally.

Jargon buster: reminds team members when they are using words that are not commonly understood by everyone.  Asking for translation into everyday language often reminds members that common sense should prevail.

Observer: observes the team action and interaction and gives feedback to team members as a group on how well they did in their assigned roles and on collaboration.  This is often very awkward when a team is first forming, which is the most critical time for feedback to occur.  Some teams will periodically assign an observer to identify areas for improvement.

From Collaborative Teams Structures for Success Maryland State Department of Education Maryland Coalition for Inclusive Education 1999 www.mcie.org/docs/publications/Collaborative%20teams.doc
17.8 Some things Teams for Inclusion SHOULD be doing
· Enshrining JOINT WORKING as a team’s modus operandi. Dedicating time to team building and recognising that this is a ‘time hungry ‘ but essential task

· Recognising that inclusion is about human rights, social justice and having an insight the disability equality issues that underpin the inclusion movement

· Using everyday language and making sense

· Having high expectations 
· Being comfortable with saying ‘I don’t know what to do in these circumstances but together we can work this out’

· Asking ‘Would it be alright to do this if the child was not disabled’

· Valuing individual team member’s strengths and gifts and supporting them to become  even better at what they already do well.

· Reaching out and empowering parents ( particularly from socially disadvantaged groups) to become advocates for their child within the peer group and wider community 
· Continually asking  ‘what is inclusion?’ and developing an understanding that inclusion is a process, not a fixed point to be reached

· Identifying potential leaders for inclusion within mainstream settings and investing substantially in their development

· Using ‘only as special as necessary’ as a key guide to planning of support

· Recognising and developing the role of typical peers in the inclusion process, having insights into the benefits for all.
17.9 What Teams for Inclusion should NOT be doing
· Allocating patches that are the sole responsibility of the individual team member. They should not be encouraging the myth of the expert.

· Focusing solely on working out what is wrong with the child and identifying and meeting special needs

· Inventing and valuing jargon that only one person in a thousand can understand

· Predicting long term limits and plateaux: inviting low aspirations from others

· Handing over responsibility to someone else

· Seeking to recreate special school systems and structures in mainstream settings e.g. Establishing ‘inclusion rooms’

· Establishing hierarchies by profession and salary

· Having little or no involvement with parents of children they are supporting

· Being comfortable with and investing in the status quo. Not accepting that change is inevitable and resisting becoming active agents of change

· Allocating strictly equal shares of team time to each of the schools they serve

· Viewing more as better. Multiple referrals create further barriers to belonging

· Visiting schools only to see pupils on a case load in isolation from their peers in the classroom. 
18.1  Summary sheet of Solutions to develop inclusion in schools




18.2  Action Planning Guide for your city. Fill in City groups.

Implementing Article 24 developing inclusive education
What do we want to do or change to promote Inclusive Education?

Why
is this a priority?

Who
do we need to influence and/or involve?

How
are we going to do this? 

Steps we need to take (Stages of our Action Plan)

When Setting a date for action

How will we evaluate and know we have achieved our aim?

       
[image: image2]
19. Useful Resources
Education : towards inclusion UNITED NATIONS EDUCATIONAL SCIENTIFIC AND CULTURAL ORGANIZATION (UNESCO) [regularly updated] This section of the UNESCO's education website hosts definitions of concepts, policies and publications relating to inclusive education. UNESCO has identified certain issues as 'flagship initiatives', to strengthen efforts at addressing the issues through partnerships between UN bodies and other stakeholders. Case studies, support materials for teachers and those promoting inclusive education, and a set of guides to the education of different groups of learners are also available in the online materials section y Language English; French    Type of material   Website Available from United Nations Educational, Scientific and Cultural Organisation UNESCO Publishing, 7 Place de Fontenoy, 75352 Paris 07 SP France
 Website:http://www.unesco.org Full text on the web http://portal.unesco.org/education/ev.php?URL_ID=7939&URL_DO=DO_TOPIC&URL_SECTION=201
Inclusive education : where there are few resources STUBBS, Sue Oslo: Atlas Alliance, 2002, 67 p. This booklet is for those who are receptive to the idea of inclusive education but want to develop a more in-depth understanding of its context, what it is, how it can be planned, problems and opportunities to look out for, and where to go for further information. It is not a training manual and does not provide detailed information on classroom methodology. The document can be downloaded from the EENET website Available from The Atlas Alliance, Schweigaardsgt 12, PO Box 9218 Gronland, 0134 Oslo, Norway Full text on the web http://www.eenet.org.uk/theory_practice/ie_few_resources.pdf  

Enabling Education Network (EENET)  This is an excellent website focusing on inclusive education, which is regularly updated with publications from the South. It includes sections on parents, policy, teacher education, early childhood, deafness, gender, image-based methodologies and action research, among others. It also contains EENET newsletters and reports, and bibliographies. The website is also available from EENET as a CD-ROM. Language English; French; Portuguese; Russian; Spanish; Arabic    Type of material   Website Available from Enabling Education Network (EENET) Educational Support and Inclusion (ESI), School of Education, University of Manchester, Oxford Road, Manchester M13 9PL
UK      Website: http://www.eenet.org.uk Full text on the web http://www.eenet.org.uk
National Resource Centre for Inclusion (NRCI) SPASTICS SOCIETY OF INDIA Mumbai: Spastics Society of India This website contains a wide range of publications for sale in both English and Hindi covering many aspects of disability. The website also describes projects currently being carried out by NRCI, on inclusive education in early childhood and research. NRCI organises conferences called 'North-South Dialogues' and documents from these conferences can be downloaded from the website Language English; Hindi    Type of material   Website Available from The National Resource Centre for Inclusion The Spastics Society of India Bandra Reclamation K.C. Marg Bandra (West) Mumbai 400 050 (India)
Full text on the web http://www.nrcissi.org/
Open file on inclusive education : support materials for managers and administrators UNITED NATIONAL EDUCATIONAL, SCIENTIFIC AND CULTURAL ORGANIZATION (UNESCO) Paris: United National Educational Scientific and Cultural Organization (UNESCO), 2002, 150 p. This report brings together experience from a wide range of countries in a collaborative effort by researchers, administrators and practitioners, who were asked to summarise their knowledge and experience in relation to the development of more inclusive education systems. Given the enormous variation between national systems, it does not address every detail of every situation. Instead it attempts to identify some underlying principles, which inform practice across a wide range of contexts. These principles are supported by brief illustrations from a number of countries Language English    Type of material   Report Available from United Nations Educational, Scientific and Cultural Organisation UNESCO Publishing, 7 Place de Fontenoy, 75352 Paris 07 SP France        Website:http://www.unesco.org 
Full text on the web http://unesdoc.unesco.org/images/0012/001252/ 125237eo.pdf  

The Salamanca statement and framework for action on special needs education UNITED NATIONS EDUCATIONAL SCIENTIFIC AND CULTURAL ORGANIZATION (UNESCO); Ministry of Education and Science, Spain Paris: UNESCO, 1994, 50 p. The World conference on special needs education: access and quality launched the concept of inclusive education. The Salamanca statement is a major international policy document, outlining the global consensus on the needs for educational reform and the policies and strategies needed to include disabled children in the education system  Language English; French; Portuguese; Spanish    Type of material   Monograph Available from United Nations Educational, Scientific and Cultural Organisation (UNESCO) UNESCO Publishing, 7 Place de Fontenoy, 75352 Paris 07 SP France  Website:http://www.unesco.org 
Full text on the web http://unesdoc.unesco.org/images/0009/000984/098427eo.pdf
Embracing diversity : toolkit for creating inclusive, learning-friendly environments SHAEFFER, Sheldon et al Bangkok: UNESCO Asia and Pacific Regional Bureau for Education, 2004, 320 p, ill. This toolkit contains six booklets which aim to help teachers, school administrators, parents and children create schools which are inclusive for all. The toolkit aims to assist teachers to acknowledge the diverse range of backgrounds amongst students and to build on the strengths of the children. It can be adjusted to the specific needs of each school, classroom and child and should not be read as a 'recipe book'.The booklets are easy to read and contain tables, illustrations, checklists and examples to illustrate the application of inclusive schools.
Booklet 1: Becoming an inclusive, learning-friendly environment (ILFE)
Booklet 2: Working with families and communities to create an ILFE
Booklet 3: Getting all children in school and learning
Booklet 4: Creating inclusive, learning-friendly classrooms
Booklet 5: Managing inclusive, learning-friendly classrooms
Booklet 6: Creating a healthy and protective ILFE Keywords DISABILITY & DEVELOPMENT / Personal Empowerment / education / inclusive education / inclusion / children / accessibility / multisectoral collaboration Language English    Type of material   Infopack/Resourcepack Available from UNESCO Asia &amp; Pacific Regional Bureau for Education PO Box 920, Sukhumvit Road, Bangkok 10110Thailand  Website:http://www.unescobkk.org/ips/arh-web 
Full text on the web http://www2.unescobkk.org/ips/ebooks/documents/
Embracing_Diversity/index.htm  

 

Index for inclusion : developing learning and participation in schools BOOTH, Tony; AINSCOW, Mel Bristol: Centre for Studies in Inclusive Education (CSIE), 2002, 102 p. The Index for Inclusion is a set of materials to guide schools through a process of inclusive school development. It is about building supportive communities and fostering high achievement for all staff and students.
This second edition manual comes with practical advice and questionnaires to help make schools more inclusive Language English    Type of material   Manual/Handbook Available from Centre for Studies on Inclusive Education (CSIE) New Redland, Frenchay Campus, Coldharbour Lane, Bristol, BS16 1QU UK          Website:http://inclusion.uwe.ac.uk/csie/csiehome.htm  

Schools for all : including disabled children in education SAVE THE CHILDREN London: Save the Children UK, 2002, 82 p. These guidelines are primarily aimed at education staff trying to develop inclusive education practices focusing on including disabled children in schools. While this book focuses on disabled children, it is also useful for developing general inclusive education practices. Community groups and non-governmental organisations, as well as people working in community-based rehabilitation and the wider disability context, could also use these guidelines to provide input into inclusive education work. Type of material   Monograph Available from Save the Children UK (SCF), 1 St. John's Lane, London EC1M 4AR, UK
Full text on the web http://www.eenet.org.uk/bibliog/scuk/schools_for_all.pdf
Special needs in the classroom : a teacher education guide AINSCOW, Mel Paris: United Nations Educational, Scientific and Cultural Organization (UNESCO), 2004, 225 p. An updated version of the classic UNESCO training pack developed in the early 1990s for teachers learning about inclusion. It has been used in over 50 countries and has been adapted to different countries' contexts. This guide is a real source of ideas for educators who wish to improve teachers' skills in dealing with pupil diversity in mainstream schools. It offers full advice on teacher education methods, including accounts of initiatives already undertaken in various parts of the world. The book emphasises the importance of teacher development, both pre-service and in-service, providing practical guidelines based on the UNESCO teacher education resource pack. It also demonstrates how pupil diversity in mainstream schools can be a positive influence on the life of the school. Language English; French; Spanish    Type of material   Manual/Handbook Available from United Nations Educational, Scientific and Cultural Organisation (UNESCO) UNESCO Publishing, 7 Place de Fontenoy, 75352 Paris 07 SP France  Website: http://www.unesco.org
United Nations Disability Website 

Convention on the Rights of Persons with Disabilities  text, resolution, history, more... Disability and the United Nations mandates, special rapporteur, links, more ...Priorities
rights, accessibility, capacity building, more...International Norms and Policy Guidelines compilation, database, more...Resources documents, meetings, manuals, more ..
United Nation New York Website http://www.un.org/esa/socdev/enable/.
World Bank

Susan J. Peters, Inclusive Education: Achieving Education for all by Including those with disabilities and special education needs  2003
Websitehttp://siteresources.worldbank.org/disability/resources/280658-1172610312075/inclusiveedupeters.
Disability Equality in Education   www.diseed.org.uk 

Alliance for Inclusive Education www.Allfie.org.uk 
Parents for Inclusion  www.parentsforinclusion.org.uk 
Day 1 Wednesday 23rd April 2008 :A Journey towards Inclusion  Moscow .

Please complete and return to Sue or Richard the following morning. 

1
Name (Optional)………………………………………………………..

2
Please comment on the topics / sessions covered today.

	
	Excellent
	Good
	Satisfactory
	Poor


	Models
	
	
	
	


	Barriers
	
	
	
	


	Examples
	
	
	
	


	Seg/int/inclusion
	
	
	
	

	Dream School
	
	
	
	


3
Please comment on the following:

	
	Excellent
	 Good
	Satisfactory
	Poor


	Overall the session was
	
	
	
	


	The Presenter was
	
	
	
	


	The delivery style was
	
	
	
	


	 Resources 
	
	
	
	


4
Are there any general comments you would like to make about 

today’s training?

4.1   General: How would you rate the facilitators?

1 (poor)  2 (average)  3 (Good)  4 (very good)

4.2   How would you rate the training  Venue?

1     2       3      4

4.3   How would you rate the food?

1      2      3       4

4.4    Any other comments?

Day 2 Thursday 24th April 2008 :Journey A Journey Towards Inclusion, Moscow.

Please complete and return Richard the following morning. 

1
Name (Optional)………………………………………………………..

2
Please comment on the topics / sessions covered today.

	
	Excellent
	Good
	Satisfactory
	Poor


	Language
	
	
	
	


	Achieving Dream
	
	
	
	


	History
	
	
	
	


	Skills
	
	
	
	

	Inclusion UK
	
	
	
	


3
Please comment on the following:

	
	Excellent
	 Good
	Satisfactory
	Poor


	Overall the session was
	
	
	
	


	The Presenter was
	
	
	
	


	The delivery style was


	
	
	
	


	 Resources 
	
	
	
	


4
Are there any general comments you would like to make about 

today’s training?

4.1   General: How would you rate the facilitators?

1 (poor)  2 (average)  3 (Good)  4 (very good)

4.2   How would you rate the training  Venue?

1     2       3      4

4.3   How would you rate the food?

1      2      3       4

4.4    Any other comments?

Day 3 Friday 25th April 2008 :Journey A Journey Towards Inclusion, Moscow.

Please complete and return  Richard the following morning. 
1
Name (Optional)………………………………………………………..

2
Please comment on the topics / sessions covered today.

	
	Excellent
	Good
	Satisfactory
	Poor


	Human Rights
	
	
	
	


	Int. Treaties
	
	
	
	


	Definition
	
	
	
	


	Incl.Pedagogy
	
	
	
	

	Checklist
	
	
	
	


3
Please comment on the following:

	
	Excellent
	 Good
	Satisfactory
	Poor


	Overall the session was
	
	
	
	


	The Presenter was
	
	
	
	


	The delivery style was
	
	
	
	


	 Resources 
	
	
	
	


4
Are there any general comments you would like to make about 

today’s training?

4.1   General: How would you rate the facilitators?

1 (poor)  2 (average)  3 (Good)  4 (very good)

4.2   How would you rate the training  Venue?

1     2       3      4

4.3   How would you rate the food?

1      2      3       4

4.4    Any other comments?

Day 4 Saturday 26th April 2008 :Journey A Journey Towards Inclusion, Moscow.

Please complete and return Richard the following morning. 
1
Name (Optional)………………………………………………………..

2
Please comment on the topics / sessions covered today.

	
	Excellent
	Good
	Satisfactory
	Poor


	Building Relations
	
	
	
	


	Parents

	
	
	
	


	Leaflet
	
	
	
	


	Teams
	
	
	
	

	Plan for City
	
	
	
	


3
Please comment on the following:

	
	Excellent
	 Good
	Satisfactory
	Poor


	Overall the session was
	
	
	
	


	The Presenter was
	
	
	
	


	The delivery style was


	
	
	
	


	 Resources 
	
	
	
	


4
Are there any general comments you would like to make about 

today’s training?

4.1   General: How would you rate the facilitators?

1 (poor)  2 (average)  3 (Good)  4 (very good)

4.2   How would you rate the training  Venue?

1     2       3      4

4.3   How would you rate the food?

1      2      3       4

4.4    Any other comments?

Day 5 Saturday 27th April 2008 :Journey A Journey Towards Inclusion, Moscow.

                Evaluate the whole Course

Please complete and return  Richard  today.
1
Name (Optional)………………………………………………………..

2
Please comment on the topics / sessions covered today.

	
	Excellent
	Good
	Satisfactory
	Poor


	Content
	
	
	
	


	Activities
	
	
	
	


	Skills
	
	
	
	


	Discussion
	
	
	
	

	Information
	
	
	
	


3
Please comment on the following:

	
	Excellent
	 Good
	Satisfactory
	Poor


	Overall the session was
	
	
	
	


	The Presenter was
	
	
	
	


	The delivery style was


	
	
	
	


	 Resources 
	
	
	
	


4
Are there any general comments you would like to make about 

today’s training?

4.1   General: How would you rate the facilitators?

1 (poor)  2 (average)  3 (Good)  4 (very good)

4.2   How would you rate the training  Venue?

1     2       3      4

4.3   How would you rate the food?

1      2      3       4

4.4    Any other comments?
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7.11 My Dream Inclusive School: Describe the features of a school with no barriers.





7.12 Mission Statement of                                     School*











How will you know you have succeeded?





What will you do?





What you want to change!





Who you will recruit to the campaign?





How will you research and publicise your campaign?











1





2





  3

















 4








In one class at Taff Junior High


We study what people have done


With gas chamber, bomb and gun


In Auschwitz, Japan and My Lai.


I don’t understand all I learn


Sometimes I just sit there and cry


The whole world stood idly by


To watch as the innocent burned.


Like robots obeying some rule


Atrocities done by the mob


All innocent doing their job


And what was it for? Was it cool?





The world was aware of this hell


But nobody cried out in shame?


No heroes and no one to blame?


A story that no one dare tell.


I promise to do what I can


To not let it happen again


To care for all women and men


I’ll start by inviting Diane.





(Words & music by Bob Blue, 54 Wainut St


Apt B2, Waltham, Mass. 02154)
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Please use this form as a guide for making notes during the course to help you form your Action Plan at the end of it.
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    Barriers to disabled children at school

No Ramp

Poor Light

Rigid Curriculum

Not child centred

Bullying

Standard Testing

No Braille

Fees

No training for inclusion












