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Foreword
“Education is the most powerful weapon which you can use to change the world”
                                                                                                                   Nelson Mandela 
The path to inclusion is fraught with wrong turnings and cul de sacs.  The barriers that need to be overcome are many: traditional negative attitudes towards people with disabilities, lack of understanding, resources, infrastructure, organisational structure, expertise in inclusive pedagogy, poverty and continuing conflict. The ultimate goal is clear: an education system where all children and learners, regardless of their type or degree of impairment or other reasons for marginalisation, can receive the support they need and have adjustments made, so that they can progress socially and academically to achieve their full potential. This potential is outlined in the UNCRPD (Article 24.1):
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.
Putting inclusive education at the heart of the development of South Sudan will enable not only the unlocking of individual potential, but also the potential of local communities, to develop solutions.
The current conflict is evidence of fundamental and historic tensions of traditional disputes and enmities that run deep in South Sudan. If not addressed they will continue to re-emerge, majorly disrupting progress. Understanding the roots and manifestations of the conflict and addressing historical grievances will be the key to development. While this runs far deeper than education, teachers are well placed through inclusive practice with methods of conflict prevention and mitigation to address this.

Many countries in different economic, social, historic and geographic circumstances have embarked on this journey . In developing an inclusion policy, we must learn from their efforts but adapt them to fit the unique circumstances of South Sudan.
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Chapter 1: Rationale
1. Introduction and context: After years of colonial manipulation and impoverishment, followed by four decades of struggle for national liberation motivated by the wish to democratically control the development of all its’ people, now South Sudan has a chance of creating an inclusive and democratic society.  The human cost was high after suffering from fifty years of war that left two million dead, four million internally displaced and 500,000 displaced outside of Sudan, with some of the highest poverty and worst health statistics in the world. Now the long-term vision of the Government of the Republic of South Sudan (GRSS), as stated in South Sudan Vision 2040, is ‘to build an educated and informed nation by 2040’. Its five year General Education Strategic Plan 2012 – 2017 (GESP) has as its main strategic goals  ‘to increase access to general education and promote equity’  and  ‘ to improve the quality of education’ ”. Parliament recently passed an Education Act 2012 which protects the right of every child to full primary and secondary education.

The legacy of these liberation wars present many additional barriers to the fulfilment of the above worthy aims, in addition to the normal range of barriers to an inclusive society and education system. However, for each of these barriers there is a solution. The need for education is not only a worthy aim but a pre-requisite for developing a society where disease, poverty, conflict and ignorance are eradicated. For this to happen it has to include all those marginalised by their situation in South Sudan: the linguistic and cultural diversity of the more than  sixty tribes that inhabit the country; girls and women on an equal basis to boys and men; all those with disabilities whether they have a physical or mental impairment or long term illness; those who are impoverished or isolated in rural areas, nomads, street children and all those who through fifty years of conflict have been denied access to literacy. The situation has been made considerably worse with recent conflict. The UN reports that more than one million people have fled their homes since it began. Of these, 803,200 have been displaced within the country, and another 254,000 have fled to neighbouring countries[footnoteRef:1]. The ongoing violence has left over 3.7 million people, including 740,000 children under five, at high risk of food insecurity[footnoteRef:2]. Fundamental and historic tensions of traditional disputes and enmities that run deep in South Sudan, if not addressed will continue to re-emerge, majorly disrupting progress. Understanding the roots and manifestations of the conflict, and addressing historical grievances, will be the key to development and must be part of any effective inclusive education plan.[footnoteRef:3] [1:  http://www.bbc.co.uk/news/world-africa-26955806 ]  [2:  http://www.unicef.org.uk/Latest/News/south-sudan-children-must-be-protected-from-violence, 11 April 2014]  [3:  Cornelia Janke & Lanie Reisman(2014) ‘Conflict--‐Sensitive Teacher Education: Viewing EDC’s Experience with the South Sudan Teacher Education Project Through a Conflict--‐Sensitive Lens ‘ Waltham, Mass,Education Development Centre Inc. http://bit.ly/1fl3Rx8  ] 

Though the task of constructing a high quality inclusive education system is daunting, it is possible, given resolve and determination by the people and the government. Such an endeavour will need to be consistently supported by the donor community, which currently provides one third of the education budget. GRSS must greatly increase the share of GDP it invests in Education (currently it is 2.5 times less than defence), but also develop robust systems for ensuring money allocated at national level reaches those for whom it is intended. More importantly, GRSS will need consistent capacity building of teachers, education officers, parents and the local community, so that they have the understanding, tools and means of developing a local democratically controlled inclusive education system.

It will also need capital investment in accessible, sanitary, secure school buildings; learning and curriculum materials appropriate for all stages and types of learners; distance learning materials utilising local radio and later information technology and Curriculum Development Centres (CDCs) in each county, staffed by teachers trained in including children with disabilities, to support schools.

The content and values of the education system must break down traditional barriers of myth and stigma and focus on conflict resolution, peace and methods of valuing and accepting difference. Hungry and unhealthy children/young people are not able to develop and learn to achieve their potential, so the provision of food and health services needs to be incorporated into schools. Long before the school age of six years old, children are undergoing their most important social and intellectual development. Community Based Rehabilitation (CBR) for those with disabilities must be developed alongside nursery and pre-primary education and child development centres so that from an early age all children develop and learn to accept and value difference.  Currently the Education Cluster brings together all those working on education with the Ministry of General Education and Instruction (MOEST) to deal with education in emergency situations which continue to dominate the country due to ongoing local conflicts and the recent major national conflict. This method of working will need to transition to helping implement the GESP 2012 – 2017. The GESP will urgently need revising in light of the policy recommendations made in this document, to develop an inclusive education system, capable of reaching and educating all marginalized learners.

Detractors will say that it is surely more important to get the majority of children into school first. The problem is that for cultural, economic and educational reasons, the current push to universal education since the Comprehensive Peace Agreement (CPA) in 2005 is foundering, in addition to economic difficulties arising from the oil embargo in 2012/13, ongoing and now intensifying conflict and violence, because in part, an inclusive, child friendly approach has not been adopted or accepted. 

Instead, many in positions of power are of the view that a basic curriculum needs delivering to as many children as possible, without concern for the pedagogic approach. This will not work given the diversity and deprivation of children in South Sudan. The lack of training of teachers (one third of primary teachers have no training other than attending primary school themselves) and lack of a strong break with the pedagogies of the past are contributory factors. This is leading to high annual drop-out and very low completion rates, at much lower levels for girls. More than half of all six to thirteen year olds are not attending school at all. This does not appear to be because children and youths do not want education. In surveys taken with South Sudanese youth, education is their first priority[footnoteRef:4]. It is due to the lack of accessible, inclusive methods, nearby schools, poor quality and unreliability of teaching, lack of community and local accountability, inadequate curriculum, teacher centred rather than child centred pedagogy, corruption, rigid grade system, school fees and hidden costs. In addition having a large majority of male teachers, sexual harassment, lack of decent and sex specific latrines and a culture which does not value girls, other than for their sexual, reproductive and labour value are all features than are adding to the gender imbalance. A number of NGO/donor initiatives are successfully addressing the gender gap.[footnoteRef:5] [4:  UNICEF (2011) Children and Youth Consultation Report, Juba, South Sudan p.10-11.]  [5: ] 


A complete bottom up restructuring of the education system is required. All these barriers will be addressed, if a popular movement for inclusive education is developed by students, parents and the local community. To be successful, such a movement will need developing, facilitating and supporting by a national and state government approach, enlightened by the principles and practices of inclusion and education for all. The strength of South Sudan to achieve this is two-fold. It does not have the history and baggage of past special educational segregation and the school environment is still fluid and changeable. While current conflicts are resolved the will and spirit for national self-determination, which sustained the people and its leaders through two long wars, can carry the country forward to peace in a way that includes everybody. South Sudan will then not only be the youngest democratic country in the world but it will be the first to have a genuinely inclusive education system.

1.2 The educational context of South Sudan
 Access to education has increased dramatically since the CPA - from 0.7 million in 2005 to just under1.4 million in 2011, though this did slightly decline in 2011, 2012, 2013. Jonglei, Upper Nile and Unity states saw a decline of 25,000 each and gender inequality also staid constant[footnoteRef:6]. A basic school infrastructure has been created from almost nothing and this is a remarkable achievement; particularly when considering the context[footnoteRef:7]. Over the last eight years an impressive data gathering mechanism has been established: The Education Management Information System (EMIS) which carries out the Annual School Census (ASC). For 2012, (the latest available data) EMIS estimates that they are reporting on 95% of all schools in South Sudan.[footnoteRef:8] However, there are many barriers to achieving a quality inclusive education system for all marginalised learners. The long years of conflict have led to an uneven spread of resources, schools, teachers and literacy rates across the ten states. Examining findings on primary education will exemplify the wide range of problems that need to be addressed in a national inclusive education policy. [6:  Info provided MOEST]  [7:  Ministry of General Education and Instruction (2012) General Education Strategic Plan, 2012-2017 p.22 ]  [8:  Education Statistic for Republic of South Sudan (2012) M0GEI,  Juba p.10] 


1.21 Primary or basic education (Grades 1-8 for ages 6 to 13 years)

There were 1.365 million primary pupils according to EMIS in 2012( 1,311,467 in 2013). Of those children of primary age only 42.1% out of the estimated 2,148,764 are in school. The balance of those attending school is made up by children overage for the grade they are in 1,186,681 for the whole country. Only 177,076 are in age appropriate grades. Across all ten states, at least 84% of primary age pupils are over age for their grades. Older children (whose education has been disrupted or been non-existent), returners or internally displaced people, are very keen to get an education. Very low numbers of age appropriate children enter primary when they are aged six, as measured by the Net Intake Rate. These vary from 5.6% to 14.4%, with lower figures for girls. If all eligible children were entering school at the right age it would be 100%. The numbers moving up a grade each year (a process known as promotion) stay at 60-70% at a national level. Those not moving up are either repeating, at a rate of 8-9% or are dropping out in larger numbers . This is particularly marked between grades P1 and P2 and P6 and P7 (both 30%). Dropout between grades is nationally never less than 17% and rises to 32% between P4 and P5. There are big differences in rates of dropout between states, being particularly high in both Jonglei and Unity States. The negative impact on graduation from primary schools is obvious and is highlighted in Table 1. This demonstrates loss of pupils from grade to grade and the overwhelming preponderance of overage children in each grade. The reduced number of schools offering higher grades is a consequence. This shows big gender differences, with only 6.9% of the number of girls in PI entering P8 and 8.3% of the number of boys in P1 entering  P8, with huge impacts on access and motivation for retention and completion. This attrition of pupils can be even more marked in certain states. For more information, see Table 2.

Table 1: 2012 Primary Numbers by grade and gender, age/overage, National figures[footnoteRef:9] in 000’s [9:  MoGEI EMIS 2012  Education Statistics for RSS p.41,43,44,59] 

	Category
	P1
	P2
	P3
	P4
	P5
	P6
	P7
	P8

	Male
	253.2k
	166.4k
	138.5k
	111.0k
	75.58k
	50.47k
	32.2k
	21.57

	Female
	159.3k
	109.8k
	90.6k
	70.58k
	46.8k
	29.08k
	17.1k
	11.03k

	Total
	394.57k
	276.2k
	229.1k
	181.87k
	122.4k
	79.56k
	49.36k
	32.59k

	Gender Ratio 
	59:40
	60:39
	60:39
	61:39
	61:38
	63:36
	65:33
	60:39

	% of age
	25
	11
	8
	6.7
	6.8
	6.6
	6.2
	13.1

	% of overage
	75
	89
	92
	93.3
	93.2
	93.4
	93.8
	86.9

	No.  schools    with grade
	3,580
	3,563
	3,423
	3,010
	2,205
	1,585
	1,049
	599




Table 2: 2012 Number of primary school pupils by state and grade
	State
	No P1
	No P8
	P8/P1 %
	State
	No.P1
	No .P8
	P8/P1%

	CE
	32,165
	5,504
	17.11%
	UN
	46,918
	6027
	12.84%

	EE
	25,760
	2385
	9.25%
	Unity
	38,642
	2657
	6.87%

	Jonglei
	78,467
	2211
	2.82%
	Warrap
	53,874
	2875
	5.33%

	Lakes
	30,584
	2030
	6.63%
	WBG
	17,997
	3655
	20.3%

	NBG
	50,191
	3361
	6.69%
	WE
	19,975
	1892
	9.47%


Some of the factors leading to this disastrous rate of dropout are within the education system itself and some are cultural and economic. They are outlined below.

a) Lack of pre-primary education. Very few children get to benefit from pre-primary education in South Sudan: 22,952 below six years old and 52,025 over six years old. This group are nearer to gender balance than other phases but are concentrated in Central and Eastern Equatoria with little provision in the other eight states, so limiting children’s school readiness.[footnoteRef:10] For children with disabilities the lack of Community Based Rehabilitation in all but eight counties [footnoteRef:11] plays a big part in both their non-identification and failure to challenge the negative attitudes of parents to the education of their children with disabilities. Only 20% of primary school entrants have had pre-primary education. [10:  Ibid p.31]  [11:  ACROSS personal communication January 2014] 


b) Lack of suitable accommodation. In 2012 there were 6,363 permanent, 4,000 semi-permanent, 5,888 open-air and 2,210 temporary classrooms, including roof only, tents and other.[footnoteRef:12] Only 41.7% of primary schools had access to drinking water. Just 43.5% of primary schools had access to latrines. Access to accessible and gender separated latrines has been shown in many studies to play a major part in retention of girl pupils and girls with disabilities in particular.[footnoteRef:13] Only 2.1% of primary schools have access to electricity and 8.6% have access to health centres. Nationally, only 30.2% of primary schools have meals provided with Central Equatoria having 3.4% and Eastern Equatoria  2.8%. There is no data collected on the number of schools that are accessible to ambulant or sensory impaired people and no general guidance for making schools accessible, though donor funded new build schools, are being built to access standards .[footnoteRef:14] This is a major access problem because some of these poor structures may be destroyed by seasonal rains or floods and are less secure. Here too, large disparities prevail between states.  [12:  Ibid p57,p60,p61]  [13:  WASH http://www.unicef.org/wash/schools/washinschools_53108.html]  [14:  Communication with MoGEI April 2014] 


c) Lack of learning materials. The average ratio in primary schools to access maths books was1 book to 6.4 pupils and for English 1: 6.5. The figures do not vary greatly across P1 to P8, but do vary enormously across the ten states. See Table 3.

Table 3: Primary Pupil-textbook ratio in English and Maths by state 2012[footnoteRef:15] [15:  Education Statistic for Republic of South Sudan 2012 M0GEI, p58.] 

	State
	English
	Math
	State
	English
	Math

	C. Equatoria
	2.3
	2.1
	Lakes
	9.7
	9.9

	E. Equatoria
	3.2
	3.5
	Jonglei
	12.3
	12.2

	W. Equatoria
	4.3
	3.6
	WBG
	12.5
	10.9

	NBG
	6.6
	7.1
	Warrap
	13.7
	16.8

	Upper Nile
	9.4
	8.6
	Unity
	23.6
	23.5



There is also a shortage of textbooks with the national  the ratio falling below 1 book: 6 pupils for English and Maths. There are huge variations in access to English textbooks across the ten states  such as Unity 1:23, Warrap 1:13.7, Western Bahr El Ghazal  1:12.5, Jonglei 1:12.3, Upper Nile 1:9.7, Northern Bahr El Ghazal B1:9.4, Western Equatoria 1:4.3, Eastern Equatoria 1:3.2 and Central Equatoria 1:2.3.  There are very few materials or textbooks which are not in English.[footnoteRef:16] [16:  Ibid p58/59] 

A major project funded by the UK Department for International Development (DfID) is addressing the issue of textbooks,printed 10 million textbooks in 2012, but makes no mention of accessible texts. Even when funded, distribution and securing of textbooks remain major barriers. Community languages are not addressed in this project.[footnoteRef:17] Considerable effort has gone into providing in-service courses for teachers to develop their English, but the country’s linguistic diversity remains a huge problem. For those children who are Deaf, access to sign language is rare. An added issue is that Arabic based sign language predominates , but is politically not acceptable A South Sudan sign language dictionary is still under development and very few teachers are competent in sign language leading to the massive underachievement of Deaf students. [17:  DIFID South Sudan, National South Sudan National Textbook Policy development, Background Paper, Education for change, London United Kingdom, July 2012.] 


d) Shortage of qualified teachers. There is massive demand for education which has led to a shortage of qualified primary school teachers. Out of 28,029 teachers, only 3,578 were women or 12.8%.[footnoteRef:18] The lack of female role models has a detrimental effect on recruiting and retaining girls in school. The current teaching force comprises 47.3% were qualified (13,261) 32.1% were untrained ( 8,997) and 20.6% with qualifications  unknown (5,771). The level of academic qualification was very low, with only 39.3% having completed primary education, 49.5% having completed secondary education (O or A levels) and 3.4% having completed a four year university course.[footnoteRef:19] Across the country, the numbers of teachers with different levels of education varies greatly. In Northern Bahr El Ghazal (NBG) 71.4% of teachers had only completed primary education, followed by Warrap with 57.6%, Lakes with 53.2% and Western Equatoria stood at 50%. Lowest were Central Equatoria (14.6%) and Upper Nile (19.9%). Numbers of teachers in schools vary greatly, with very large class sizes and greater Pupil Teacher Ratios (PTRs). Gross PTR national in 2012 was 48.7, but varied from 32.9 in Western Equatoria to 76.3 in Jonglei.[footnoteRef:20] Without training and only using traditional methods, usually teaching by rote, it is difficult to sustain pupil interest, progress and discipline. What is needed is a fundamental change in the approach of South Sudan’s teachers from teacher centred to child centred pedagogy.  [18:  MoGEI EMIS 2012  Education Statistics for RSS p51,52]  [19:  Ibid p53]  [20:  Ibid p55] 


e) Linguistic barriers. GRSS has decided that English will be the official language of tuition, as a reaction to the Arabic dominance of Khartoum in the past. There are more than sixty home languages spoken in South Sudan which are the languages children first learn to speak at home. In 15% to 25% of schools (grades P1 to P3) home languages are used for instruction. Teaching straight in English can be a big barrier to children learning to read and write. English predominates as the language of instruction and without a huge increase in pre-primary school preparing children to work in English there will need to be a large increase in the use of community languages in the first three grades.[footnoteRef:21] The development of Mother Tongue Multilingual Teaching shows the way forward. [21: Research has shown that mother tongue-based schooling significantly improves learning :) Benson, C. (2004a) The importance of mother tongue-based schooling for educational quality. Background Paper Prepared for the Education for All Global Monitoring Report
2005, The Quality Imperative [online]. Available from: http://unesdoc.unesco.org/images/0014/001466/146632e.pdf
Kosonen K. and Young, C. (2009) Introduction. In: M. Redmond, ed. Mother Tongue as Bridge Language of Instruction: Policies and Experiences in Southeast Asia. Bangkok: The Southeast Asian Ministers of Education Organization (SEAMEO) Secretariat, pp. 8-21.
Summer Institute of Linguistics (SIL) (2006) Multilingual Education. Texas: SIL International.
UNESCO (2006) Challenges of implementing free primary education in Kenya: Assessment report [online]. Available from: unesdoc.unesco.org/images/0015/001516/151654eo.pdf
Trudell, B. (2005) Language choice, education and community identity. International Journal of Educational Development. 25 (2005), pp. 237-251. London: Elsevier Ltd
Young, C. (2009) Good practices in mother tongue-first multilingual education. In: M. Redmond, ed. Mother Tongue as Bridge Language of Instruction: Policies and Experiences in Southeast Asia. Bangkok: The Southeast Asian Ministers of Education Organization
(SEAMEO) Secretariat, pp. 120-135.] 


Mother tongue-based multilingual education[footnoteRef:22] [22:  Kaplan,I and Lewis,I(2013) Promoting Inclusive Teacher Education- Materials , Bangkok,UNESCO p14
http://unesdoc.unesco.org/images/0022/002210/221036e.pdf ] 

Mother tongue-based multilingual education (MTB-MLE) is a structured programme of language learning and cognitive development that begins in the learners’ first or home language. It helps learners build fluency and confidence in the official school language – and additional languages, as required – and encourages them to use both their own and the official language to achieve a quality education. 
Appropriate and effective MTB-MLE is based in the child’s own known environment and systematically creates bridges to the wider world. Ideally, this requires teachers who share the language and culture of the children and who have the flexibility to adopt learner-centred approaches to curriculum design and delivery. When teachers are professionally trained and have access to quality materials in both the students’ home language and the official language, the process and pace of language education can be flexible. However, experiences in Asia and the Pacific have shown that when teachers lack professional training, when there are few teaching and learning materials and when the students have little exposure to the new language outside of school, it is best to proceed more slowly, so that neither students nor teachers are overwhelmed.

f) Large numbers. The issue of large numbers of students can occur due to shortages of classrooms but this can be ameliorated by multiple shift systems and having extra teachers and adults in the classroom. This is shown by Pupil Classroom Ratio (PCR). The national average was 131.8, with figures for states varying from the highest in Jonglei (203) and Unity (199)to the lowest in Central Equatoria 74.2 and Western Bahr El Ghazal (92.5). Nationally, this pressure on schools leads to 94.3% running multiple shift systems with the highest use of this method in Western Equatoria 97.8%) and the lowest in Upper Nile (88.4%). The lack of knowledge by EMIS on this casts considerable doubt on the validity of the above ratios.[footnoteRef:23] In addition if teachers are expected to teach two shifts the level of support they can give to children who are struggling is much reduced. [23:  Ibid p 57] 


g) School management. A combination of poor management and supervision of teachers, lack of physical infrastructure, inadequate teaching and learning materials and low participation of school committees and communities in school management all contribute to access and quality challenges. Classrooms continue to be overcrowded due to over age children, the continuous arrival of returnees and Internally Displaced People (IDPs) who may use schools as emergency shelters; leading to disruption of schooling and potential tensions. This puts a strain on classrooms, teachers and text books; hence lowering quality. The National Inclusion Policy will need to address all of these factors to the extent that they impinge on the inclusion of people with disabilities. The above ratios depend on teachers on the pay roll and volunteers being present. Much anecdotal evidence suggests excessive use of corporal punishment and that teachers are often absent due to low pay and poor morale .[footnoteRef:24] [24:  Nafisa Baboo in communication following visits to a number of schools in July 2013.] 


h) Socio-economic reasons for primary drop-out. The national household survey in 2009 indicated that, at national level, the three main obstacles were a) hidden costs - uniform, equipment  b) distance of schools from home and the insecure environment c) cultural traditions - attitudes to girls (marriage, pregnancy) and perceptions of children with disabilities (can’t take part or are of no value). In urban areas the need to support the family (child labour) affected 48% of children. An overarching factor will be that communities (particularly in rural areas) are just not used to children going to school.[footnoteRef:25] [25:  MOGEI(2012) General Education Strategic Plan ] 


g) Gender disparities ! 
Some cultural practices and perceptions in South Sudan tend to devalue girls and women’s education. This can be attributed to the fact that male children are favoured over girls among many ethnic groups in South Sudan. A girl is often seen as an ‘asset’ who would be married off to another family in exchange for ‘bridewealth’. A boy on the other hand inherits and keeps the family name. Devaluation of women’s education by some parents and society at large has a negative effects on attitudes to girls, teachers and school administrators in regard to the importance of girls education. School materials that celebrate female achievements and contributions to society, gender sensitive teaching methods are rarely included in education curriculum planning.[footnoteRef:26] Early marriage and pregnancy and a cultural view that women are largely responsible for the home, child rearing and agricultural work all put added pressures on girls not to attend education. In edition society and schools are seen as gender unfriendly environments with insecurity, threat of sexual harassment and rape, lack of sanitation particularly impacts on girls who have started menstruating. In 2012 only 37% of primary students were girls and only 12.75 of their teachers were women. Only 4% of girls complete primary education[footnoteRef:27]. The figures for girls with disabilities are 10 times worse. [26:  Jane Kani Edward (2014)A Strategy for Achieving Gender Equality in South Sudan www.suddinstitute.org/assets/Publications/Gender-EqualityfmtSR.pdf]  [27:  MOGEI (2012) General Education Strategic Plan 2012-2017 p26] 

There have been measures taken to tackle this currently largely unchanging position. One of the Directorates at the MOEST and in the 10 SMoE is Gender Equity and Social Change. There has been the setting up with publicity of a Girls Education Movement(GEM) and a number of school run GEM clubs. Under the Alternative Education System 115 Community Girls Schools have been set up with over 12,000 students. These are second chance education and are effective in retaining girls and getting them to progress into Secondary Education. USAID funded Gender Education through Equity funded incentives for girls in secondary schools, but funding was not sufficient and ended in 2012[footnoteRef:28] DfID 2013-16 are investing in  awareness raising, incentives and school development to enhance gender balance and good outcomes for girls.[footnoteRef:29] [28:  Communication MOEST May 2014]  [29: DfID December 2012 Business case for the  girls education South Sudan (GESS) programme] 


United Nations Population Fund assessed that a 15 year old girl in South Sudan has a greater chance of dying in child birth than finishing school.. There remains significant variation in basic service provision and economic opportunities between the ten states[footnoteRef:30].  [30:  DfID annual SS assessment] 


The GESP suggests comfort kits for school girls, access to clean and segregated latrines and programmes that provide tuition supplements and personal needs allowances to female students to enable them to continue their studies at school and teacher education institutes[footnoteRef:31]. [31:  Ibid  p 59-60] 


1.22 Secondary Education (grades S1 to S4, ages 14-17). In 2012 there were only 56,827 pupils enrolled in secondary schools with only 3,092 in secondary year 4 - graduation year. There were 864,976 aged fourteen to seventeen  in the South Sudanese population, so only 6.56% of potential students were enrolled. There are also huge variations in these numbers and rates across the ten states with gross enrolment varying - 15.55% in CE and 15.1% in WBG, down to 0.6% in Jonglei. If age appropriate ages are counted ( fourteen to seventeen year olds only) numbers go down to 2.9% average, varying from 8.7% down to 0.1%. In all states girls are less than boys, but only by a much smaller differential than in primary schools. 90% of secondary students are over the official age for their class. Only 869 students are identified with special educational needs or 1.5%: with poor vision being the largest group (488, 56%), followed by physical impairment (185, 21.2%), Learning Disability (93, 10.7%), partial Deafness (79, 9%) complete Deafness (20, 2.3%), and complete blindness (4, 0.4%). The numbers with special needs in each of the four years drop numerically in line with the yearly drop in the whole secondary population. 

In 2012, there were 242 secondary schools with 55% owned by Government, 24.4% privately owned with the remainder split between community and government aided. There were 3,231 teachers; 57% of whom were trained and 16.3% untrained. Out of this group, 62% had university education, 29% only had secondary education and 7.8% had just primary education (e.g. teaching above their own education level).1.2% were women varying from 3% in Eastern Equatoria to14.4 % in Central Equatoria. Of these teaching staff 66% were paid, 12.1% were volunteers and the rest unknown. In terms of school environments there were 1299 classrooms, 987 (76%) were permanent and 256 semi-permanent (19.7%). 40.5% of secondary schools had no access to drinking water, 29.3% had no access to latrines and 80.6% had no access to electricity. Dropout is low, until between S3 and S4 when it rises to 67.9%. Learning materials were in poor supply. The text book ratio for English books was 1: 8.6 and 1: 11.8 for Maths.[footnoteRef:32]  90% of secondary students are overage and this does not vary greatly from state to state.[footnoteRef:33] [32:  This section draws on the MOGEI (2013) EMIS data page 67-85 Education Statistics for South Sudan]  [33:  Ibid p 69.] 


Lack of access to classrooms, the curriculum, alternative forms of assessment and few teachers trained to make reasonable adjustments or individual support are the biggest barriers to students with disabilities.

Figure 1 demonstrates the planned education ladder, but as we have seen with the large numbers of over age children in primary and secondary this is more theoretical than practice.  It remains an aspiration.
[image: Level of Education]
Figure 1: The Educational Ladder of South Sudan (source: MOEST.)

1.23 Alternative Education System (AES). This system has been a great success but needs further expansion especially if it is to include all adults with disabilities. Adult literacy rates in South Sudan are estimated at 27% which is one of the lowest in the world.[footnoteRef:34] Providing alternative or second chance education was originally started for demobilised soldiers, but now consists mainly of learners in their twenties and older. Its primary purpose is to  address illiteracy but it has seven separate strands.  Many of these programmes double up using school facilities and so cannot absorb the over-age learners from schools. The dropout rate from AES is 9.3%. Interestingly, this rate is less for women and girls at 6% as compared to the male dropout rate at 11.1%. AES suffers from shortage of suitably trained teachers, space, lack of learning materials, insecurity and drop-out due to family responsibilities (34%), marriage (28%) pregnancy (18.4%) and health which may be a proxy for disability (12.6%).The figures vary widely depending on EMIS that does a yearly snapshot census and the AES Directorate, which does continuous counts.[footnoteRef:35] Therefore the number of learners in AES programmes is between 220,909 and 577,000.[footnoteRef:36] There are no figures for the number of students with disabilities. See Table 4. [34:  World Bank (2012) Education in the Republic of South Sudan: Status and challenges for a new system. Africa human development series; Africa education country status report. Washington,DC:
http://documents.worldbank.org/curated/en/2012/01/16439140/education--‐republic--‐south--‐sudan--‐  p.25.]  [35:  MOGEI(2012)  General Education and Strategic Plan 2012-2017 p.31.]  [36:  AES Directorate figures 2010. Referenced in the Strategic Plan.] 

Table 4: AES Directorate Enrolment Figures.
	Programme
	Learners Total
	Male
	Female
	Centres
	Teachers

	Accelerated Learning Programme
	237,910
	156,213
	81,697
	845
	3061

	Basic Adult Literacy*
	181,960
	97,456
	84,504
	1,658
	2,801

	Community Girls Schools
	17,192
	2,298
	14,894
	53
	185

	Intensive English
	27,411
	16,121
	27,411
	71
	224

	Pastoralist Ed Programme
	19,650
	14,897
	4,752
	73
	371

	Radio 
	93,000
	41,765
	51,235
	300
	300

	Total 
	577,123
	323,919
	253,204
	3000
	6,942



1.24 Teacher Training
 (
 
Arapi TTI has been fully functional as a teacher training institute 
since 2003. It is supported by 
Norwegian C
hurch Aid (NCA). GoSS pays the 
salaries of Arapi teachi
ng staff but all other running 
costs are supported b
y NCA. Currently it trains 160 
students per year in t
he two year pre-service programme. 
There are fixed selecti
on criteria and recruitment is 
done at county leve
l followed by a placement exam 
on entry. Ar
api uses the MoEST pre-service 
curriculum suppor
ted by the Ugandan curriculum. 
The final exam is se
t by Juba University. The pass 
rate is 90%
,
 yet teach
ers graduating from Arapi find 
it hard to get employed as teachers by the Ministry.
)






’An education system is only as good as the quality of its teachers, and, unfortunately the quality is low. Currently, there are few teachers, many are under qualified, poorly compensated, lacking effective management and are often late or absent’(MoGEI, 2012 p.38).

A crucial element in developing education in South Sudan is to improve the qualifications, training and number of teachers. An extra 36,000 teachers would be required to attain a pupil teacher ratio of 50 in primary.[footnoteRef:37]Geographical disparities and the impact of returnee populations have a big impact on Primary  Pupil Teacher Ratio: Jonglei state has 87.8 pupils per teacher, while the three Greater Equatoria States have just 36-40% of this (between 33 and 35 pupils per teacher). In 2012, only 39% of primary school teachers were qualified. Only 1,100 teachers graduate per year . In 2012, there were only 60 students enrolled in universities on Bachelor degrees[footnoteRef:38]. The plan was to have three, four year  Bachelor of Education courses at Juba/Yei, Jonglei and Yambio (Makere) universities, government Teacher Training Institutes in each state (four were functional in 2012 with two more planned to come into operation that year),  supplemented private provision and two CEDs in each county, 158 in all, though to date only 14 have been constructed and most of these are not staffed[footnoteRef:39].  [37:  Ibid p 38]  [38:  Ibid  p109]  [39:  Ibid p39] 


The General Education Strategy reports (p.39) stated that by 2012 the following developments would be in place: In-service training for unqualified teachers, the modules for five core subjects, , and  fourteen County Education Centres (CDCs) constructed to allow in-service teacher training closer to schools.

· 751 student teachers completed the first year of pre-service training; 
· 1649 under-qualified teachers completed Term 1/Stage 1 in-service training in 2010 – 2011;
· 950 qualified primary teachers had participated in SMASESS training for science and mathematics by mid-2011 as part of their ongoing professional development; 
· Arabic speaking teachers in both primary and secondary schools trained on a six-month intensive English course in 2011.

USAID had put a good deal of resources and effort into planning and developing with MoGEI a teacher training strategy,[footnoteRef:40] which got underway in earnest in September 2011.[footnoteRef:41] There is no coherent approach to the inclusion of learners with disabilities in either of these reports. However, a highly critical report on SSTEP has recently been published by the Education Development Centre (an implementation partner). [40:  USAID(2009) The Status of Teacher Professional Development in South Sudan http://pdf.usaid.gov/pdf_docs/PNADT230.pdf ]  [41:  www.sstep.info] 

 “Until 2012, South Sudan’s draft National Teacher Education Strategy, first developed in 2006 and amended periodically, provided for both pre-and in‐service training of teachers. The strategy stated that pre‐service training should occur via a Teacher Training Institute (TTI) in each state and two County Education Centres (CECs) in each county, for a total of 10 TTIs and 158 CECs, with oversight  service training program via TTIs for candidates with a secondary degree, and a four-year residential training program via TTIs for those possessing Primary 8 through Secondary 3 completion. Active teachers were to participate in a four-year in-service training program via distance learning and face-to-face instruction at CECs. Certification for all teachers was to be granted by passing a common teacher exam, administered at the end of the training cycles”. [footnoteRef:42] [42:  Cornelia Janke & Lanie Reisman(2014) ‘Conflict--‐Sensitive Teacher Education: Viewing EDC’s Experience with the South Sudan Teacher Education Project Through a Conflict--‐Sensitive Lens ‘ Waltham, Mass.,Education Development Centre Inc. http://bit.ly/1fl3Rx8  ] 


'‘However, these expectations were unrealistic, given South Sudan’s poor existing training infrastructure, the low management capacity at the central and state levels, the lack of funding and the dearth of existing or prospective teachers who met the desired minimum education requirements. Not unsurprisingly, neither the National Ministry nor the states were able to fulfil the expectations’.[footnoteRef:43] [43:   Ibid p 6.] 


South Sudan Teacher Education Programme was funded by donors, mainly USAID and the EU and set targets to achieve teacher training in line with the above structure developing  tutors and curriculum materials. The project had been planned during an optimistic period after the CPA. It was going to support 4,751 teachers on the pathway to certification; develop and train 115 TTI and CEC tutors using the new unified curriculum and train 5,300 head teachers, inspectors and officials  in the new curriculum and in other critical areas.  However, by the time it was to be implemented (2011 - 2014) it became clear that most of the objectives could not be met as resource centres and CECs were not working, only 1 TTI was functioning , teachers did not have the levels of qualification required and funding of government parts of the project did not happen. There were many difficulties from unresolved disagreements within MoGEI about course content, qualifications and testing. Distance and lack of transport for tutors to regularly visit in-service trainees was a further barrier. The lack of any agreed national teacher terms, conditions and salaries led to further problems exacerbated by absence of teacher trade unions. The authors of the report also suggest that, as peace education and conflict resolution were absent from the teacher training curriculum, there was little resilience and adaptability to previous and current conflicts. The project has now prematurely ended due to the current conflict  with the withdrawal of USAID staff who were supporting the training.

There is a need for a large acceleration in initial teacher training to keep up with demand once current conflicts have subsided and this must have a mandatory unit on inclusive education with a twin track approach.[footnoteRef:44] [44:  Bohan-Jacquot,S (2014) Reviewing, improving and integrating inclusive and special education into the Unified Curriculum for Teacher Education in South Sudan : A discussion Paper bohan.jacquot@gmail.com ] 


1.3 Analysis of the legal and policy situation in South Sudan. 
Concrete recommendations regarding Inclusive Education are highlighted in the Education Sector Strategic Plan (2012-2017) and the National Disability and Inclusion Policy (draft 1, 2013).
	Main Legal and policy documents referring to Inclusive Education and  Special Educational Needs:
Article 29 of the Transitional Constitution as a right for citizens of Sudan, regardless of disability or gender. 
Constitution and Education Act 2012 states that goals include the promotion of life-long learning for  ‘all’  citizens and an ‘equitable access to learning opportunities for all citizens.’  However, the Education Act 2012 goes on to state:- ‘The State Ministries shall, where reasonably practical, provide education for learners with special educational needs at public schools and provide relevant educational services for all learners’ 25 e
 ‘Special needs education shall be inclusive by providing education to persons with special needs together with able-bodied persons to the extent possible’ 25 j
 ‘In determining the placement of a learner with special educational needs, the Head teacher shall take into account the requirements and needs of the learner’ 28.5 
Education Sector Strategic Plan (2012-2017) embraces the goals and objectives of the Education for All declaration and declares a long term objective to mainstream children with special needs to the greatest extent possible, there will always be children who have special requirements, however if practicable these learners will be eased into the mainstream system when they are deemed ready by trained education assessors. It is envisaged to add classrooms to existing primary schools and the construction of specialist centres in each state’ p.60. The Education Sector Strategic Plan (2012-2017) also indicates that  ‘although the MoGEI is committed to Inclusive Education […] few teachers are trained to address special needs, and very few schools are able to provide a safe and accessible learning environment for children with special needs’ though it acknowledges that  ‘the requirement to deliver education services to those children and youth who have physical and mental challenges is seen as important to attaining an inclusive education system’ (p.25).
Unified curriculum framework[footnoteRef:45] clearly states within the 4th paragraph of the vision  ‘an inclusive curriculum that provides for all students, whatever their needs, background or ambitions.’ It set for competencies like  ‘value diversity and respect people of different races, faiths, communities, cultures, and those with disabilities.’  [45:  MOGEI(2013) South Sudan Curriculum Framework p 4] 

The National Disability and Inclusion Policy (draft 1, 2013) of the Ministry of Gender Child Social Welfare Humanitarian Affairs and Disaster Management (MGCSW) recommends measures to improve the situation which include, among others to  ‘ensure that Child Friendly Schools facilitators are trained on disability and gender inclusive methodologies and communication skills…. And ensure teacher and school curricula for primary and successively secondary and tertiary, vocational and adult education embrace inclusive methodologies addressing all diverse learning needs during class and exams.’  It recommends a series of interventions and measures to bring this about. See table below.
In 2009 the Sudanese Government of the National Unity (GoNU) ratified the UN Convention on the Rights of Persons with Disabilities (UNCRPD) and passed a Disability Act. Article 24 of the UNCRPD states that  ‘States Parties shall take appropriate measures […] 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.’ Unfortunately, these two legal actions have yet to be formally recognized by GoSS.[footnoteRef:46] [46:  Towards Equal Participation of People with Disabilities in South Sudan: A Survey of the Inclusion of People with Disabilities in Civic an Social life, Handicap International, Juba, Central Equatoria, September 2011, page 2] 





As Bohan-Jacquot[footnoteRef:47] points out about the above legal framework, ‘i) there is a confusion between the concepts of integrated and inclusive education. The description of ‘Inclusive Education’ provision made by the Department of Special Needs Education[footnoteRef:48] – which envisages three modes of providing Special need Education, is confusing  in regards to the Education Act (2012) and the international understanding of ‘inclusive’ (children with special needs are in mainstream class and supported together with children without special needs whenever possible).  ii) The understanding and categorisation of Special Needs (SN) varies across legal and official documents. For example, EMIS data only covers pupils with disabilities within the ‘special needs’ section and gives additional data for orphans and demobilised soldiers.  Categorizations of disability types are different in the census, surveys and in the National Disability Assessment (2012). iii) Disability issues are not sufficiently emphasized (or even mentioned) and the risks are that they are overlooked in implementation.’ e.g. Epilepsy and albinism are excluded as are emotional and mental impairments. [47:  Bohan-Jacquot(2014) Ibid]  [48:   “Provision for students with special educational needs in mainstream primary and post-primary schools will be made through special classes and through resource teachers. Special classes will generally cater for the same types and levels of disability as special schools, but there will be a wider range of special classes at primary than at post-primary level. At this level, principles and practices of inclusive education will be the key driver of the learning and detaching processes”.  ] 


Other legal and official documents  relating to teacher education and textbook policy enshrine inclusive principles; mainly child friendly schools, mother tongue, role of the community and gender
issues. But Disability and Special Needs seem to be overlooked and not even mentioned, such as in the Textbook Policy development Background Paper [footnoteRef:49].  [49:  DIFID South Sudan, National South Sudan National Textbook Policy development, Background Paper, Education for change, London United Kingdom, July 2012.] 

The recent baseline study on Inclusive Education in two states of South Sudan indicates that  ‘the main threats to a  programme of including children with disabilities are  the weak education system in South Sudan and the multi-donor fund mechanism, which support education, failing to include disability in its agenda.”[footnoteRef:50] [50:  Light For the World / Dark& Light, Baseline study on the situation of inclusive education in Yei and Mundri counties of South Sudan, South Sudan (2013) p. 4] 


As the MGCSW point out:

“The General Education Strategic Plan 2012-2017 embraces the goals and objectives of the ‘Education for All’ declaration. Disability is considered under the sub-objective 3 that is to “facilitate access to learning for pupils with special educational needs.”...but “, the GESP formulates no intention to measure or enhance the number of inclusive settings, hence favouring the special education model over the inclusive approach. Importantly the GESP lacks indicators for inclusion of children with disabilities and adult learners with disabilities; there are no accompaniment measures and there is no specific budget allocation to fulfil the ‘Equity’ objective.’[footnoteRef:51] [51:  MGCSW(2013) South Sudan National Disability and Inclusion Policy p29] 


Furthermore, who will determine what is ‘reasonably practical’, ‘relevant’ and what guidance will they rely upon? How will Head teachers know the ‘requirements and needs of the learner’ with SEN? If appealed by parents to the State Ministries of education what criteria will be used? Given the budgetary and political position in the country these loopholes need addressing in the National Special Education Policy to ensure progress to inclusion, given the lack of knowledge and low enrolment of children and students with disabilities. The MGCSW  in their paper put forward  a range of  measures to make the South Sudan education system more inclusive for those with disabilities. Table 5
[bookmark: _Toc375063026][bookmark: _Toc375064268][bookmark: _Toc375064353]         Table 5 Interventions/ Measures from South Sudan National Disability and Inclusion Policy[footnoteRef:52] [52:  Ministry of Gender,Child and Social Welfare (2013) South Sudan National Disability and Inclusion Policy p14] 

·    Create an enabling and disability sensitive school environment at various levels.
· Raise awareness and sensitize all stakeholders in education sector  on PWDs right to education
· Institute affirmative action interventions such as PWDs scholarship programme.
· Promote early childhood development through pre-schools or kindergarten within an inclusive environment;
· Incorporate disability in education programmes, projects, programmes, policies and legislations.
· Raise awareness in communities, through community-based strategies, on importance and access to services of adult learning for men and women with disabilities.
· Develop capacity of education authorities on successful ways to transform special education system into inclusive primary, secondary and/or tertiary, as well as adult and vocational training education systems, through exposure in African Countries or elsewhere for adoption relevant approaches and methods;
· Set up Inclusive Education School Improvement Schemes and provide assessment and monitoring tools (barrier and facilitator disability audits,)
· Ensure teacher and school curricula for primary and successively secondary and tertiary, vocational and adult education embrace inclusive methodologies addressing all diverse learning needs during class and exams
· Support the establishment of special needs schools and Utilize special schools as resource centres for teaching inclusive methodologies and exposure visits ;
· Provide inclusive learning materials (Braille paper etc.) to facilitate learning.
· Provide school improvement grants and ensure education budget allocates sufficient resources  to make learning accessible – such as providing schools with equipment to support children with disabilities such as Braille machines, sign language courses for teachers/ students, ramp construction, Braille paper etc.;
· Put in place mechanisms to reduce inaccessibility of PWDs to schools , barrier free and accessible for all types of disability;
· Review EMIS and general M&E framework for appropriate representation of all learners with different impairments (hearing, speech, physical, intellectual, psychosocial/ mental, visual, and multiple) and facilitate specific barrier and facilitator assessment at school and vocational training levels, inclusive of gender specifications;
· Incorporate sign language  training  in general and teacher training education Curriculum 
These are all useful, but need to be integrated into a coherent Policy by MOEST.
1.4 The process of developing the policy
Approach Developing inclusion is an ongoing process and so is the development of a policy. The push to set up and regulate a state education system went ahead at a pace until economic difficulties and more generalised conflict have prevented progress, but  the development of expertise and practice for including children with disabilities has been largely sidelined. 
The process adopted here is to:
· Chapter 1 will analyse the current situation through a literature review and limited focus groups and field work and evaluate these against our understanding of the need to develop a twin track inclusion system elaborated with examples drawn from South Sudan and other African Countries, to be placed at the heart of further educational development in South Sudan. This will generate a series of directive questions at the end of this Chapter. 
· Chaper 2  these will then lead to suggestions about developing and establishing a framework for inclusive education in South Sudan, 
· Chapter 3 suggestions about how this should be implemented. 
· Chapter 4 will exam a number of practical constraints on implementation especially budget and costs, but also opportunities such as mobilising the Community. 

Weaknesses The current conflict broke out as we were about to visit South Sudan in December 2013 /January 2014. It was decided by the project sponsors to go ahead, which in hindsight was probably a mistake and it should have been deferred. Instead we met the Technical Committee in Nairobi and developed a consensus by critically evaluating practice in Kenya. A further seminar was to be held in Zanzibar, to visit schools with inclusive practice to further develop the thinking of the Policy and Technical Committee. This did not go ahead because of cost considerations and non-availability of key personnel. Survey tools were developed to ascertain attitudes to including children with disabilities in primary and secondary schools from head teachers, teachers, parents, pupils and district officials. It was not possible because of cost to pilot and review these tools before wide spread use.  A seminar was held in Juba where facilitators from 8 counties in 6 states were trained and empowered by one of the consultants and the Project Director for the Light for the World and then left the facilitators to gather the data through March. The conflict and geographic situation and costs prevented the consultant and LFW staff going into the field to check the data collected.   There were then considerable difficulties in getting the raw data from Juba to Jakarta for analysis, taking three weeks, which has further put back the project timetable. These were again caused by decisions taken about travel costs. Initial analysis of the data gathered suggests it is very variable in its usefulness. In addition, despite repeated requests from the consultants, very little was provided from the MOEST on current day to day systems and other information.




1.5 Current practices -How many children with disabilities are in South Sudan?
The South Sudan Annual School Census in 2012 identified 18,687 primary pupils with special educational needs or 1.37% of all enrolled pupils[footnoteRef:53]. Table 6 shows the geographic spread which is between 0.9% in Lakes State and 2.3% in Eastern Equatoria. Nevertheless, the variation in numbers are important in planning inclusive provision and support. There are also big variations between schools within the 10 States.  [53:  MoGEI EMIS 2012  Education Statistics for GOSS p47] 

Table 6 Numbers of primary pupils identified with special educational needs 2012 ASC.
	State 
	Number 
	Percent
	State
	Number
	Percent

	CE
	2,701
	1.8%
	UN
	1,997
	1.1%

	EE
	2,385
	2.3%
	Unity
	1,665
	1.3%

	Jonglei
	2,960
	1.2%
	Warrap
	1,630
	1.0%

	Lakes
	930
	0.9%
	WBG
	755
	1.1%

	NBG
	2,337
	1.6%
	WE
	1,337
	1.7%



Undoubtedly, the numbers with disabilities or SEN in school is only a small proportion of the children with disabilities in the community. There are many factors that lead to the barriers of their placement in school. 

The response A National Policy on SEN and Inclusion must specify how disaggregated data, which is accurate and specific, will be collected and made widely available to schools and educationalists on a regular basis with agreed definitions used throughout the education system. The resulting data need to be linked to the education budget making process, to provide ring-fenced funding for children and students with SEN and the training of their teachers and others involved in the process e.g. Inspectors, Headteachers, Teacher Trainers, Itinerant Resource Teachers, Parents, Community Leaders and Disabled People’s Organisations.

Specific services and equal access to mainstream and basic services are lacking for the majority of persons with disabilities and their families and especially those in urban areas and outside Juba[footnoteRef:54]. For instance, women and girls with disabilities are less likely than women and girls without disabilities and men and boys with and without disabilities to access education[footnoteRef:55]. Negative attitudes towards disability are hindering barriers to equally participate in social and economic life, and/or access services for many persons with disabilities. Persons with disabilities experience varying degrees of physical and verbal violence based on disability prejudice[footnoteRef:56]. The majority of local authority and services providers expressed a lack of knowledge and experience to provide services and enable equal participation of people with disabilities[footnoteRef:57]. Consequently in the majority of programmes and policies supporting the development of South Sudan, persons with disabilities are invisible and/or not considered a part of the target population. This is impacting negatively on the quality of life and participation of persons with disabilities, their families and negatively on the socio-economic development[footnoteRef:58] of South Sudan[footnoteRef:59].  A policy for Inclusive Education will need to identify how these barriers specifically impact on education and provide planned solutions. [54:  National Disability Assessment: Eastern Equatoria, Jonglei, & Western Bahr el-Ghazal States, Forcier consulting for MGCSW, Sept 2012; 5th Sudan Population and Housing Census – 2008; Consultation Report]  [55:  MGCSW: National Disability Assessment: Eastern Equatoria, Jonglei, & Western Bahr el-Ghazal States, Forcier consulting for MGCSW, 2012; 5th Sudan Population and Housing Census – 2008, Priority results, technical working group (central Bureau of Statistics), Apr. 2009]  [56:  MGCSW: National Disability Assessment: Eastern Equatoria, Jonglei, & Western Bahr el-Ghazal States, Forcier consulting for MGCSW, 2012]  [57:  Handicap International: Development of a National Policy on Disability and Inclusion in South Sudan. National Consultations Report. 2013. Unpublished; Mission Report on National Consultation for Disability and Inclusion Policy, 2013, unpublished.]  [58:  The ILO’s global study “The Price of Exclusion” of 2009 on the impact of disabling environmental barriers on the Gross Domestic Product (GDP) shows that 5-7 % of the national GDP are lost due to barriers limiting the capacity of persons with disabilities to contribute to the socio-economic processes of their countries.]  [59:  MGCSW(2013) South Sudan National Disability and Inclusion Policy] 


A National Inclusion/SEN Policy that is not embraced and owned by all the key stakeholders will not be implemented, especially in the difficult circumstances of South Sudan. Therefore the plan and the process of constructing it need to be based on the widest possible consultation and consensus making.

1.6. Implications of a shifting paradigm on disability
There has been a shifting focus on disability as the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD) demonstrates that the world is moving from a charity/medical model to one focussed on the social model/human rights; a position that is still far from being accepted by the mainstream. 
“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.” 
UNCRPD Article 1[footnoteRef:60] and definition adopted in South Sudan National Disability and Inclusion Policy. [60:  United Nations (2006) ‘Convention on the Rights of Persons with Disabilities’ http://www.un.org/disabilities/default.asp?id=150] 


 Focussing on the barriers  faced by  disabled people rather than the impairments or deficit from ‘normality’ in the person is the fundamental shift taking place and is known as a paradigm shift  under which the whole way disability is conceptualised, changes. 

“Paradigm Shift -Persons with disabilities are not viewed as "objects" of charity, medical treatment and social protection; rather as "subjects" with rights, who are capable of claiming those rights and making decisions for their lives based on their free and informed consent as well as being active members of society”. UN DESA  http://www.un.org/disabilities/ 
The UNCRPD is now ratified, meaning it is legally enforceable in the 139 countries that have ratified it. South Sudan has indicated in its Disability and Inclusion Policy that it wishes to adhere to the UNCRPD[footnoteRef:61]. The CRPD moves us from a Medical Model of Disability(Figure 1) where the problem is seen to be in the person (to be an object of charity, to be cured, fixed, separated or segregated from others) to a Social Model of Disability (Figure 2), based on a Human Rights approach. In the Social Model, the problem  lies with society and recognises that attitudes, organisation and  environments need to be transformed. In education this means moving  from an approach which is based on what children cannot do (and often excluded or separated from their non-disabled peers) to one based on what they can do, if provided with  individually tailored support and reasonable accommodations. [61:  MGCSW(2013) South Sudan National Disability and Inclusion Policy p 7] 

Central to this shift is the slogan of the World Disability Movement –‘Nothing About Us Without Us’. One cannot change the position of disabled people in society without having disabled people and their representative organizations at the centre of that change.
This is an historic shift that is taking place and has its roots in the history of the last 50 years when disabled people began to challenge the way in which they had been treated. This shift was global, taking place in the Western world (USA, Canada and Europe) but also in places such as Tanzania, Zimbabwe and Malaysia. So seismic was the change that in 1981 at the first meeting of Disabled People International it became clear that we could adopt the Social model with a clear distinction between ‘impairment’ and ‘disability’.
“Impairment is the functional limitation within the individual caused by physical, mental or sensory impairment.
Disability 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.” [footnoteRef:62] [62:  Drieger, D. (1989). The Last Civil Rights Movement.  London: Hurst &Co. (p20
Barnes, C. (1991). Disabled People in Britain and Discrimination. (p2)London: Hurst & Co., in association with the British Council of Organisations of Disabled People. http://www.leeds.ac.uk/disabilitystudies/archiveuk/barnes    ] 

Since this coming together of minds it only took 25 years to the moment when the United Nations agreed to this new approach of viewing disability in its Convention (UNCRPD) passed in 2006. This has been much faster than the development and acceptance of human rights approaches for other oppressed groups such as women and girls or ethnic minorities. How long have we struggled for women’s equality, or the abolition of slavery? Some would argue that we still do not have it.  Despite the success of the UN adopting the Social Model of disability, we still must contend with disabling attitudes that are deeply embedded in all cultures across the world.
In many parts of the world traditional ideas about disability are still dominant and lead to inhumane and discriminatory responses to disabled people. These are often hidden beneath layers of the ’right’ words and thoughts. Here are just a few of the phrases designed to ‘explain’ disability that I have  come across whilst working in the South Pacific, Southern Africa, Uganda and India: demon possessed, evil, bewitched/cursed, tools for begging, contagious, shameful, a burden, asexual, cure for AIDS, cannot be educated, laughable, because your parents did something wrong, angry spirits, broke a taboo, a pregnant woman saw or ate something, it’s your own fault, the wrong marriage, worshipping animals or misused bride price. These are just a few of the myriad of wrong notions about people with disabilities that still pervade the world and are embedded deep in our cultures  through negative stereotypes. These are continually recycled in drama and news portrayals in the media. These are the common perceptions of the vast majority of people in the world and if one scratches just beneath the surface one will often find them. People may speak in the language of equality, but they still think in disabilist terms. 

There is a very valuable role of medical science in eradicating illness and ameliorating impairing conditions (particularly in low income countries) and the role of Community Based Rehabilitation in identifying and supporting people with disabilities and shifting attitudes towards their acceptance and inclusion[footnoteRef:63]. As in many parts of the poorer world there is just not the understanding and networks available for supporting children with disabilities. A shift is necessary from a focus defined by the medically identified characteristics of our impairments, to a perspective that challenges the largely negative societal views, where identifying the factors that disable us and reinforcing our human rights are what will transform society. Around the world disabled people have, nevertheless, protested against the reductionist views of the ‘Medical model’ (Figure 1), and have asserted that we know best what to do with our bodies and minds and that we have to be in the ‘loop’ of decision making about us. It is very important to empower young people with disabilities to be the experts and to have a voice. If we do not do this how will they ever live independently. This needs to start at the earliest age with children with disabilities, as soon as they become sensate, because if we are to develop inclusion, then underlying this is the idea that having the impairment is not the problem, regardless of the type or severity. [63:  WHO (2010). Community Based Rehabilitation CBR Guidelines: Education. New York: World Health Organisation.] 


People with disabilities need to do things differently like use large print, learn Braille, sign language or learning in a different way or pace. When these are mastered they can get on with learning and for those who have some form of learning or communication impairment, ridged curriculum and assessment methods pose barriers. It is the barriers of attitudes, organisation or environment that hold disabled students back and the responsibility for change lies with the disabling teachers and education systems of the world.
 
  If one maps the types of education provided into the traditional, medical and social models of disability, we get the chart below (Figure 3) In the traditional way of thinking the disabled person is viewed as a shame on the family, a source of guilt or the result of ignorance. The disabled person is general viewed as of no value. The impact on education is that they are excluded from the education system. 
The Medical model focuses on what the disabled person cannot do. It attempts to ‘normalize’ us by   forcing us to do certain activities that our bodies or minds cannot do.   If it cannot make us ‘fit’ into things as they are, then this model seeks to keep us separate from our non-disabled peers. In the education system this leads to separation and segregation in special schools. This was developed largely from a philanthropic and charitable response to disability.  However, research has shown that there is no  separate special education pedagogy[footnoteRef:64] Being separated meant, if you were the minority lucky enough to go to school in low income countries, one went to these largely northern funded special schools and then you grew up separated and isolated from your peers. Because this type of provision is expensive then it can only ever provide for a small minority of children with disabilities. [64:  Davis, P., & Florian, L. (2004). ‘Teaching strategies and approaches for pupils with special educational needs: A scoping study.’ Department for Education and Skills: Research Report No. 516. www.education.gov.uk/complexneeds/modules/Module-1.1-Understanding-the-child-development-and difficulties/All/downloads/m01p010c/II.teaching_strategies%20including_aspects_of_II.pdf] 

A second variant of the Medical model has been to develop integration. Here the person with disabilities is encouraged to be supported by minor adjustments  so that they can function ‘normally’ and minimize their impairment in an non-bodied environment. This also tends to produce a continuum of provision based on severity and type of impairment. The emphasis is on changing the child with disabilities to fit into a school that has not challenged the barriers it contains for disabled learners. The needs of the student with disabilities are rarely met as they are forced to fit in with the rest of their non-disabled peers. Yet, these are the very schools in which most educated disabled people were educated and succeeded in, despite the barriers. How many more would succeed if the barriers that forced many of them to drop out or not complete the course were removed? The children who were different were forced to fit into the single mould of an unchanged mainstream educational world which often resulted in subsequent psychological damage in later life.  These different forms of provision can be demonstrated in a pictogram (Figure 4) to help clarify how these different conceptions are translated into schooling. 

What can be done?  The answer is an educational system based on the social model of disability and the human rights approach embedded in the UNCRPD. This does not mean teaching everyone in the same way. It means teaching them so that they can thrive despite their particular impairments. In the social model, barriers are identified and solutions are found to minimize them. Barriers of attitude, environment and organization are seen as what disables us and are removed to maximize the potential of all; people with disabilities are actively welcomed. Disabled people achieve their potential and a person centred approach is developed. Mapped into schools inclusive education, 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 and the focus is on what you can do, not what you cannot. The message to the leaders of the 138 countries that have signed up to the UNCRPD is that they have to transform their school systems to accommodate disabled learners, rather than expecting disabled learners to fit into their school systems as they are. Enough is known from around the world that where than transformation has been made everybody benefits;[footnoteRef:65] disabled and non-disabled learners alike as the pedagogy improves and a more child centred approach is developed (Figure 4). [65:  Rieser, R (2012) ‘Implementing the Inclusive Education : A Commonwealth Guide to implementing Article 24 of the UN Convention on the Rights of Persons with Disabilities’ London, Commonwealth Secretariat] 


MacArthur’s (2009) meta-study examined outcomes for pupils with disabilities in mainstream and special schools and found children with disabilities, including those with learning difficulties, do better in terms of academic outcomes and behaviours in mainstream schools. 

There is also no evidence of pupils with disabilities holding back non-disabled pupils. Katz and Mirenda (2002) conclude from their meta-review that there is little doubt that research over the past 20 years has identified many social and academic advantages of inclusion for students both with and without disabilities. Jordan et al (2009, p.535) note that the performance of students without special education needs may even be slightly enhanced in classes where students with special education needs are included.[footnoteRef:66] [66:  MacArthur, J. (2009). ‘Learning Better Together: Working Towards Inclusive Education in New Zealand Schools’, IHC New Zealand. http://www.ihc.org.nz/wp-content/uploads/learning-better-together.pdf . Katz, J. & Mirenda, P. (2002) . ‘Including students with developmental disabilities in general education classrooms: Educational benefits’. International Journal Special Educational Needs, 17(2). Jordan, A., Shwartz, E., McGhie-Richmond, D. (2009). ‘Preparing teachers for inclusive classrooms’. Teaching and Teacher Education, 25: 535-542.] 

The International Disability Alliance (IDA) which represents disabled people worldwide at the United Nations [footnoteRef:67], in examining putting the paradigm shift into practice in implementing Article 24 of the UNCRPD, say:- [67:  The International Disability Alliance is the global Body representing disabled people’s organisations around the world. It is made up of  Disabled Peoples’ International (DPI) (www.dpi.org), Down Syndrome International (DSI) (www.ds-int.org), Inclusion International (II) (www.inclusion-international.org), International Federation of Hard of Hearing People (IFHOH) (www.ifhoh.org), World Blind Union (WBU) (www.worldblindunion.org),World Federation of the Deaf (www.wfdeaf.org), World Federation of the Deafblind (WFDB) (www.wfdb.org), World Network of Users and Survivors of Psychiatry (WNUSP) (www.wnusp.net), Arab Organization of Disabled People (AODP), European Disability Forum (EDF) (www.edf-feph.org), The Latin American Network of Non-Governmental Organizations of Persons with Disabilities and their Families (RIADIS) (www.riadis.net), Pacific Disability Forum (PDF) (www.pacificdisability.org ).
] 

“Special education in developed countries, but also in developing countries, can help create and reiterate negative stereotypes towards students and persons with disabilities. The removal of children with disabilities from mainstream education denies students without disabilities access to the experience of disability, which in turn perpetuates ignorance and stigma. 
The social model of disability reflected in the CRPD, recognizing the combination of a person’s impairment situated in a discriminating society, requires changing the social system, which includes the education system.

Special education today reproduces the discriminatory social system by reinforcing the assumption that individuals with specific characteristics do not fit in society and thus places them in separate situations.” IDA 2011[footnoteRef:68] [68:  IDA (2011). The Right to Education: Enabling Society to Include and Benefit from the Capacities of Persons with Disabilities. Statement to ECOSOC High-Level Meeting, Annual Ministerial Review, 4-8 July 2011 Geneva: International Disability Alliance. http://www.internationaldisabilityalliance.org/sites/disalliance.epresentaciones.net /files/public/files/IDA-Position-Paper-The-right-to-education-14-June-11.doc     ] 


All teachers need Disability Equality Training delivered by trainers with disabilities to challenge negative attitudes and promote social model thinking and change their mindset toward people with disabilities.

1.71 What is inclusive education
By Inclusion we mean developing schools, teachers and the community to successfully support all learners in acquiring quality education. This means that instead of treating all learners the same we must develop a system where their individual needs are met, or as UNESCO puts it:
’Inclusion is thus seen as a process of addressing and responding to the diversity of needs of all children and youth, through increasing participation in learning, cultures and communities, and reducing and eliminating exclusion within and from education. It involves changes and   modifications in content, approaches, structures and strategies, with a common vision that covers all children of the appropriate age range and a conviction that it is the responsibility of the regular system to educate all children’ (UNESCO, 2009, p.8)[footnoteRef:69]. [69: UNESCO (2009) Policy Guidelines on Inclusion in Education Paris,UNESCO] 


While inclusive education is for all, it is true that persons with disabilities are one of the most excluded groups. Recent estimates of out of school children suggest that 40% of the 57 million children identified as not in school are children with disabilities and that they are 2 to 3 times less likely to be in school than non-disabled peers[footnoteRef:70]. [70:  Guardian(18th March 2014) Rachel Williams ‘Of all the world's children deprived of education, two-fifths are disabled’ Global Campaign for Education (2014) Equal Right Equal Opportunity Inclusive Education for Children withj Disabilities http://www.campaignforeducation.org/docs/reports/Equal%20Right,%20Equal%20Opportunity_WEB.pdf ] 

 According to Article 1 of the 2008 Convention on the Rights of Persons with Disabilities, persons with disabilities refer to, “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”. As stipulated, disability is an evolving concept that results from the interaction between persons with impairments and attitudinal and environmental barriers that hinder their full and effective participation in society on an equal basis with others. 
	
To adequately support the needs of children with disabilities, a twin-track approach is required. The first track, which deals with systemic matters, involves changing policies, practices and attitudes at the education system and school level, as well as removing barriers and ensuring the delivery of quality, child-centred education that supports the presence, participation and achievement of all children.  The second track involves supporting individual learners with their specific needs and empowering them as rights holders, as well as responding to individual needs for learning support, rehabilitation, health or social services e.g. Braille, Sign Language, differentiated teaching.

The twin track approach marks a paradigm shift from viewing the person with a disability as the problem to examining and addressing the attitudinal, organisational and environmental barriers that deny people with disabilities access to opportunities and hinders their ability to participate as equals in society[footnoteRef:71].  [71:  IDDC (2013) Teachers for All: Inclusive Teaching for Children with Disabilities. Based on R.Rieser Preparing Teachers for Children with Disabilities UNICEF 2013 Working Document http://iddcconsortium.net/sites/default/files/resources-tools/files/iddc_paper-teachers_for_all-print_version.pdf ] 


1.72 Developing Inclusive Education
Examining helping a number of countries to develop policies of inclusion Mel Ainscow drawing on this paradigm shift but taking a broad approach proposed to the UNESCO IBE Conference in 2008, outlined the following four elements:

 ‘• Inclusion is a process. That is to say, inclusion has to be seen as a never-ending search to find better ways of responding to diversity. It is about learning how to live with difference, and, learning how to learn from difference. In this way differences come to be seen more positively as a stimulus for fostering learning, amongst children and adults.
• Inclusion is concerned with the identification and removal of barriers. Consequently, it involves collecting, collating and evaluating information from a wide variety of sources in order to plan for improvements in policy and practice. It is about using evidence of various kinds to stimulate creativity and problem-solving,
• Inclusion is about the presence, participation and achievement of all students. Here ‘presence’ is concerned with where children are educated, and how reliably and punctually they attend; ‘participation’ relates to the quality of their experiences whilst they are there and, therefore, must incorporate the views of the learners themselves; and ‘achievement’ is about the outcomes of learning across the curriculum, not merely test or examination results. 
• Inclusion involves a particular emphasis on those groups of learners who may be at risk of marginalisation, exclusion or underachievement. This indicates the moral responsibility to ensure that those groups that are statistically most at risk are carefully monitored, and that where necessary, steps are taken to ensure their presence, participation and achievement
within the education system.[footnoteRef:72].’ 
 [72:  Prof.Mel Ainscow (2008)”Developing inclusive education systems: what are the levers for change?” speech to UNESCO IBE Conference in  ‘‘INCLUSIVE EDUCATION:THE WAY OF THE FUTURE’’INTERNATIONAL CONFERENCE  ON EDUCATION 48th session Geneva, Switzerland, 25-28 November 2008 p70 http://www.ibe.unesco.org/en/ice/48th-ice-2008/final-report.html  ] 
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Figure 5 Key Strategies to develop Inclusive Education in a school

1.73 Key Strategies Figure 5 lists the key factors that contribute to greater inclusion for children with disabilities in schools. Throughout there is a strong focus on community solidarity and social responsibility. 

· Orientation training for all the main stake holders. This aims to promote positive attitudes among participants, develop their knowledge and understanding, and equip them with the skills needed to make inclusion a reality. 
· Expanding access to the provision of education to all learners through the successful development of ‘full service’ or inclusive schools that serve as a model for other schools. 
· Focusing on curriculum development and assessment of learners. 
· The provision of human resources, materials and finances to support schools. 
· Conducting national advocacy and information campaigns and promoting reorientation to inclusive education to other ministries. 
· Revising existing policies and legislation for all levels of education.[footnoteRef:73]  [73:   Introducing Inclusive Education in Low Income Countries:  A resource book for teacher educators, parent trainers and community development workers p13  Lilian Mariga, Roy McConkey and Hellen Myezwa 2014 Atlas Alliance/University Cape Town
] 


1.74 Local realities. The  ‘implementation of inclusive education is very much dependent on practical considerations such as the locality covered and the resources available there. This includes people, materials and finances as well as cultural factors and attitudes. The barriers also need to be recognized. Those commonly experienced internationally are: 

· The negative attitudes of parents arising from having a child with disabilities. They may feel it is not worth investing in education for a disabled child. 
· The negative perceptions of professionals and policy makers. They too may feel that disabled children cannot learn; they will hold back other children in the class and that scarce money would be better spent on more able children who could contribute to society. 
· Protection of professional interests. Teachers may feel that having disabled children in school would mean too much extra work for them and may show up their inadequacies as teachers. Equally teachers working in special schools may feel their jobs and work routines are threatened by placing children in ordinary schools – a point we will come back to later. 
· People with limited knowledge of educating children with disabilities who wish to run the show or be given responsibility by others for doing so. They are unable to provide the necessary leadership and things can start to fall apart. 
· Various people – parents, teachers, politicians - making unconstructive criticisms which threatens the morale of those who are doing their best to make progress. 
· Limited resources allied with insufficient preparation and inadequate planning to make inclusion happen. 
· A lack of political will to make changes to existing systems. 

Creating inclusive schools is not an easy option. All the barriers listed are real threats to this endeavour. But the message we want to emphasise is that they can be overcome; perhaps not easily nor quickly.’[footnoteRef:74] [74:  Ibid p 13] 


1.75 Twin Track approach. In the recent study conducted for UNICEF funded by AusAID on ‘Educating Teachers for Children with Disabilities’[footnoteRef:75] the shift to a more generalised inclusion framework became very apparent. The generalised approach to Inclusive education does not contain the specifics of the training and accommodation of meeting different impairment needs. It has partly arisen, as a reaction to categorical medical model/deficit SEN approaches and has led to its replacement with generalised inclusion principles. This leaves most teachers believing that the expertise for, and the inclusion of, children with disabilities, is someone else’s expertise and responsibility. What is needed is a twin track approach, with mandatory training for all teachers on how to meet impairment specific needs, as well as, more general training on developing child friendly classrooms for all. This needs backing up by disability specialist local resource centres and teachers. [75:  Rieser,R. (2013) ‘Educating Teachers for Children with Disabilities : Mapping ,Scoping and Best Practice Exercise in the context of developing inclusive education’ Working Document  UNICEF and Australian Government, UNICEF New York ] 


 1.76 Track One: Education based on Principles of Equality and Child Empowerment involves foundations and inclusive values which apply and are beneficial  to all groups of marginalized learners and children e.g. girls, nomads, rural, poor, child soldiers/orphans, those with HIV/AIDS, children with disabilities, linguistic and ethnic minorities, traumatised and displaced children.

The principles to enable a child friendly educational environment outlined by UNESCO are: 
Equality and Valuing Difference, 
Identifying Barriers - Finding Solutions,
Collaborative Learning - Peer Support,
Differentiation & Flexible Curriculum and Assessment, 
Stimulating and Interesting Multi-Sensory Learning Environment,
An Anti-Bias Curriculum, 
Child Centred Pedagogy, Creative with Reflective Teachers.
Quality education requiring rigour and effort for each child to achieve their potential’ (UNESCO). [footnoteRef:76] [76:  UNESCO (2009). Policy Guidelines on Inclusion in Education. Paris: UNESCO. http://unesdoc.unesco.org/images/0017/001778/177849e.pdf   ] 


1.77 Track two: Education accommodating the different impairment specific needs of children with disabilities or special needs. This will require teachers to be familiar with and able to use accommodations for:
a) Blind and Visually-Impaired pupils /students (Braille, tactile maps and plans, tapes and text to talk, mobility training, large print, magnification, orientation, auditory environment & talking instruments.) 
b) Deaf & Hearing-Impaired pupils/students (Sign Language taught & use of interpretation, oral/finger spelling, hearing aid support, visual and acoustic environments.) 
c) DeafBlind-Language (Use of interpreters, tactile environment, aids and appliances, orientation.) 
d) Physical Impairment (Accessible infrastructure, toilets and washrooms, furniture adjustments, equipment, prosthesis, use of personal assistance, diet, transport, medication.) 
e) Speech & Communication impairment (Facilitated communication, augmented communication [high and low tech], social use of language switching, talkers, information grids.) 
f) Specific Learning Difficulty (Coloured overlays & background, Easy Read, tapes and text to talk, spell-checkers, concrete objects.)
g) General Cognitive Impairment (Pictograms, small steps curriculum, easy read, scaffolding, Makaton, use of symbols & information grids, using concrete objects.) 
) Mental Health and Behaviour (Counselling and personal support, differentiated behaviour policy, empathy, quiet chill-out space, circles of friends, collaborative learning and structured day.)
i) Introduction to screening, identification and key adjustments for main impairments. 
UNESCO Bangkok have produced a very useful online guide on how to go about implementing track two in mainstream schools.[footnoteRef:77]See Appendix 1 for a more detailed exposition linking the twin track approach to the development of thinking around  developing a social model based inclusive education system [77:   UNESCO Bangkok (2009). Teaching Children with Disabilities in Inclusive Settings. Specialized Booklet 3. Part of Embracing Diversity: Toolkit for creating inclusive , learning-friendly environments. Bangkok: UNESCO. http://www2.unescobkk.org/elib/publications/243_244/Teaching_children.pdf  ] 


1.8 Learning from examples of inclusive practice?
1.81 The Inclusive Education Initiative in Yei and Mundri Regions of South Sudan. 
Light for the World has been  at the forefront of promoting access to and participation in quality and equitable inclusive primary education in the country since 2006, through pilot initiatives in Yei and Mundri regions. The knowledge gained and developed through the pilot projects resulted in the three year (2011-2013)’ European Union funded Inclusive Education project. The project was implemented in Yei, Lanya and Morobo Counties in Central Equatoria State and Mundri West and East in Western Equatoria State. The project was implemented by the Sudan Evangelical Mission (SEM) and ACROSS, in collaboration with the Ministry of Education, Science and Technology, State and County governments, community members, disabled people’s organisations, as well as national and international non-governmental organisations in the target areas.

The Inclusive Education project aimed at developing a body of knowledge and practices on the schools’ capacity to include children with disabilities in a society emerging from conflict, to be used in scaling up the initiative. Different approaches, including and not limited to, awareness raising, training of teachers and schools administrators, establishing school level structures to support inclusion, modification of the learning environment and lobbying the government to embrace inclusive education were employed. Valuable lessons were learnt in this project, such as:

1. Modifying classrooms, sanitary facilities, playing grounds, providing mobility and other assistive devices, providing medical support and creating peer support groups in regular primary schools resulted in a 140% increase in the enrolment of children with epilepsy and sensory impairments in target schools. 
2. Training of teachers to manage large and diverse classrooms as well as basic sign language and Braille, and integrating assistive technology in the learning-teaching processes resulted in a 25% increase in the efficiency measured in terms of dropout rate and transition from one class to another for children with disabilities.
3. Creating awareness in schools and the community, as well as establishing community and school level support structures such as school-based inclusive education committees, peer groups, parent associations, training of school administrators, training parents and community opinion-makers on basic disability issues and providing therapy services were the most important enabling factors for children with disabilities to enrol in regular schools.                   

The major conclusion drawn from this project was that to achieve a systemic change and to embed those changes in the education system, two factors must be present:

· The school community, especially teachers and head teachers, local and national policy-makers and implementers and other stakeholders must be enabled to support inclusion.
· There should be an agreed-upon national policy and legal framework that provides guidance and directs resources to develop the inclusive education system.[footnoteRef:78] [78:  Sserunkuma et al  (2012) Baseline study on the situation of inclusive education in Yei and Mundri counties of South Sudan, Juba, Light for the World , Juba] 


From the Yei/Mundri study we have learnt that inclusive methods can be used successfully in South Sudan to increase enrolment, prevent dropout and increase rates of promotion of children with disabilities. However, it requires catalyst facilitators who can adapt the school environment to remove barriers faced by children with disabilities, have some resources to do this, train teachers in pedagogic techniques and reasonable accommodations, have access to medicines and other medical support, create awareness in the school and community. Reasonable accommodations are the adjustments made to a mainstream school or class that enable a student with disabilities to participate by minimising barriers. The facilitators came from a medical background of developing Community Based Rehabilitation and were of the view they had largely operated from a medical model approach and that they had mainly developed integration not inclusion as the schools did not restructure their practice to accommodate the learners with disabilities[footnoteRef:79] The most notable advances in the areas of education and social inclusion of children with disabilities can be credited to Community Based Rehabilitation (CBR) programmes.  In a recent study by African Child Policy Forum (ACPF)[footnoteRef:80], the high numbers of children surveyed in Ethiopia having access to education were as a result of them being linked to CBR services offered by NGOs.  Furthermore, communities with active CBR services and DPOs were considerably more positive towards children with disabilities and their families. [79:  Personal communication wth SEM and ACROSS workers who implemented the project.]  [80:  ACPF (2011). The Lives of Children with Disabilities in Africa: A glimpse into the Hidden World. Retrieved from: http://www.africanchildforum.org/site/index.php?option=com_docman&Itemid=196 ] 


1.82 Nairobi, Kenya The Technical Committee from the Government of South Sudan, NGOs, consultants and the team from Light for the World visited Nairobi in January 2014.[footnoteRef:81] The workshop was made up of two components.  During the first two days (Monday 13 and Tuesday 14) the Committee was visited by Mr Haga of the Ministry of Education of the Republic of Kenya, Kenyatta University’s Special Education Department, the Kenya Institute of Curriculum Development (KICD) and the Kenya Institute of Special Education (KISE). The last three days were used to deliberate on the technical issues within the policy and the curriculum. In Kenya, they have adopted a model with lots of special schools inherited from missionaries, special units and technical institutions but  have also mainstream or regular schools. They have almost 200 special primary schools catering to  specific disabilities.  They have approximately thirty two secondary schools and four institutions that provide technical training. In addition, they have about 2500 mainstream institutions that have admitted learners with special needs and disabilities. For assessment and determining where children will go to school there are Education Assessment and Resource Centres (EARCs) – there are seventy in the counties. This is the lowest level one can go to get advice on SNE.  The EARCs are the ones that do the assessment and report that student X has a certain kind of disability and they then propose the placement of the child and the recommended intervention. The staff at the EARCs will have received their training mainly at KISE which we found had again largely rejected an inclusive approach preferring the  impairment specific courses which reinforce the notion that children with different impairments should be taught in special schools. We again noted the privileging of the special needs sector over the mainstream sector in that the 200 two year scholarship students were exclusively drawn from special schools and units and that mainstream teachers who wanted a diploma had to attend in their holidays. A quick examination of the library and resources again suggested that resources were almost exclusively geared towards the old SEN paradigm. [81:  Light for the World (2014) Report on the Technical Committee Consultative Workshop held as from 13-17 January 2014 in La Mada Hotel, Nairobi

] 


This year through partner organizations, the Kenyan Ministry of Education is trying to collect baseline data which can give a more accurate number of children with disabilities who are both in and out of school and give the reasons   to explain either their presence or absence in school. Currently there are 85,000 children with disabilities identified in mainstream schools and some 20,000 in the special schools and units which are nearly all residential. Because of the additional expense a grant is paid 0f$1000 USD per year. Mainstream schools get a much smaller supplement for children with disabilities which is around $25.

Although Kenya was  early to ratify the UNCRPD (2008)  as well as having a paper policy of developing inclusion, the practice on the ground of privileging special schools and teachers and not providing effective in-service training for all teachers on inclusive pedagogy and disability equality training was leaving most schools and teachers feeling unable to work with children with disabilities. There were also issues in the community of stigma and negative attitudes that need urgently addressing by a general disability awareness programme.

We found out at Kenyatta University from Dr Mary Runo that they have 31,000 education students out of a total student population of 74,000 but were only just starting a voluntary module open to all on SEN/Inclusion  and although the faculty wanted all teacher trainees to do the module they were meeting resistance higher up. The courses they do offer include impairment specific degrees. They say they are stuck with a model of special needs developed from Denmark (DANDIA) courses of Blind, Deaf, Physical Impairment and Learning Difficulties only with no capacity to deal with other types of impairment. Children with emotional, behavioural and mental health issues do not fall under the responsibility of the Ministry of Education and so are largely ignored. Though there was willingness to consider more inclusive approaches the department at Kenyatta was steeped in an individual model of special educational needs. The teaching staff of the department would need to undergo training themselves to move on from an individual/medical model to a human rights based approach. There are still many children with disabilities out of school. No one knows how many, but it must be a large majority[footnoteRef:82]. Another problem was that many of the teachers training at Kenyatta graduated and then migrated when they should be obliged to teach in the country for at least three years after graduation [82:  If  the Government of Kenya only identifies 105,000 children with disabilities, then expecting 12 of children to have moderate to severe impairments the current population is estimated at 44million with 17 million of school age would give over 2 million children with disabilities. So only around 1 in 2o are in school and have there need recognised. Many may be in school without their need recognised.Data https://www.cia.gov/library/publications/the-world-factbook/geos/ke.html] 


On our visit to KICD (a branch of government) it became apparent that inclusion was not their main priority and that most of the curriculum that they were developing for both teacher training and for pupils was based on the old SEN model and was therefore not inclusive. For pupils there were four types of curriculum programmes. KICD believes in a flexible curriculum, comprised of an Adopted, Adapted, Specialist and Specialised Curriculum. These are used both separately and in conjunction with each other, but it was apparent that the last two were envisaged as being taught mainly in the special schools.

Some of the initiatives that the Ministry have suggested need to be urgently taken up to prevent many thousands of children from being denied educational opportunities. These are:

Specific challenges faced by MOE in ensuring that there is education for all (Consultants comments in italics)
1. Issue of attitude which is related to awareness and knowledge that is available.  Parents still hide their children. The MOE with the help of civil society organisations has been trying to address this. Kenya needs a mass awareness raising campaign about including the children in school involving parents and local community leaders as was carried out in Zanzibar as a starting point.
1. The implementation and interpretation sometimes doesn’t filter to the ground, because one needs very clear consumable guidelines, and sometimes even in the schools you may realise some of these policies are not being implemented. For example, forceful repetition of classes is banned but all schools want to be seen to be doing well.
1. Challenges brought about by historical factors.  Even though they may embrace special schools as well as inclusive education, many parents might feel that the best place to get education for their CWDs is in special schools. This is directly affected by current financial privileging. 
1. Challenges related to the EARC.  Although Kenya has  seventy centres, their capacity is very limited, in terms of personnel and even operational capacity.  The  crucial role of identification, assessment and placement is sometimes not realised because their capacity is limited. They need to staff them with professionals schooled in inclusive methods.
1. Issue of teaching force (generic or categorical). When talking of inclusion, sometimes it is difficult for a teacher with specialised training to embrace inclusion. Hope to build a pool of progressive minded teachers who are able to embrace inclusion and this will mean that they are able to support any child in any school they are in. They will need to move more quickly in getting all those on initial training trained in inclusive methods and incentivise in-service teachers to attend and complete inclusion training. Disability is created by society.  Teachers’ education will demolish the barriers.  The UN says that the problem is in society and will have to change.  We have to do it at the beginning.  Provide reasonable accommodations e.g. those who are vision impaired can use Braille or computers or peer support.  
1. Issue of data – this cannot be overemphasised. Getting accurate numbers is linked to planning and budget. 
1. Budgetary allocation – some people believe that special education is very expensive, especially if you start with a particular structure and then want to change to another later. E.g.: you may start with special needs and then want to change to inclusive education.  They could do with a little bit more of a budgetary allocation to cater to the special needs in mainstream.  South Sudan does not have this problem and developing an inclusive system from scratch is the most cost effective option.
1. Challenges of early intervention are important and the widespread development of CBR under the new WHO guidelines will be the most effective intervention, not least with its emphasis on the community.
1. Overall it appeared that those who support a model of children with disabilities being in special schools and units were in charge of these various government agencies and whilst paying lip service to inclusion they were not developing concrete on the ground initiatives to develop an inclusive education system.

[image: ]1.83 Oriang, Kenya Leonard Cheshire Disability (LCD) has been working with the Kenyan Government and a higher education establishment to retrain teachers and support a pilot inclusive education programme in five schools in Oriang, Western Kenya since 2001. The project benefits 2,200 children; 174 of whom have minor to severe impairment (mainly low vision, physical disabilities, epilepsy or learning impairments). A few have hearing difficulties. Many children have intellectual impairments caused by malaria and lack of access to treatment. More recently, over 700 children with disabilities have been included. Since 2007, the project has been expected to extend to 300 schools in Kisumu Province. Through its regional training and development programme, LCD provides technical and financial support for the project. This did not occur due to the troubles in Kenya around the last but one election.

Teachers from lower primary classes (and head teachers) have recently been trained in using an approach that features African culture  in language teaching. They are encouraged to incorporate positive aspects of African culture and tradition in primary school literacy and language studies. With an initial focus on oral culture, teachers can create enjoyment in language and literacy learning through artistic conversations (one person acting more than one role in story telling), puns, tongue twisters, riddles, proverbs, folk tales and songs.

Under an agreement with the Kenya Institute of Special Education (KISE), Oriang teachers are receiving ongoing in-service training leading to KISE certificate and diploma qualifications. The course includes distance learning during term time and meetings with tutors in the holidays. This model is the first of its kind in Kenya to incorporate inclusive education. The results of a survey by LCI in 1999 played a significant role in the design of the course. Fifteen teachers went on an in-service diploma course in inclusive education, which included sign language, Braille and the use of teaching and adaptive aids.

The two biggest challenges were the cultural aspects and feelings of hopelessness. The wider community held the view that having a child with a disability was a curse and made their parents objects of pity and social welfare. Through community meetings (barazas), funeral gatherings, church services and youth theatre, a community project educated local people about disabilities and helped to change negative attitudes. The community is now much keener to find practical ways to adapt the environment for their benefit. Attitudes to schools were also tackled. Parents had surrendered their parenting roles to schools instead of working in partnership with them. The wider community believed that the role of developing schools belonged to teachers and the parents whose children were enrolled. This is now changing.

The project has achieved these changes because parents of children with disabilities have positively accepted their children. Additionally, parents  of non-disabled children are now willing to let their children mix with children with disabilities. Despite the poor infrastructure, parents and siblings are carrying their severely impaired children to school on their backs and community members are volunteering their time and meagre material resources to improve school facilities. In the interest of sustainability, the project is run by a management committee from the local community and the committee has been trained in community project management.

Using child-to-child principles, the project has been able to disseminate key messages through participatory theatre, story-telling, music and poetry. A central resource centre has been established which provides specialist support for schools and families. This has a library, training facilities, a therapy area and a communications unit. In the future it will offer internet facilities. It was decided  that a central resource centre was not sufficient, so each of the five schools also has a small resource point offering a mini-library, access to play materials and teaching/learning resources, including materials made by pupils and teachers.[footnoteRef:83]LCD has documented the process of inclusive education and how it has changed the lives of so many – not only children with disabilities, but also their communities. LCD has lobbied the Ministry of Education to use Oriang as a model to scale up, but so far they have not taken this up. [83: Rieser,R(2012) Implementing Inclusive Education A Commonwealth Guide to Implementing Article 24 of the UN Convention on the Rights of Persons with Disabilities Box 7.10 Oriang, Kenya: Developing an inclusive environment London, Commonwealth Secretariat. EENET, Newsletter No. 6, 2005, orpatieno@yahoo.com, personal communication and Leonard Cheshire Disability (2009).] 


The lessons of this project for South Sudan are to do consistent work with both parents of children with and without disabilities, to empower teachers through relevant training which is accredited so they get remunerated and to enlist the whole community through innovative methods such as street theatre.

1.84 Zanzibar Inclusion in Action has come furthest by initiating a new education policy which promotes inclusive education. The project consolidated its efforts in the initial twenty pilot schools and expanded to twenty more in 2009. This project focussed on children and young people with intellectual impairments and has been successful. The MoEVT in Zanzibar now has a very positive attitude to inclusive education. It has even changed the title of the ‘special needs education office’ to ‘inclusive education unit’. The training programme used is available.[footnoteRef:84] They have also produced a DVD on Kiswahili sign language. The inclusive education unit in Zanzibar has been collaborating with a USAID-supported initiative. Seven teachers from each school (including school inspectors and head teachers) received intensive training courses on a general introduction to inclusive education, what it means, how it benefits students and teachers, placement in class, sign language and Braille, behaviour modification, making of individual education plans and files, how to produce and use teaching and learning materials using locally available resources, and assessment and identification of the needs of students. Although there are twenty pilot schools, 144 teachers have been trained in advanced Braille and sign language. These teachers then trained their colleagues so that all teachers at the school have a working knowledge of the various concepts of inclusive education. Sometimes this worked well, but in both cases it would be more beneficial to provide training for all the teachers. The mid-term evaluation for NORAD suggests good progress with 4,300 children with disabilities in school and 2,255 teachers who have had IE training. They suggest a need to develop the capacity of school management committees and parents groups for IE and the organisational capacity of ZAPDD as well as ways to be found of developing teacher training centres.[footnoteRef:85] [84:  Introducing Inclusive Education in Low Income Countries:  A resource book for teacher educators, parent trainers and community development workers p25  Lilian Mariga, Roy McConkey and Hellen Myezwa 2014 Atlas Alliance/University Cape Town]  [85:  http://www.norad.no/no/resultater/publikasjoner/gjennomganger-fra-organisasjoner/publikasjon?key=235948] 


There have been many changes, particularly in attitudes, among teachers, students and local communities. Although big challenges remain, the project has shown that inclusive education can be achieved with very limited resources. In the summer of 2007,a Norwegian Disabled People’s Organisation  (NFU), local partner, the Zanzibar Association for People with Developmental Disabilities (ZAPDD), the MoEVT and Professor Roy McConkey produced a documentary on how inclusion can be achieved in a series of video programmes describing the development of inclusive education in Zanzibar.[footnoteRef:86] [86:  Introduction to ZAPDD: http://www.youtube.com/v/C-y9Do2AHtU (2.45 mins) ] 


The recognition that the whole community needed to be involved and utilise and develop their ’social capital’ to develop support for inclusive education has been a feature of the work in Zanzibar.[footnoteRef:87]  [87:  Mariga, L., McConkey, R.  & Myezwa, H.  (2014).  Introducing inclusive education in low income countries: a resource book for teacher educators, parent trainers and community development workers. Cape Town: Atlas Alliance and Disability Innovations Africa.] 


What contributes to the success of inclusive education in Zanzibar? ‘Our experiences, allied with those of others, suggest that the following features contribute to making inclusive education successful:
 
· [image: ]Having leaders who are committed to and knowledgeable about inclusive education at different levels. For example, local leaders can inspire local communities to meet the challenges posed by inclusion. National leaders can lobby politicians and officials in various Ministries and play an important role in changing policy and making inclusive schooling sustainable. 
· Clarity of purpose from the outset. It is vital that implementers of the process are able to defend the values, rationale and practices of inclusive education. 
· Setting realistic goals and maintaining motivation on the part of all the players in inclusive education is important so that results are achieved and progress is visible. 
· Developing clear and manageable systems such as individual education plans, curriculum guidelines and training strategies. 
· Building trust with parents and gaining their active participation through regular and good communication. 
· Each school or centre of learning needs to have a supportive network of interested and committed individuals comprising teachers, pupils, parents, community members and Community Based Rehabilitation (CBR) workers and health personnel. We have called these ‘Inclusive Education Committees.’ 
· Having a core group of personnel within the Ministry of Education –Inclusive Education Unit - with the remit to promote inclusive education and provide schools with the resources and training required to make it happen. 
· Most importantly, it is imperative to have a ‘hands-on’ person on the ground who is visible to learners, parents and the community. Such a person needs to be able to bridge the communication gap effectively between international conventions, technical development and  the application of the principles to the local context. 
· Finally, it is essential to undertake monitoring and evaluation (M&E) of the inclusion initiatives so that successes can be identified but also so that lessons can be learnt as to how strategies can be improved’.[footnoteRef:88]  [88:  Mariga, L., McConkey, R.  & Myezwa, H.  (2014).  Introducing inclusive education in low income countries: a resource book for teacher educators, parent trainers and community development workers. Cape Town: Atlas Alliance and Disability Innovations Africa p15] 


[image: school for disabled children in Rwanda]
1.85 Rwanda. Handicap International (HI) in Rwanda helps the Ministry of Education develop the flexibility and inclusiveness of its education system to provide all children with a suitable learning environment. It also enhances the inclusion of vulnerable children, particularly children with disabilities, into mainstream schools. This example demonstrates how NGO’s can work with National and local government to act as a catalyst to bring children with disabilities successfully into school.
The programme also aims to define norms and develop and test educational tools to facilitate the education of Rwandan children with specific needs related to their disability HI works with key operators in the education system to promote inclusion by developing intervention models adapted to the Rwandan context, training public authorities and teachers, raising public awareness and conducting advocacy with decision-makers. The organisation also identifies the most isolated children to include them in the school system by providing them with specific assistance. Lastly, HI ensures the physical accessibility of buildings and sets up psycho-educational groups for parents.

The Task Force for the Development of Inclusive Education in Rwanda (TFDEIR), the Kigali Institute of Education and eight district education departments (Gasabo, Kamony, Muhanga, Rutsiro, Rubavu, Rusizi, Nyamasheke and Karongi) have established forty model schools. The initiative, in collaboration with the Ministry of Education and the Rwanda Education Board, has also established courses for teachers on inclusive education in Rusizi and Karongi.[footnoteRef:89]  [89:  www.handicapinternational.be/.../promoting-an-inclusive-socio-educational+approach+in+Rwanda] 


1.9 What contributes to the success of inclusive education?[footnoteRef:90] [90:  Mariga, L., McConkey, R.  & Myezwa, H.  (2014).  Introducing inclusive education in low income countries: a resource book for teacher educators, parent trainers and community development workers. Cape Town: Atlas Alliance and Disability Innovations Africa p15] 


Drawing on developments in Lesotho, Tanzania, Zanzibar and other countries across the globe, Mariga, McConkey and Myezwa, in their important book –Introducing Inclusive Education in Low Income Countries, suggest the following ‘Our experiences, allied with those of others, suggest that the following features contribute to making inclusive education successful:
 
· Having leaders who are committed and knowledgeable about inclusive education at different levels. For example, local leaders can inspire local communities to meet the challenges posed by inclusion. National leaders can lobby politicians and officials in various Ministries and play an important role in changing policy and making inclusive schooling sustainable. 
· Clarity of the purpose from the outset. It is vital that implementers of the process are able to defend the values, rationale and practices of inclusive education. 
· Setting realistic goals and maintaining motivation on the part of all players in inclusive education is important so that results are achieved and progress is visible. 
· Developing clear and manageable systems such as individual education plans, curriculum guidelines and training strategies. 
· Building trust with parents and gaining their active participation through regular and good communication. 
· Each school or centre of learning needs to have a supportive network of interested and committed persons comprising teachers, school pupils, parents, community members and Community Based Rehabilitation (CBR) workers and health personnel. We have called these ‘Inclusive Education Committees’. 
· Having a core group of personnel within the Ministry of Education – a ‘Special Education Unit’ - with the remit to promote inclusive education and provide schools with the resources and training required to make it happen. 
· Most importantly, it is imperative to have a ‘hands-on’ person on the ground who is visible to the community, parents and the learners. Such a person needs to be able to bridge the communication gap effectively between international conventions, technical development and applying the principles to the local context. 
· Finally it is essential to undertake monitoring and evaluation of the inclusion initiatives so that successes can be identified but also that lessons can be learnt as to how strategies can be improved. 


1.10 Key Questions relating to the development of inclusive education in South Sudan:
a) How do we get buy in to inclusive education at i) national, ii) state, iii) county, iv) payam, v) school  vi) teachers and head teachers vii) local community and vii) parent and child level?
b) Can we get broad agreement on the values, purpose and definition of inclusive education?
c) How do we ensure that inclusion is not disrupted by emergency situations?
d) How do we most effectively create positive attitudes towards children and adults with disabilities?
e) Is it possible to sustain the drive for inclusive education throughout all parts of the education system over a long period and through various crises that have and will inevitably re-occur given the fragile nature of the South Sudanese state, budget and infrastructure?
f) How do we develop clear and implementable plans to progressively develop accessible schools, curricula and learning materials, teacher training (pre and in-service), assessment systems and accountability mechanisms to provide for ever increasing numbers of successful learners with disabilities and other marginalised groups?
g) What methods will work to gain the trust and involvement of parents and other local community members in the development of inclusive education? 
h) What ways should we develop the school and its local community of different interest groups to be a united driving force for inclusive education? 
i) How can Early Childhood Development Centres and Community Based Rehabilitation be most effectively developed in all local areas and link to the schools?  
j) How do we develop and strengthen a core group for inclusion in the MOEST and make sure it has really effective links with all other parts of the education system?
k) How do we develop and put in place local facilitators for inclusion to empower, train and problem solve all the local stakeholders?
l) How do we develop the sharing of best practice between schools and make sure accurate and valuable (or helpful/useful) information about impairment (and its causes) and the solutions found to overcome barriers to inclusion are disseminated?
m) How do we ensure that the resources that make schools, curricula and activities accessible to all learners get to schools?
 n)How do we provide expertise and means of accessing Braille, Sign Language and other forms  of augmented and facilitated communication and curriculum differentiation in every school?
o) How do we build and improve teachers’ pay, conditions and professionalism to bring about stability and implementation of the core competencies required to be good inclusive teachers? 
p) If we do not have special schools what is the best way of getting second track (impairment specific) knowledge, understanding and skills into every classroom in the most efficient way?
q) How do we decide the pattern of delivering inclusive education over time? Should we start with some model schools and then move forward progressively and what will be the timescale?
r) How can the power of child to child peer support be most effectively developed?
s) How can the capacity of Disabled People’s Organisations be best developed so that they are engaged as an active partner in the inclusive education development process?
t) How do we ensure that the National Budget share for education grows and is deployed most effectively and linked with donors to make significant progress on inclusive education?
u) How do we identify, enumerate and get into the education system all children and young people with the full range of impairments/disabilities and other marginalised groups as quickly as possible?
v) How do we most effectively monitor and evaluate the process of inclusive education?
w) How do we keep local democratic control over and maintain accountability of schools and other learning establishments?
x) How can we put peace and conflict resolution techniques at the heart of the inclusive education project?
y) How do we ensure that the gender gap for girls and women and especially those with disabilities is closed and that schools and colleges are made habitable for them as learners and teachers?
z) How do we ensure that children with disabilities especially with sensory or communication impairments who speak languages other than English can access learning? 

Chapter 2: Towards a framework for establishing an Inclusive Education System in South Sudan - concrete proposals based upon literature review and consultation.
2.1 Guiding principles
MOEST suggests that in coming up with this policy document, the following guiding principles will be taken into consideration[footnoteRef:91]: [91:  Department of Special Need Education.(Nov 2013) The Ministry of General Education and Instruction (MOGEI) South Sudan:  Terms of Reference (ToR) To Develop the National Special Needs Education Policy Framework. P4-5] 


2.11 The twin track approach (See e 1.75 to 1.77). Guidance and distance learning as well as incentives will need to be provided for teachers to undertake this training. A first priority will need to be effective training for the trainers. Currently Count Me In[footnoteRef:92] training is running and this is a good start, but much more country specific training will be necessary. It will also be important to develop a pool of educationalists and people with disabilities to co-present such training. Linking with DPOs is vital here. [92:  http://www.lightfortheworld.nl/en/what-we-do/training-and-services/count-me-in] 


2.12 Recognition that all children can learn and need support. This is often difficult for parents, teachers and others to comprehend without seeing it in practice for themselves. It is therefore important to develop good practice in pilot schools and courses and then film it so that it can be shown and discussed. This is much better than visiting the actual classrooms because if large groups attend it changes the teaching and learning taking place. A good example of what can be produced on a small budget is an online film about inclusion of children with disabilities in ten South African primary schools.[footnoteRef:93] [93:  Film about developing inclusive practice in ten primary schools in Mpumalanga, Guateng, Eastern
Cape and Western Cape, made by World of Inclusion and Redweather productions.
Copies available from: www.worldofinclusion.comhttp://www.redweather.co.uk/developing-inclusive-education-in-south-africa.html] 


2.13 Identify, address and remove barriers within the physical, social and learning environment e.g. negative attitudes, poor teaching strategies etc. An essential ingredient of developing inclusive education for people with disabilities and other marginalised groups is to recognise that the barriers come from beyond the person and are addressed by changes in attitude, organisation and environment. Normative testing as suggested in the Education Bill in Section 17 can be a huge barrier for including learners with disabilities. Different routes, paces and methods of assessment need to be available to be inclusive. This needs urgently raising with the South Sudan Examination Council. Students should not be held back a year if they have not reached the expected grade level, but progress with their peers and continue to work from the level that they have reached. This will require training for teachers on teaching mixed ability/grade classes.

2.14 Equal access to all educational institutions and services by learners with special needs and disabilities. As mentioned previously Section 4 of the Education Bill allows for ‘get out’ clauses based on value judgement - who will determine what is ‘reasonably practical’, ‘relevant’ and what guidance will they rely upon? How will head teachers know the ‘requirements and needs of the learner’ with SEN and if appealed by parents to the state ministries of education what criteria will be used? There will be an urgent need to develop statutory guidance and reference-based and multivariate criteria to ensure judgements are not based on discriminatory views. In the short to medium term alternative provision should be school based and allow students to rejoin the mainstream as soon as possible. In the longer term (say eight to ten years) all students with disabilities should be accommodated in the mainstream. Special schools should not be set up as these provide an excuse to mainstream teachers not to find ways of including learners with disabilities.

2.15 Non-discrimination in enrolment and retention of learners with special needs and disabilities in any institution of learning. Currently, as pointed out in the last paragraph, the Education Bill allows for this discriminatory practice to occur. Criteria and independent tribunals with DPOs and parent representatives as well as teachers experienced in inclusive practice need to be set up to hear appeals.

2.16 Barrier free transition of learners with special needs and disabilities through the various educational levels in accordance with their abilities. This will mean having more flexibility around the grade system initially and eventually having the grade system converted to a multi level assessment to suit each learner. Teachers will need to differentiate learning for different cognitive levels in their class. The principle of moving through the education system grade to grade with one’s peers will need to be developed and slowly put into practice in Primary. At S1 students should be able to follow vocational or academic courses.
2.17 Learner–centred curriculum and responsive learning systems and materials. This will mean developing a range of textbooks that are differentiated for learners with different levels of literacy and a differentiated range of learning materials to be available in each class. These points need including in the national Textbook and Learning Materials Policy. An alternative is for teachers to develop their own resources in groups and be provided with local resources to do so.
2.18 Holistic realization of the full potential of learners with special needs and disabilities.
Raising awareness and challenging negative attitudes both in class and in the media is a requirement of Article 8 of the UNCRPD. In South Africa the Ministry of Education commissioned a series of short films that were repeatedly shown at peak times.[footnoteRef:94] For learners with disabilities coming from environments dominated by stigma and barriers they are likely to have poor self image. Empowerment work and peer support where other children are educated to challenge prejudice and be supportive can be very effective.[footnoteRef:95] [94:  South Africa  To back up the development of inclusion, a range of resources have been made available online
at Thutong, the South African Education Portalhttp://www.thutong.doe.gov.za/inclusiveeducation/tabid/1341/UserId/37007/Default.aspx
Check this out for the following: Towards an Education that is Inclusive, Hlanganani Video Series, 2009
Episode 1: What is Inclusive Education?
Episode 2: The First Step Towards Inclusion is Free – Change your Attitude
Episode 3: The Cost of Exclusion is Higher for the Nation than the Cost of Inclusion
Episode 4: Inclusive Schools Promote Inclusive Communities
Episode 5: The Role of Special Schools in an Inclusive System
Episode 6: Overcoming Language Barriers
Episode 7: A Curriculum for All and Support for All
Episode 8: Persons with a Disability Making their Mark
Episode 9: The Impact of Inclusion on Communities
Episode 10: Social Inclusion through Sport and Recreation
Episode 11: Promoting Social Justice and Service Delivery through Inter-Departmental
Collaboration
Episode 12: Human Rights and Inclusion
Episode 13: The Future of Inclusive Education]  [95:  The Mpika project in Northern Zambia demonstrates how child to child work can be transformative and be used to support the inclusion of children with disabilities. http://www.child-to-child.org/publications/mpika/MIEPFinalReport.pdf Paul Mumba’s paper ISEC 2000 http://www.isec2005.org.uk/isec/abstracts/papers_m/mumba_p.shtml ] 


2.19 Protection of the human dignity and rights of learners with special needs and disabilities. It is necessary to have anti-discrimination legislation that is legally enforceable. This is currently lacking and will need to be developed. It is possible for each educational establishment to monitor harassment and work with peers and the community to eradicate it.
2.10 Gender parity applying equally to men, women, boys and girls with special needs and disabilities. There are big gender disparities for disabled girls and women compared to boys and men. Positive action has proved effective in other low income countries such as Bangladesh with BRAC including girls with disabilities.[footnoteRef:96] BRAC South Sudan,[footnoteRef:97] while a good model of child centred education, it does not train its teachers to include children with disabilities. This could be transformed with the training model used in Bangladesh. However the main area of change has to do with shifting community and teacher’s attitudes. [96:  BRAC Ryan, A, Jennings, J and White, J (2007). ‘BRAC Education Programme. BEP 2004–2009. Mid Term Review’, NORAD, Oslo, Norway.]  [97: April 2013 NGO BRAC announces A total of 9900 children from underprivileged and marginalized families will be enrolled in the 330 community schools. 330 trained female teachers will also be employed in these schools. http://southsudan.brac.net/news-a-media/191-brac-will-open-330-community-girls-schools-in-south-sudan] 


2.11 Active and proactive primary role of parents and families as caregivers and health providers of their children. There is significant evidence[footnoteRef:98] that when parents, particularly mothers, are shown that their children with disabilities can learn and benefit from education, they subsequently become champions of inclusion and are a very powerful force for positive change. Programmes to do this possibly linked to Community Based Rehabilitation need to be prioritised. Studies in Ethiopia have demonstrated that when parents are involved in their children’s lives through Community Based Rehabilitation then those children are more likely to attend school and be promoted up the grade system.[footnoteRef:99] [98:  See studies from Zanzibar, Lesotho and Zambia]  [99:  Nafisa Baboo (2011) ‘The lives of children with disabilities in Africa: A glimpse into a hidden world’
Africa African Child Policy Forum, Addis Ababa p30] 

2.2 Disability equality training
Disability is not primarily about our impairments, although health support, rehabilitation and access to low tech aids and devices is essential, it is an oppression that permeates all parts of life  and is directed at people who have a long term physical or mental impairment.
Other examples from Africa include the association of impairment and witchcraft, being seen as cursed or a result of a misdemeanour of one’s parents. In an inclusive education  workshop of thirty-two parents, people with disabilities and government officials, held in Southern Africa with participants from eight African countries- Botswana, Lesotho, Malawi,  Mozambique, Namibia, Swaziland, Zambia and Zimbabwe  identified thinking that was common impeded inclusion .See Table 7   

Table 7 Commonly held views about disabled people in Southern Africa[footnoteRef:100] [100:  Rieser R (2008) Implementing Inclusive Education A Commonwealth Guide to Implementing the UNCRPD  Commonwealth Secretariat, London p14] 

	*Demon possessed
*Tools to scare children
*Bewitched/a curse 
*Tools for begging
*A moron/idiot/stupid *Expressing bad feelings
*Non-achievers 
*Sign of misfortune
*Disability is contagious 
*Rude people
*Less of a human being 
*Short tempered people
*Disability is a result of incest *Invalid
*Sick people 
*Mad people
*Government has other priorities  than spending/ wasting money on disability
*You have a child with a disability as a punishment

	*Useless to society 
*They are not worth it
*Naughty 
*They are a problem
*Disgusting to family members *They are a burden
*Shameful 
*They are argumentative
*Punishment from God for evil deeds 
*They cannot think on their own
*Albinos do not die, but they disappear 
*They are unproductive 
*Mother blamed for having a disabled child – has been unfaithful to husband 
*While pregnant the mother laughed at a traditional Gulewankulu dancer

	*People with disabilities are *God’s people – known as beggars
*They remain children – they are not expected to behave like adults
*They believe that they are AIDS carriers 
*They cannot be educated
*An object of pity 
*They cannot have children
*Asexual – have no sexual feeling 
*They will have disabled children
*Mothers are always blamed for bearing disabled children and therefore abandoned 
*They do not have sex – HIV carriers  believe that having sex with a disabled person will cure them of the virus



More generally around the world examples include:-being disabled was often taken as proof of association with Satan during the European witch hunts of 1480 – 1680. The eugenics of the National Socialists which killed one million disabled people as they were viewed as ‘life unworthy of life’ in the 1930s and 1940s.The last paying ’freak show’ closed in Coney Island, New York in 2001 but the media worldwide are still full of negative stereotypes towards people with disabilities. The Bible contains more than forty negative references to disabled people. In ancient Greek society, Aristotle and Plato argued for the ‘exposure’ on mountain side of disabled babies. Richard III was given his impairments by Tudor historians seeking favour with their rulers, who had usurped Richard as king. More recently Franklin Roosevelt felt he had to hide his impairment from the American public when he ran for President as they ‘would never vote for a cripple.’[footnoteRef:101] There is evidence that such views have subsided, only to be replaced by scapegoating and hate crime as the world economic crisis hits people hard and some resent the small amount of financial support that the state provides people with disabilities to level the ‘playing field’. [101:  These examples are cited in Richard Rieser, ‘Disability Equality :Confronting the Oppression of the Past’, in Mike Cole (ed.), Education Equality and Human Rights :Issues in Gender, Race, Sexuality, Disability and Social Class, 3rd ed., Routledge, London, 2012.  ] 


Disability Equality Training is an essential part of challenging and changing such negative ideas and the discriminatory practices that they lead to. In a country with a constitution guaranteeing equal value and human rights for all, it is essential to develop the capacity of people with disabilities and their representative organisations (DPOs) to firstly develop their understanding of their position in society. Disability Equality Training is based on three key ideas:
i) The social model/human rights model which is at the heart of United Nations thinking about disability;
ii) That disability is an historic oppression that can be changed by equality measures and training;
iii) That People with Disabilities must play a leading part in delivering the training and the change we want to see in society - ‘Nothing About Us Without Us’. 
The UNCRPD( Article 4.3 and 33) requires the full involvement of representative organisations of people with disabilities-Disabled Peoples Organisations((DPOs). If they do not exist or do not have the capacity for the above three tasks then the State should support their development. There is evidence that teachers and trainee teachers who receive exposure to disabled people in this way shift their thinking about inclusion and people with disabilities.[footnoteRef:102] Using the social model, according to one recent study, leads to lasting change and to teachers becoming allies to people with disabilities in their struggle for equality and inclusion.[footnoteRef:103]  [102:  For instance, pre-service teachers who had regular and systematic course contact with persons with disabilities were more likely to feel positive about including students with disabilities, according to Sharma, Forlin and Loreman (2008, p.783). Oyler (2011) also points out that “the more experience teachers have with people with significant disabilities, the more confidence and commitment they express in teaching them”. This view is backed up Bowe,1978; Hamre and Oyler, 2004; and Shapiro, 1999. ]  [103:  Baglieri and Shapiro (2012) have provided a very useful resource book for teachers. Their rationale is that:
“By understanding disability as a product of culture we can better consider our beliefs and attitudes about disability as amalgamation of social messages and personal experiences. Rather that accepting common, often negative stereotypes of disability and difference, we can teach youngsters to respect and appreciate diversity as a positive idea”(Ibid, Preface).They go on to demonstrate use of the social model, and disability studies based upon it, to change teacher understanding; and suggest many useful different ways for teachers to raise this issue with their school students to change their perceptions and attitudes as well, so that classrooms become more accepting of difference.
] 

2.3 Scope of an Inclusion  Policy and impacts on different parts of the education system
2.31. Models of inclusion.  A number of tools, models and approaches to developing inclusive education for children with disabilities has been encountered in the literature review which may be judged useful in developing the RoSS inclusion policy. Each one emphasises different aspects and the overlap.

a) The social model/human rights model is at the centre of the paradigm shift (contained in the United Nations Convention on the Rights of Persons with Disabilities) from the previous individual/medical model approach. The effect of this is to shift the focus from the individual and ‘what they cannot do’ to changing attitudinal, social and environmental barriers; so the focus is on empowering the person in what they can do. The key task is then to identify barriers and find solutions. This has been at the heart of the transformation in the lives of people with Disabilities in the Republic of South Africa,[footnoteRef:104] but is a centralised top-down approach   of DPOs and persons with disabilities is the DREM model (e) below. [104:  South African Department of Education (2001). Education White Paper No. 6, Special Needs
Education: Building an Inclusive Education and Training System, ELSEN Directorate, Pretoria,
South Africa and South African Department of Basic Education (2010). Guidelines for Full-service/Inclusive Schools,Department of Basic Education, http://www.thutong.doe.gov.za/ResourceDownload.aspx?id=44323 ] 


b) Developing inclusion in Low Income Countries through community participation. This approach places the central emphasis on working with the local community of parents, families, Disabled People’s Organisations and local leaders. It utilises local ‘social capital’ which are the bonds and networks that already exist to transform local schools and youth training facilities to include people with disabilities. It requires the presence of a local facilitator, capacity building for civil society and training for teachers and school committees and government/donor funding for access, equipment and curriculum adjustments. The School Committee is comprised of representatives of all the local interest groups or players mentioned above. This has been successfully applied in Zanzibar, Lesotho and Tanzania.[footnoteRef:105] Sue Stubbs, an experienced inclusion advocate, has applied this model to the full range of marginalised children with many examples from around the world.[footnoteRef:106] [105:  Mariga, L., McConkey, R.  & Myezwa, H.  (2014).  Introducing inclusive education in low income countries: a resource book for teacher educators, parent trainers and community development workers. Cape Town: Atlas Alliance and Disability Innovations Africa http://www.eenet.org.uk/resources/docs/Inclusive_Education_in_Low_Income_Countries.pdf]  [106:  Stubbs, S (2008). Inclusive Education: Where There Are Few Resources, Atlas Alliance, Norway, http://www.eenet.org.uk/resources/docs/IE%20few%20resources%202008.pdf ] 


c) Inter Agency Network for Education Emergencies Guide to Inclusive Education (INEE). This was added to their, already value framework, with its general inclusive orientation[footnoteRef:107] of standards for maintaining education in emergencies which is utilised by the Education Cluster in South Sudan, a Pocket Guide on Inclusive Education.[footnoteRef:108] This guide looks at how to make education in emergencies more accessible for everyone, particularly those often excluded from education. The guide first outlines useful principles for an inclusive emergency education approach. It then provides advice for strategies and actions at key stages of an emergency – from the early stages through to monitoring and evaluation. The guide offers advice on dealing with challenges like resistance to or lack of interest in inclusion. It also highlights what support emergencies education staff should expect from their organisations. As South Sudan is a fragile state with ongoing conflict much of this guidance will be directly relevant. [107: INEE Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction (INEE Minimum Standards), http://toolkit.ineesite.org/toolkit/Toolkit.php?PostID=1001 ]  [108:  http://toolkit.ineesite.org/toolkit/INEEcms/uploads/1007/INEE_Pocket_Guide_Inclusive_Education_EN.pdf ] 


d) The Child Friendly Schools or Learner Friendly Environments. Both approach inclusion through creating a child focused approach. The UNESCO Bangkok (2004-2009) Toolkit for Creating Inclusive Learning-Friendly Environments attempted to shift the focus on education to inclusion in general by providing practical advice drawing on experience in the Asia Pacific Region. The original pack consisted of six booklets with 4 specialist books later added provides a comprehensive and practical resource for develop inclusive education

· Booklet 1:Becoming an Inclusive Learning-Friendly Environment
· 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 Healthy and Protective ILFE.
· Specialized Booklet 1: Positive Discipline in the Inclusive, Learning-Friendly Classroom
· Specialized Booklet 2: Practical Tips for Teaching Large Classes
· Specialized Booklet 3: Teaching Children with Disabilities in Inclusive Settings
· Specialized Booklet 4: Practical Tips for Teaching Multigrade Classes[footnoteRef:109] [109:  http://www.unescobkk.org/education/inclusive-education/resources/ilfe-toolkit/ ] 

Schaffer) in an introduction to the toolkits makes clear the perspective, ‘…it does not assume that there is any actual educational difference between students with special learning or educational needs and regular students.’ This broad brush approach which ignores the specific impairment adjustments necessary to successfully include children with disabilities had to be rectified some years later when an extra booklet was produced: ‘Specialised Booklet 3 Teaching Children with Disabilities in Inclusive Settings’). This booklet examines the main range of impairments and provides tips on what to do to overcome barriers to learning and the type of individual adjustments that work. This belated recognition of the need to cater for impairment-specific needs within the general inclusion framework is welcome and boosts the twin track approach.

A Child Friendly Schools is a school that ensures every child that the school environment is physically safe, emotionally secure and psychologically enabling and inclusive and respects the rights of all children; and it recognizes, encourages and supports children’s growing capacities as learners by providing a school culture, teaching behaviours and curriculum content that are focused on learning and the learner. In addition, a CFS is meant to develop a learning environment in which children are motivated and able to learn and where there is a strong partnership between the school and the community. In a sense, a CFS is one of the strategies for address the quality issue in education.
 UNICEF, as part of the Education Cluster, is promoting the Child Friendly Schools (CFS) model, but the current CFS model although capable of being expanded to include children with disabilities does not have a component on disability. However, it is good on promoting equality for girls and linguistic minorities and promoting a child focused pedagogy. For CFS to help the position of children and young people with disabilities in South Sudan it needs to have an overt and conscious orientation to this group. Currently it does not.

e) Disability Rights in Education Model. This dilemma between the general need for inclusion and Education for All and the specificity of the inclusion of disabled children and students as outlined in Article 24 of the UNCRPD is addressed by Peters et al. (2005),[footnoteRef:110] who developed a disability rights education model (DREM) for evaluating inclusive education. Recognising that the largest group of children and young people who do not obtain any education or an education that meets their potential are children and young people with disabilities. Peters et al. draw upon the experience and thinking of the disabled people’s movement and other human rights advocates to construct a useful [110:  Peters, S.J., Johnstone, C and Ferguson, P (2005). ‘A Disability Rights Model for Evaluating Inclusive Education’, International Journal of Inclusive Education, 9(2): 139–160.] 

model for the assessment of inclusive education at local, national and international level. The model, with its focus on the inclusion of students with disabilities, does not ‘trump’ other issues, but the disabled population is inclusive of those in poverty, girls and other marginalised groups. Specifically, disability cuts across race, gender, class, ethnicity, sexuality and other characteristics, so a model focusing on the inclusion of students with disabilities may have relevance for other disenfranchised groups. DREM challenges the legacy of oppressive ideas that focus on the individual tragedy of impairment and replaces them with the social construction of disability. This analysis leads to:

• Firstly, the need to address barriers of negative attitudes and build a positive commitment towards children with disabilities. This involves DPOs in Awareness or Disability Equality Training to shift attitudes.
• Secondly, teacher training with particular emphasis on what is known to be effective in the education of all children, e.g. student-centred pedagogy, a flexible curriculum, variety of teaching strategies and ongoing curriculum-based assessment.
• Thirdly, parent and community education and involvement.
• Fourthly, the reorganisation  of schools – elimination of separate facilities for the majority of children with disabilities, creating new roles for specialist teachers (such as the collaborative support teacher model), creative problem-solving and partnership between home, school and community. The model takes a holistic approach to educational outcomes to develop personhood, not just concentrating on literacy or competence in certain areas of an academic curriculum. These are important, but only when linked to satisfaction and motivation of the individual; otherwise there will always be a drop-out problem. This model is the one adopted by the International Disability Alliance (IDA) which advocates the empowerment and involvement of DPOs at all levels of policy implementation as DPOs are the real experts on disability due to lived experience.

2. 4  Inclusive Education Policy Development in Tanzania : A case study.
Tanzania signed up to the Salamanca statement in 1994 and sort to implement the standard Rules of Equalisation of Opportunity for disabled people in 1990’s, but opportunities for developing inclusive education were lost with a big push for Education for All. Now the Government have adopted a strategy very similar to the Policy Framework proposed here for South Sudan.

Over the last 20 years the universal provision of primary education has been a major policy in Tanzania they raise concerns about its reach or inclusiveness and its quality. While in budgetary terms, universal primary education is perhaps the largest social transfer that assists all children in Tanzania, including the most vulnerable. Primary school enrolment almost doubled from five to eight million children between 2002 and 2006. In the same period, 41,000 new classrooms were built and the number of teachers increased by 50% from 100,000 to 150,000. This was made possible by more than doubling the budget for education, through improved domestic revenue collection and increased donor funding. [footnoteRef:111] [111:  Mamdani, M., Rajani, R., Leach, V., Tumbo-Masabo, Z. and Omondi, F. (2009) 'Influencing Policy for Children in Tanzania: Lessons from Education, Legislation and Social Protection.'Special Paper 09.30, Dar es Salaam, REPOAhttp://www.repoa.or.tz/documents/Special_Report_LR.pdf  ] 


However, while primary education has been successful in including large numbers of children, significant inequities remain entrenched, and the potential of the reforms to improve longer-term quality of life and livelihood prospects appears to be limited. Large geographical disparities persist in teacher distribution and examinations performance, the flow of education funds to schools is still uneven and unpredictable, and provisions for special needs are virtually unheard of. In this context, the well-to-do have often tended to opt out of public schooling by sending their children to relatively better functioning private schools, a choice with the potential to undermine social cohesion. As of 2007 with an estimated 2 million children with disabilities, the number was reported to 24,003, compared with 18,982 in 2006. These numbers imply that only 0.24% of primary school pupils had a disability - clearly a much smaller proportion than the estimated proportion of children with disabilities in the population as a whole. A handful of special schools exist, but little inclusive education is practiced in the vast majority of schools. There is no evidence that any of the 41,000-plus new classrooms or toilets have been designed to be accessible by children with disabilities. Moreover, the capitation grant for every child is set at $10 which has proved most successful in putting funding down at the school level where incentives and resources can be developed for hard to reach groups, but learning materials for children with disabilities (Braille books and machines, hearing aids, etc.) are far more expensive. Provisions for special education teachers remain paltry in comparison to need. 

Tanzania has long suffered from a highly inequitable distribution of teachers across the country. Teachers have been understandably reluctant to work in remote areas which lack water, reliable roads, and other basic services, where salaries are received late, and where opportunities to supplement low salaries are limited. As these issues were well known during the development of PEDP, the reform made policy provisions to allocate new teachers equitably, correcting for historical disparities, and to provide incentives to teachers who agree to teach in rural, remote areas. By 2006, large disparities continued to persist (see Table 1.4). While Kilimanjaro is the only region that enjoyed a teacher-pupil ratio of 1:40 in 2006, in Mwanza and Rukwa regions the TPR was 1:62 and for Shinyanga 1:69. These figures mask further, deeper disparities among districts and among schools.

The school environment, while physically improved in some cases, continues to limit learning and experimentation. Besides overcrowding and the lack of desks and books, most schools lack opportunities to stimulate the imagination, which is seen as increasingly vital.35 Schools are often physically and emotionally unsafe; most continue to practice corporal punishment in a manner contrary to regulations, and sexual harassment is rife. Many lack water and adequate sanitary facilities, which disproportionately impacts on girls, particularly during menstruation.

The core problem is that the quality of primary education is extremely poor, and may have worsened under Primary Education Development Programme (PDEP). While quality is clearly one of the four ‘pillars’ of PEDP, in practice, the focus has been on quantity, in particular, the construction of schools. Teaching is largely done by rote, with pupils copying notes off blackboards, with no opportunity for interaction or questioning of the information presented. There is little opportunity to develop creativity and analytical skills[footnoteRef:112]. [112:  Ibid] 


These authors conclude that initiatives that resonate with, and respond to, broad public concern are more likely to gain traction, exercise accountability, and be sustainable. In contrast, efforts that are technically and externally driven, and over emphasise the provision of funds, are unlikely to be effective because they may miss the political drivers of change in the country. This lesson is particularly relevant for international actors, for it suggests the need for a nuanced  engagement with political, cultural and social forces that shape priorities, implementation and accountability that lie at the heart of effective support for children. 

Partly to in response to these criticisms and others more specifically focused on inclusive education[footnoteRef:113].  The Ministry of Education and Vocational Training  has launched a National Strategy on Inclusive Education  2009 to 2017.Previously they supported 5 pilot schools with UNESCO from 1997  which expanded to 140 by 2007.  The Strategy was endorsed by the government on March 2012[footnoteRef:114] and aims to roll out inclusive education to all schools.  [113:  Lewis,I and Little D(2007) Report to NORAD on desk review of inclusive education policies and plans in Nepal, Tanzania, Vietnam and Zambia, EENET www.eenet.org.uk/resources/docs/Policy_review_for_NORAD.pdf ‎]  [114:  MOET ( 2012) National Strategy for Inclusive Education 2009TO 2017 http://www.ed-dpg.or.tz/pdf/CCI/Inclusive%20Education%20Strategy_2009-2017.pdf ] 

The definition used for inclusion is 
“Inclusive education is a system of education in which all children, youths and adults are  enrolled, actively participate and achieve in regular schools and other educational programmes regardless of their diverse backgrounds and abilities, without discrimination, through minimisation of barriers and maximisation of resources”[footnoteRef:115]. [115:  Ibid p2.] 

Although starting from a more stable position, higher GDP and better resourced health and education system, many of the barriers and issues we have so far identified for South Sudan are similar and so it is of interest to compare their strategy.

The objectives of the Tanzania Strategy  are:-
1. Education policies and programmes are informed by inclusive values and practices 
2. Teaching and learning respond to the diverse needs of learners 
3. Educational support is available to all learners 
4. Professional capabilities for inclusive education are widened and strengthened 
5. Community ownership of and participation in inclusive education is enhanced

Key planks of the Tanzania Strategy are:-
Reinforce presence, participation and learning of all learners in inclusive settings through legislation and policies using affirmative action;
· Strengthen institutional arrangements for effective implementation of inclusive education by changing some institutional arrangements, reinforcing support to school-level and district-level management, as well as strengthening synergy between the different Institutes, Departments and Units at the Ministry  of Education and Vocational Training;
· Review and redesign resourcing and financing for inclusion and educational support by  separate streams of funding are to be merged and to be allocated according to a resource-based model;
· Develop curricula and learning materials that promote differentiation and support learning with the same competence based curriculum applied to all learners;
· Develop an inclusive assessment and evaluation system for learners and teachers with competence based assessment having equal weight to examinations;
· Develop institution-based educational support teams will challenge barriers and come up with solutions supported by District Educational Based Coordinators;
· Introduce educational support need assessment and develop effective intervention mechanisms for increasing participation of vulnerable learners by providing low cost health screening and rehabilitation;
· Establish educational support resource centres in Each District that will facilitate the coordination of training; interagency collaboration and provision of educational support to schools and other education institutions, carry out educational support need assessment, provide assistive devices, train and assist institution-based support teams;
· Revise teacher education curricula and diversify teacher education provision to promote inclusive education with all teacher education curricula being aligned with the principles and practice of inclusive education including in-service, e and distance learning;
· Strengthen capacities of teachers' colleges to provide training on inclusive education for all teachers starting with one in each primary school and intensive courses for resource centre and specialist teachers;
· Provide opportunities for professional development for education administrators so they can implement inclusive education;
· Carry out awareness raising on inclusive education in the media in the Ministry and in  schools and for them to develop collaborative relationships with parents and local communities;
· Use Whole School Development Planning –approach to inculcate inclusive education in school communities through carrying out their analyses of strengths and weaknesses, they will be supported to focus on identifying barriers to presence, participation and learning and find solutions;
· Identify and mobilise community resources e resources within their reach to ensure that all children and youth access schools and other education programmes, as well as learn[footnoteRef:116].   [116:  Ibid p 3-5] 


There is still considerable confusion on the ground between inclusive education and integration or special school education with few CWD are being enrolled. The National Federation of Disability Organisations (SHIVYAWATA) is implementing  a  five year programme (Modelling Inclusive Education (MIE) in Tanzania), as a way of modelling implementation of the National Inclusive Education Strategy.

Action on Disability and Development International (ADD), have taken on overall responsibility for design, fundraising, implementation, coordination, monitoring and evaluation and dissemination with the MOEVT. MIE project expects to cover three districts in Coast region with 265 primary schools; Entry schools will be all schools that have enrolled CWDs in the project area.

The ultimate goal of MIE project is to obtain “Systemic Education Change” from segregated and integrated to Inclusive Education, which is responsive to diverse learning needs enabling CWDs to receive quality primary education with their non-disabled peers by focusing on overcoming barriers to education for learners with disabilities[footnoteRef:117]. [117:  Masozi Nyirenda (2013) Building a strong network for inclusive education in Tanzania http://www.ippmedia.com/frontend/?l=56036 

] 


2.5 What is the appropriate model for the policy of Inclusion For All South Sudan? (IFASS)
Attempts to develop teacher competencies and improve the recruitment of marginalised children.
We have seen in Chapter 1 the current difficult situation in South Sudan and the many problems and competing demands for scarce or non-existent resources facing the education system.   The current SSTEP teacher training models which are based on top heavy western style academic accreditation has not worked in the short to medium term; such a structure needs to be aimed at the longer term. Despite a big increase in school enrolment up to 2011, which having plateauxed in 2012-13,with school enrolment now in decline, due to the current conflict which has displaced many and destroyed schools; little progress has been made in either identifying or recruiting to education the over 90% of children and young people with disabilities, not currently in education. Nor has, with the exception of a minority of schools, progress been made in delivering quality education to those students with disabilities currently enrolled with an estimated less than 1% completing basic education.  

There are many barriers to achieving this objective, many of which also impact on the large number of children without disabilities who are also marginalised, not in school and not successfully completing their basic education. Those living in remote areas, extreme poverty, or who are nomadic, displaced, orphaned or street children, or from linguistic and ethnic minorities are also much more likely to not be enrolled or to have dropped out of school.   A majority of children are not accessing education effectively and girls to a substantially greater extent, many marginalised children are at a greater risk of not accessing or completing education and children with disabilities are the largest marginalised group not accessing education in South Sudan. An inclusion policy will need to address all these marginalised groups, but the concern here is to map the dimensions that will primarily impact on those with disabilities and special needs.
2.6 Proposed Policy for developing Inclusion for All in South Sudan with explanations.
Introduction
We have seen from the situational analysis in Chapter 1 that less than 8% of children with disabilities are probably enrolling in school and that less than 1% reach P8. This figure is even less for girls. It is also clear that less than half of all children even enrol in school and that numbers decline each year until P8 when only 8% graduate. The big uptake in school enrolment up to the CPA plateauxed  after 2011 and has in the last year gone into serious decline with the resurgence of widespread conflict, displacement and deprivation amongst the population of South Sudan. There is very little Early Childhood Education, though this is the crucial time when children’s brains are developing and is the best time for early intervention for children with disabilities. Only eight counties have Community Based Rehabilitation, though this has been demonstrated to lead to higher rates of enrolment and promotion of children with disabilities. Basic Health, which caters for all children and rehabilitation and the provision of assistive aids and devices is very patchy and generally only provided by NGOs. Many children develop life- long impairments for want of basic health interventions. The school building stock is in poor condition with no access guidance or generalised initiatives. Latrines are not widely available and the vast number are not sex segregated and do not have running water. Most schools cannot provide healthy meals and the possibility of malnutrition and stunting is again on the agenda. Very few have electricity to enable ICT, though potential power is widely available through solar energy. The SSTEP has not worked to achieve the expected outcomes. It was too ambitious and needs to be replaced by more basic training at school and local level while the capacity of universities and Teacher Training Institutes is developed. Literacy levels of the general population remain at 27%, though the numbers rise with young people in their teens and twenties, but far too many people have had their education disrupted by long years of war.  

The Education Cluster where NGOs working in RoSS coordinate with MOEST  and has adopted the Inter Agency Guidelines on Emergency Education, but inclusive education for children with disabilities does not feature. However INEE has produced guidance for the inclusion of marginalised children including those with disabilities. Despite the current privations the people of South Sudan has demonstrated remarkable resilience over the long years of civil conflict. Therefore in our proposed inclusion policy we propose to start with a bottom up model based on placing the locus of power with local communities, parents, children and local leaders as has been demonstrated to work in Zanzibar. This needs to be well supported at payam, county, state and national level where the policies, funding and resources can be provided within the means of the budget to support local facilitators and local teachers to turn outwards to South Sudan’s future and develop a major initiative of Inclusion for All children and learners.
i) South Sudan, as the Education Cluster have agreed, needs to develop a system based on Inter Agency Network on Education Emergencies (INEE) guidelines on education in emergencies. This can be expanded to cover marginalised groups with the incorporation of the guidance on inclusion. The current model does not put enough emphasis on the inclusion of children with disabilities. The inclusion and SEN Policy must be an integral part of addressing more general issues across the South Sudanese education system. Including children with disabilities and other marginalised groups will never work as an add-on or as a specific programme strand.  What is needed is a holistic approach. 

ii) Given the fragility of the RoSS, the autonomous nature of the ten states and counties within the policy framework set by National Government, a bottom up model (facilitated by resourcing and personnel funded from National and State Governments) is going to be the most effective model to roll out an Inclusion for All in South Sudan campaign accompanied by radio and advertising , public meetings and the mobilising of community organisations and the setting up of Disability Rights clubs in schools following the GEM club initiative. This is not to downplay the central leadership that will need to be given by MOEST by developing funding streams, linking with donors and NGOs capable of implementing different parts of this Plan and especially the Education Cluster. Nor to belittle their crucial role in continue to develop curriculum, learning materials and more flexible grade and assessment systems nor their role in bringing forward National Guidelines on Accessible schools and developing the means to implement these and many other functions listed below. Equally the 10 SMoE and their county structures will have to play a vital role. But the evidence from Zanzibar, Tanzania and Lesotho [footnoteRef:118] is that for the transformation of the education system to an inclusive one capable of enrolling, sustaining and succeeding with marginalized groups of children and in particular the very large proportion of children with disabilities nor in school; it needs to be rooted in the local community with parents, children and local communities, utilising the ‘social capital’ that already exists to challenge prejudice and overcome barriers.  That is why this plan lays emphasis on recruiting and training local people from the Community, teachers and headteachers from local primary schools and from the County Education Office. [118:  Mariga, L., McConkey, R.  & Myezwa, H.  (2014).  Introducing inclusive education in low income countries: a resource book for teacher educators, parent trainers and community development workers. Cape Town: Atlas Alliance and Disability Innovations Africa.] 


iii) To be effective and sustainable the ‘Inclusion for All’ initiative needs to be accountable with transparent budgets, involving local people through School Committees and Parent Teacher Associations (PTAs). There must be three key roles in each locality to kick start and maintain the drive to inclusive education in each locality; a Community Inclusion Facilitator, a Teacher for Inclusion and a programme administrator to be known as the Local Inclusion Co-ordinator. The last post could be taken up by a district official or head teacher. The local churches and Christian NGOs  have already played an important part in developing pilots of IE  e.g. in Yei and West Mondri Counties[footnoteRef:119]. Local Radio has already been demonstrated, in the previous study and elsewhere, to be a very useful public information medium in South Sudan in persuading parents to bring their girl children and children with disabilities to school children to school.   [119:  Sserunkuma et al  (2012) Baseline study on the situation of inclusive education in Yei and Mundri counties of South Sudan, Juba, Light for the World , Juba] 

iv) The Local Inclusion Co-ordinator will be recruited for each payam or county depending on how many schools there are in the area. They will be recruited from head teachers, inspectors or district officials and should work on the basis of 1 per 50 primary schools. Schools will be recruited in three tiers 6 months apart. Counties will be chosen in three Waves until all schools in the State are covered after 5.5 years. They will undergo National Training on implementing and facilitating Inclusion For All. The fifty schools will constitute the basic inclusion planning area. CBR and health support will be developed in the medium term to help identify, support and rehabilitate children with disabilities in the area. The courses to train the Local Inclusion Co-ordinator need to be specific and time limited to three months. The Local Inclusion Coordinator will work with 5 Teachers for Inclusion and the County Inclusion Centre and 10 Local Inclusion Facilitators to ensure schools that are chosen for the 1st,2nd and 3rd Tiers do actually take part in the programme. One of their first tasks, once trained, will be to audit the schools in the first Tier for basic facilities, access and curriculum materials  and differentiation and make with the headteacher and staff a list of improvements to remove barriers and work out a timetable and means of overcoming these barriers. Each Local Inclusion Coordinator will be line managed by the Director of Gender and Social Change in the SMoE and be accountable to a County Inclusion Committee which will be set up over the course of the first eighteen months.

v) The Local Inclusion Co-ordinator will recruit local teachers to the Teacher for Inclusion posts with a panel consisting of a DPO, parents, a district inspector and a head teacher representative. They will be recruited in a ratio of 1 to 10 schools and once trained will be released from teaching  three days per week and be expected to spend a day a month in each of their schools. They will be loaned a motorcycle to travel round their schools. They will need to complete a distance learning course linked to a series of radio broadcasts and assignments and a two week residential holiday course to be held in each state. They will only get remunerated at a higher rate after they have completed the training and worked on the project for three months. They will encourage teachers and schools to recruit students to a IFASS Club in each school and organise activities. They will also support teachers and headteachers in the schools in developing inclusive pedagogy and in supporting whole-school training. They will liaise with the Community Inclusion Facilitator and the Local Inclusion Coordinator and spend at least 1 day per month at the County Inclusion Centre developing their knowledge, skills and understanding. The Teacher for Inclusion will not necessarily be qualified, but will undertake to after initial training to train on the job and within three years of appointment complete the Teaching Diploma including the 100 hours SEN/Inclusion Module. After 5 years they will be supported to undertake a qualification in an impairment specific specialism such as teaching the deaf, the blind, those with physical or mental impairments.

vi) The Community Inclusion Facilitators will be recruited at the village/school level and will have to have basic literacy and experience of disability as a parent, community leader or health or community worker. They will undergo a two week basic training followed by later training. There will be 1 per 5 schools. Their job is to network locally, raise awareness of the rights for Inclusion for All, identify out of school children, build strong local representative School Committees in each school and facilitate the community in improving the school environment and its facilities. Once trained and in post they should receive remuneration of some sort. The Community Inclusion Facilitator will be a person from the local community who knows the local culture and language, is literate and has relevant experience in community health, social support or is a parent and will be able after fast track training to identify local children out of school, work with their parents to include them and their children through community education. They will work with 5 schools and their catchments, in their local communities to strengthen community buy-in and support for the development of inclusion for all in their schools strengthen PTAs and School Committees. They will also work with local CBR and rehabilitation services and recruit the local community to improve the school environment and access. They will also liaise with local headteachers and the Teacher for Inclusion to problem solve barriers and report back and liaise with the Local Inclusion Co-ordinator. The Community Inclusion Facilitator will be recruited by a panel from headteachers, PTAs, Community representatives including, DPOs  older school  students.

vii) This model requires training of the headteachers in each tier together with the Teachers for Inclusion and the Community Inclusion Facilitator, followed up by group sessions to jointly problem solve and learn from each other. The Training will be coordinated by the Local Inclusion Coordinator. Accreditation roots should be developed with TTI and Universities for accreditation of distance learning. The headteacher in IFASS schools should lead with the Local Inclusion Teacher whole staff training each week which again should be open to accreditation by distance learning. The Teacher Training Model developed here draws on practice that has worked well in other parts of Africa in Malawi, Tanzania and Guinea[footnoteRef:120].  This research suggests that the following characteristics should form the basis for establishing rapid teacher training and we are suggesting that the teacher and other training programmes to be developed around this initiative should draw upon these. [120:  Mark Lynd (2005)  FAST-TRACK TEACHER TRAINING: MODELS FOR CONSIDERATION FOR SOUTHERN SUDAN Paper for USAID SSTEP Programme http://people.umass.edu/educ870/teacher_education/Documents/Lynd%20-%20Fast-track%20Southern%20Sudan.pdf ] 

 1. It is based on constructivism rather than on a ‘transmission-oriented model’-teachers are treated as active learners who are engaged in the concrete tasks of teaching, assessment, observation and reflection. 
2. It is perceived as a long-term process as it acknowledges the fact that teachers learn over time. As a result, a series of related experiences, rather than one-off presentations, is sent to be the most effective as it allows teachers to relate prior knowledge to new experiences. Regular follow-up support is regarded as an ‘indispensable catalyst of the change process.” 
3. It is perceived as a process that takes place within a particular context. Schools are transformed into communities of learners, communities of inquiry, professional communities and caring communities because teachers are engaged in professional development activities. The most successful teacher development opportunities are “on-the-job learning” activities such as study groups, action research whole staff training and group solution circles 
4. Teachers are empowered as professionals, and therefore should receive the same treatment that they themselves are expected to give their students. To be effective it needs to be supported by school and curriculum reform.
5. A teacher is conceived of as a reflective practitioner, someone who enters the profession with a certain knowledge base, and who will acquire new knowledge and experiences based on that prior knowledge. It aids teachers in building new pedagogical theories and practices, and to help them develop their expertise in the field. 
6. Professional development is conceived of as a collaborative process. Even though there may be some opportunities for isolated work and reflection, most effective professional development occurs when there are meaningful interactions, not only among teachers themselves, but also between teachers, administrators, parents and other community members. 
7. Professional development may look and be very different in diverse settings, and even within a single setting, it can have a variety of dimensions. There is not one form or model of professional development better than all others and which can be implemented in any institution, area or context.[footnoteRef:121] [121:  Excerpt from Villegas-Reimers (2003) Teacher professional development: an international 
review of the literature. Paris: UNESCO International Institute for Educational Planning] 


viii) PTAs and School Committees are often weak or non-existent and the IFASS initiative will seek to build and strengthen community involvement so that the School Committee can scrutinise the development and budget of the school and develop community engagement with the school. The first job of the School Committee, in liaison with the Community Inclusion Facilitator, will carry out a door to door survey of all families and children in the neighbourhood and find out the reasons they are not regularly attending school. At the same time they can find out the literacy levels of the young people and adults in the household. If there are children with disabilities they should ascertain using the Washington Group protocol what, day to day tasks, they have difficulty with and the level of severity. In liaison with the headteacher they will also carry out the same survey for all pupils attending the school. Once this data has been gathered the next job is to identify the barriers in the school and the neighbourhood that are preventing children attending or progressing at school. Then the School Committee in liaison 	with the teachers will discuss the findings and develop a plan and solutions for  ‘Including All Children’. Putting the emphasis down at this level will prepare schools to administer a school capitation grant to enhance learning and develop the learning resources at the school

ix)There will be a number of Waves of training and recruitment. The first tier of each wave in each county area should start with the schools which express a willingness to be pilot schools. Subsequent waves need to spread to cover all payams and schools in two further waves. Each wave should start eighteen months apart. Each Wave will have three tiers each will start 6months apart. There will be a 6 month preliminary period to allow staff structures and training to be put in place.

x) At the same time each county/state will set up Education Development Centres staffed by more experienced teachers and health professionals to provide assessment, rehabilitation and provide aids, appliances and knowledge of including children with disabilities. Presence in school is a fundamental prerequisite, but if it does not involve full participation it is in danger of being tokenistic. Without accommodations and adaptations and compensatory measures, the education of children and students with disabilities is likely to fail. These adaptations include physical considerations (ramps, appropriately sized and positioned desks, and adaptive equipment such as letter boards, number lines, word and picture ’scaffolding’, as well as language and print adaptations (sign language interpretation, Braille materials, easy read and pictograms), social considerations such as opportunities for interaction with peers and positive attitudes towards disability and, finally, instructional adaptations to accommodate diverse learning styles. In addition all County Inclusion Advisors will undertake a course of Disability Equality Training in the first year of their appointment.  The aim by the end of the first five years will be to have County Inclusion Centre in each county or if covering a large are for each cluster of schools.

xi) The County Inclusion Advisors will be trained on an intense course on the pedagogy of inclusion as outlined above. The selection for this post will be open to all teachers, head teachers, inspectors and district and county officers. Short-listing will be based on an essay written on ‘How will we implement Inclusion For All in South Sudan?’  Interview panels should have representatives from National DPOs, Relevant NGOs, SMoE . County Inclusion Advisors will be selected and trained and then allocated by MOEST bearing in mind their linguistic and ethnic background. Those posted to remote and difficult areas will receive a bonus. The training for the County Inclusion Advisors will be a prerequisite to the whole program getting under way. The training can take place in three distinct waves prior to the county Waves. External Consultants will be needed to develop trainers who can run these courses and produce the course and manuals that the CIA will disseminate. This type of trickle down training has been found not to be as effective as whole group or whole staff training, but as long as there is strong monitoring and evaluation from the MOEST and SMoE then it will be effective[footnoteRef:122]. The course could include the 100 hour course proposed by Sandrine Bohan-Jacquot, but they will need more training on managing the inclusion process across their county and how to build successful teams for inclusion. [122:  Rieser R (2013) Teacher Education for Children with Disabilities. Literature Review for UNICEF 
http://www.eenet.org.uk/resources/docs/Teacher_education_for_children_disabilities_litreview.pdf ] 


xii) State Ministries of Education(SMoE) to coordinate the Inclusion for All campaign in their territory and liaise with each other and the MOEST. This will include:

a. Appoint a Committee across different departments SMoE with representatives of DPOs , Parents, School Students, teachers, head teachers CBR and Health Workers, County Inclusion Advisors and NGO representatives to develop and coordinate the Inclusion for All Campaign. The purpose of the State IFASS Committee is to involve, inform and coordinate the Plan across the SMoE and work collaboratively with stakeholder representatives, to mobilise resources and to coordinate training and ensure effective monitoring and evaluation of the initiative. The Committee will also produce publicly available 6 monthly reports on progress on the initiative 
b. Promote Peace and reconciliation between different communities in the state and ensure that this is reflected in the school curriculum and activities. Both the current escalating conflict and the ongoing cultural, tribal and economic disputes and conflicts since the CPA have shown, without a major emphasis on conflict resolution and reconciliation methods any developmental progress made in the country can be destroyed. Large sections of the population are displaced with the subsequent impact on food and shelter. The efforts to provide education in emergencies provide an opportunity to develop a more child centred and inclusive education. These practices need to be valued and integrated into any reconstruction taking place. Education on valuing different cultures and ethnicities and conflict resolution should be an important part of the Social Studies curriculum in all States, not just where there are conflicts and potential conflicts.
c. Seek to ensure a fair distribution of resources and teachers across all schools in the State and that every school has a growing number of teachers who have completed training on Inclusive Education. SMoE should consider altering the State pay structure to retain teachers in hard to recruit to areas and develop pay structures that reward those who undertake and complete Inclusive Education Training once it is judged they are putting it into practice effectively.
d. Develop transparent and accountable funding mechanisms and delegate as much funding as possible down to School Committee Level. Corruption and bureaucracy absorbing budgets distributed by MOEST is an issue that needs tackling urgently soothe maximum amount of resource gets to the school. The School Committees need to be developed to be able to ensure money received directly and the school budget are properly spent including any capitation grant is used to benefit the inclusion of underrepresented groups of children at the school. 
e. Develop monitoring and evaluation systems for checking progress on Inclusion for All.
The role of the headteacher, Local Inclusion Coordinator, Teachers for Inclusion and the Community Inclusion Facilitator and District Inspectors is crucial here and they will need training and new observation protocols to be able to do this job effectively. These observations need to be collated and entered onto the State EMIS system
f. Allocate responsibility to a lead Inspector who in liaison with Payam and/or County Inspectors will check and improve quality of inclusive teaching. The State Lead Inclusion Inspector will work closely with the State Director of Gender and Social Change to ensure that spending and new policy proposals  are working at school level and progress in school enrolment, retention, promotion and graduation of all marginalised groups in the State is moving forward.
g. Monitor numbers in school as the campaign succeeds to get more statutory age learners in school and plan and develop with donors new inclusive schools and the on-going upgrading of access, accommodation, WASH. Working with NGO partners the SMoE needs to collect data on schools to identify what the lack in terms of national guidelines, but also the plan over the 5 years of the IFASS initiative to bring them up to standard. It will be necessary to work with the local Inclusion teams to ensure the community is mobilised to help with improving access and facilities at school.
h. Collate the data collected by Inclusion Facilitators on children out of school and teenage and adult literacy and seek to develop innovative ways of developing adult literacy and vocational skills acquisition with the Adult Education Service. SMoE needs to map the numbers of children by different mother tongues in the state and rapidly deploy teacher and resources to the schools and AES they will attend .
i. Develop a plan to support children in Primary Grades where dropout is high to stay in school
j. This would aim to find why they dropped out and address the barriers identified to get them back to school or AES whichever is appropriate and find ways of continuing to support learners once reintegrated into education.
k. Develop coordinated transition plans with incentives to get disadvantaged, girl and disabled children to transition to secondary school. The purpose would be to give financial support or support in kind to marginalized groups. There is a strong argument for providing an incentive for all to attend such as a free cooked meal, as poverty is so widespread in many parts of South Sudan. There is evidence that dropout has  reduced where this has taken place[footnoteRef:123]   [123:  DfID evaluation 2012] 

l. Develop the capacity of schools to prepare and serve food and provide health support and become the social hub for the community also offering adult literacy classes. Very  few schools have the facilities to secure ingredients provided by the World Food Programme and others and to prepare a hot meal. The more schools can do this the more they will become more central to the Community and valued by them.
m. In each Payam to develop, or if distances are too great, for groups of schools a teacher/community communication, meeting, training room with resources for IE. In some areas of South Sudan these have been developed. They have proved very useful in other parts of Africa for training the community in how to been effective members of School Committees and PTAs, Training Teachers and giving teachers, the community and pupils access to ICT[footnoteRef:124]. MIET Africa implemented the Schools as Centres of Care and Support (SCCS) programme, based on the model tested in 2003. By 2005 this programme was operating in over 90 clusters of schools throughout rural KwaZulu-Natal- a very poor area.. The SCCS programme showed that a multi-sectoral approach to service delivery and advocacy works best to realise the aims of introducing integrated and inclusive systems for delivering care and support to vulnerable children. Advocacy is therefore a high-ranking priority in all phases of implementation. [124:  Miet Ugu Field Test in Kwa Zulu Natal  www.inclusive-education-in-action.org/iea/index.php?menuid=25. or..‎ www.miet.co.za .] 


n. Each County to develop an Inclusion Resource Centre which could be doubled up with the planned Education Development Centres. This is a very important ingredient of developing inclusive education as those who work there can  become the memory and support to schools across the County, provide expertise and training and do initial assessments and refer pupils and students for health and rehabilitation. They can also distribute devices and knowledge on Braille and sign language, inclusive pedagogy and differentiation and the range of cheap reasonable accommodations that are possible to include children with disabilities effectively.
o. Encourage the setting up of a teachers union and negotiate improved terms, conditions and pay with them to enhance recruitment and retention especially in isolated areas. The most important factor in education of children is the quality of teachers. Therefore this needs to be recognised and salary levels and status need to be enhanced to retain quality teachers.
p. Encourage a more professional attitude from teachers and reward quality service and professional development. In return for improved pay and conditions teachers need to develop their professionalism and commitment to developing new child centre quality inclusive education and take part in professional development and get accredited.
q. Tackle the quality of teaching by offering accredited on the job and distance learning training to volunteer teachers. It is important to address the large number of volunteer teachers many of whom will have the craft of teaching but not the theory and are more likely to teach as they were taught. This cycle of traditional teaching needs breaking and new methods which are more inclusive need to be practiced. 
r. In addition demobilised teams from the Army will be trained in building skills and set about building and rehabilitating schools, Education Development Centres, District Centres and Health /CBR Centres. There are certain security and child protection issues in using soldiers to carry out site improvement work in schools. However there is a major need to quickly improve buildings and there are currently 185,000 members of the army some of whom could be demobilised as part of a peace process and trained to do this work. They would need careful supervision, but this could be a possible quick fix which would also re-ducated soldiers.
s. Develop grants for innovative methods of transporting children with disabilities to school such as tricycles, wheelchairs and powered three wheelers. To investigate and pilot the setting up of weekly boarding hostels in areas where travel to school is over long and arduous distances. These hostels need to be run by a rota of mothers and their female relatives to avoid the all to present dangers of abuse.
t. Ensure all administrative staff undertake the course developed by MOEST on Inclusive Education. Work in Brazil and elsewhere has demonstrated that id administrators particularly at the local level attend a comprehensive 48-50 hour course on IE then they are well placed to facilitate it happening[footnoteRef:125]. [125:  R.Rieser Implementing Inclusive Education Commonwealth Secretariat, London p127] 


xii) MOEST part in Inclusion for All .The MOEST will have charge of the delivery of the Inclusion for All Initiative. 
a. The SEN /Inclusion Unit have 5 new staff to coordinate the initiative.
b. [bookmark: _GoBack]MOEST  will recruit  10 new national advisors-one for each state-there job is to oversee implementation, monitor and trouble shoot the role out of the programme. They will be based in the States, but regularly attend national meetings.
c. They will be directly responsible to a new Under Secretary Post to lead up the Inclusion for All initiative.
d. Work with EMIS to ensure a wider range of impairing conditions such as epilepsy and emotional trauma are reported in the Annual School Census
e. Work with the Census Department to a more realistic enumeration of disability amongst children, youth and their parents using the Washington Group Methods
f. Use the improved data gathered by the EMIS and Census to fund capital on school expansion and meeting additional needs funding.
g. Develop a capitation grant system for the additional needs of children with disabilities to be given directly to School Committee 
h. The MOEST will liaise with the Curriculum Authority to develop flexible roots to accreditation with differentiation in the primary and secondary curriculum for learners with cognitive difficulties and other students with disabilities to enable to demonstrate what they can do. 
i. To ensure that accessible versions of all textbooks are available in Large Print/Braille/audio and Easy Read and available electronically.
j. To develop differentiated learning materials for the curriculum for teachers at all grades to use starting with Grades 1-3 and working upwards in a planned way. Ensure there are mother tongue versions for these grades.
k. Initiate discussions with a view to making the grade system more flexible the Grade system so all learners move up with their peer group and teachers are supported in teaching differentiated  material in classes and can be assessed in a range of ways  
l. Enter discussions with the assessment and examination authority to provide alternative routes to accreditation and reasonable accommodations for visually, hearing and physically impaired students.
m. Coordinate with the Education Cluster and all NGOs to ensure Emergency Education being offered is inclusive and the expertise acquired is transferred as time goes on into more permanent schools and education facilities.
n. A major teacher recruitment exercise and mandatory training for all pre-service teachers on the 100 hours Inclusion and SEN Module.
o. Training for all serving headteachers on the 100 hours Inclusion SEN Module to be completed by distance learning, a seminar at beginning and end and a plan for developing inclusion for all in their school prior to accreditation.
p. Every school to embark on whole school Inclusion development programme led by headteacher and Local Advisor for Inclusion with the attendance of all staff with strong input from the Community  Inclusion Facilitator who will focus on gender and linguistic equality, as well as, disability equality and with local DPOs to deliver a DET component.
q. The setting up of a distance learning Diploma for teachers to develop particular specialist expertise e.g. Sign Language, Braille, Augmented Communication, inclusive pedagogy. All staff successfully completing will have an inclusion bonus added to their pay.
r. To research and rapidly put together both an online and printed manual system for all school on the range of common reasonable accommodations and support methods for children with different main impairments. This to be distributed during Wave 1, before all schools have become part of Wave 2 and 3
s. To develop a resource box for every class with basic learning materials including Braille and Pictograms, finger spelling alphabet, number lines, country map and a range of other useful learning resources that can be accessed at a number of levels .
t. Develop increased capacity and funding for AES to provide literacy and vocational skills training . This will mainly be focused in the schools so extra tutors need to be trained and recruited . 
u. Ensure AES tutors have access to and complete training on the impairment specific adjustments necessary to include learners with disabilities.
v. To recruit 5% of new trainee teacher as people with disabilities and run additional classes for students with disabilities to reach entry requirements for teacher training.
w. To develop a Disability History Month, where all school students focus on the history of disabled people oppression, the requirement for them and other groups to achieve their human rights with a focus on developing peer support and challenging discrimination and bullying. Develop and add a module to the Social Studies curriculum on disability from, a human rights perspective.
x. Develop a course on Inclusive Education for all administrative staff at the MOEST
y.  Introduce an Annual State and National Award for schools making most progress on including marginalised groups and student projects promoting inclusion.

xiii) Set up a joint Ministerial Inclusion for All Committee
a. Set up an IEFASS liaison committee led by MOEST with Ministry of Health, Ministry of Gender, Child and Social Welfare  and other Ministries as appropriate will oversee coordinating provision at school, AES and county level to ensure all initiatives are coordinated with the aim of getting all children  and young people fed and healthy and to enrol and complete their education . Some of the initiatives they will need to consider are as follows:
b. A rapid recruitment training programme for CBR field workers and their deployment to teams in all counties;
c. Coordinating the feeding programme to transition to develop the capacity of all school to be able to sources, cook and provide a nutritious meal  every day;
d. To develop a series of incentives to keep girls including girls with disabilities in school.
e. To set up in each State and eventually within 5 years  in each county a child rehabilitation and health service funded and staffed sufficiently to meet need including providing assistive devices and medicines;
f. To produce guidelines on making schools accessible, develop kits for the community to undertake these adjustments. Ensure national access guidance is produced and all schools are built to this standard. This should include All new build schools must be built to universal access guidance and be modular.  This must include accessible latrines, running clean and drinkable water. The basic school building must be ramped with wide doors and be capable of having extra classrooms built on. Having solar panels in the roof to power electronic equipment in the future and be secure and weather proof. Investment in plans, kits and tools for the local community to improve the sanitation, access to classrooms and drinking water at existing schools;
g. Coordinate work with NGOs providing schools such as BRAC to ensure as well as positively discriminating in favour of girl recruitment and retention they develop expertise in the area of disability;
h. To coordinate with Donors and the Ministries to earmark funding for the Inclusion for All Initiative. Pressure the GOSS to spend a greater portion of the GDP on education;
i. Setting up within 10 years Early Childhood Education and Development Centres in every school catchment, with a priority places policy for children with disabilities who particularly benefit from early intervention
j. In conjunction with Disabled Peoples Organisations develop Disability Equality Training to:-
1)Develop a training course and the capacity of DPOs to develop Disability Equality Training,
2)Develop people with disabilities as trainers in all 10 States and develop a timetable to-
3) Deliver a training course to deliver to all firstly all pre-service and , in-service teachers and   headteachers, District and State and National Ministry Officials,
k. To develop and broadcast on radio and by advertising and in other parts of the media a series of public education activities to inform about the Inclusion for All campaign and engage their support.

xiv)Universities and Teacher Training Institutes
a. The Universities that have Education faculties need to run training on the theory and practice of inclusive education for all faculty members
b. Develop Masters, Post graduate Diplomas and Bachelor of Education courses on Inclusive Education and the 100 hour module on Inclusion and SEN
c. Ensure these can be completed on-line/distance with a series of out of school term time seminars
d. Develop accreditation for prior experience for teachers who had not completed their school education so they can be enrolled on these award bearing course
e. Reserve 5% of places for students with disabilities
f. Set up Networks of graduates from these courses to continue their professional development
g. Ensure that all students of education complete a mandatory SEN and Inclusion unit of 100 hours
h. Ensure their libraries have sufficient and up to date and relevant resources reflecting the paradigm shift to the social model/human rights approach.
i. Develop the capacity of the faculty to have competencies in the knowledge, skills and understanding  of inclusive education and human rights for children and students with disabilities
j. That all Faculty in Teacher Training Institutes undertake the 100 hours mandatory course in SEN and Inclusion and successfully complete the unit in order to retain tenure
k. That all TTI develop courses on inclusive education within each subject area, as well as, insisting all students undertake the mandatory 100 hour unit.
l. That TTI accelerate the development of teacher training modules to be delivered to whole school staff on inclusion and develop faculty and accreditation systems to do so.

Chapter 3. Implementation considerations.
In the preliminary phase the Local Inclusion Coordinators are selected and trained, areas and schools are selected for tiers 1-3 of Wave 1. 

 The First Wave should be in one county in each of the 10 states (adjusted for feasibility in light of current conflicts) and this should be selected on the willingness of the headteachers and county officials’ preparedness to implement the plan. The County/Local Inclusion Coordinators need to be recruited and trained as a first priority. Inclusion trainers, comprising international facilitators with the requisite practical experience will need to be hired, as this experience does not currently exist in the country, to develop training modules, manuals and train trainers and deliver the First Wave Training with the South Sudanese recruited trainers.

 Their first task will be  to select the three tiers of schools in their county for Wave 1, appoint the network of Local Inclusion Facilitators and Inclusion Teachers with a panel of stakeholders  and then to develop the County teams drawing upon teachers, teacher trainers, parents, community and health workers and DPOs. This will be followed by joint headteacher training, local inclusion facilitator recruitment and training of TfI, LIC and headteachers. Each tier will commence the process six months apart. Prior to the first Wave and after the adoption of the Plan an intensive 6 months preliminary implementation stage will start. This will be predated by preparatory work in the various Ministries concerned led and coordinated by MOEST. The Technical Committee can start work on this phase from adoption of this draft Plan
The second Wave starting 18 months after the first, should be in 2-5 counties in each state(depending on the size and  number of counties)

3.2 A Time Frame for Plan Implementation Table 8

	Tasks
	Preliminaries 
6 months
	Wave 1
7-24 months
	Wave 2
25-42 months
	Wave 3
43-60months

	MOEST and Government adopt Policy, publicize and identify finance 
Get Education Cluster support
Launch National Campaign
	Local Radio and advertising explaining the policy and why it is important.
Enroll children in equality clubs to carry out consciousness raising-drama, songs for peers and community
	Campaign and community awareness raising events held in villages in the different tiers according to timing 
	Campaign and community awareness raising events held in villages in the different tiers according to timing
	Campaign and community awareness raising events held in villages in the different tiers according to timing

	 MOEST secure INFASS earmarked Budget and buy in from Donors
	Hiring of external IE training consultants to
develop training course and school manuals with South Sudan partners
Local transparent audit tools developed and deployed in the Wave schools.
	Budget for training, building and staffing ECD,LIC, TFI and LIF
Plus incentives for CWD and participating schools distributed
	Budget for training  building and staffing ECD,LIC, TFI and LIF
Plus incentives for CWD and participating schools distributed
	Budget for training, building and staffing ECD,LIC, TFI and LIF
Plus incentives for CWD and participating schools distributed

	Counties selected  by State MOE under criteria set by MOEST
	Criteria for Waves and tiers set MOE select schools
	All schools in one county per state in three tiers of 6 months
	All schools in 2-5 counties per state in three tiers of 6 months
	All remaining schools in three tiers of 6 months

	Selection and Training of Local Inclusion  Coordinators(LIC)
	Flexible criteria set for LIC selection
	1,2 or 3 at ratio 1 per 30 schools
Incentives offered
	1,2 or 3 at ratio 1 per 30 schools
Incentives offered
	1,2 or 3 at ratio 1 per 30 schools
Incentives offered

	MoGCW /MOEST develops school access guidance and provides school access kits. MoD to develop building teams with skills training
	Guidelines produced. Include drinking water and latrines, ramps, white painted walls floor covering. Agree MoD to set up building teams
	Community recruited to adapt existing schools supported by army teams on building skill training
	Community recruited to adapt existing schools supported by army teams on building skill training
	Community recruited to adapt existing schools supported by army teams on building skill training

	Headteacher training 2 weeks intensive followed by fortnightly meetings with(LIC)
	Headteacher training course developed.
Fortnightly problem solving meetings held at EDC with LIC.
	Heads of all schools in the Wave take part in their tier group
Heads of whole county meet regularly later
	Heads of all schools in the Wave take part in their tier group
Heads of whole county meet regularly later
	Heads of all schools in the Wave take part in their tier group
Heads of whole county meet regularly later

	Headteacher initiates whole school training of all teachers followed by fortnightly after school sessions
	Head works out with LIF which children will come to school . Prepares whole-staff training
	All teachers in each Wave 1 schools attend local training and consider professional development with TTI
	All teachers in each Wave 2 schools attend local training and consider professional development with TTI
	All teachers in each Wave 3 schools attend local training and consider professional development with TTI

	Local Inclusion Facilitator appointed and trained works with local Health or CBR people
	1 for each 5 schools
Attends training,
begins work in community-public meetings. Visits parents of out of school children to persuade to come to school
	Selection, training, community meetings 
Visits parents of out of school children to persuade to come to school
	Selection, training, community meetings 
Visits parents of out of school children to persuade to come to school
	Selection, training, community meetings 
Visits parents of out of school children to persuade to come to school

	County Inclusion Committee set up 
	Word of mouth and adverts for members with a number of reserved places for different stakeholders
	Representatives of schools, parents, health  and community
Manage Education Development Centre(EDC)
	Representatives of schools, parents, health  and community
Manage Education Development Centre(EDC)
	Representatives of schools, parents, health  and community
Manage Education Development Centre(EDC)

	Posts of Teacher for Inclusion appointed
Appointed by CIC 
	I for 10 schools.
Trained and then released 3 days per week from school duties. Provided with motorcycle to get round schools. 
	Appointed,
Trained 
Staggered by Tiers
Visit each school half-day per month.
A meeting once a month with LIC at ECD
	Appointed,
Trained 
Staggered by Tiers
Visit each school half-day per month.
A meeting once a month with LIC at ECD
	Appointed,
Trained 
Staggered by Tiers
Visit each school half-day per month.
A meeting once a month with LIC at ECD

	Set up and resource Education Development Centres to contain an Inclusion Centre
	Identify sites, builds, equip with earmarked delegated budget from MOEST
	Incrementally staff with teachers who have been on inclusion course
Each centre to have 1 Braille and 1 sign language expert in addition to LIC
	Incrementally staff with teachers who have been on inclusion course
Each centre to have 1 Braille and 1 sign language expert in addition to LIC
	Incrementally staff with teachers who have been on inclusion course
Each centre to have 1 Braille and 1 sign language expert in addition to LIC

	School Committees.
	Strengthened and supported to run delegated capitation budget
	School Committees meet regularly taking on more responsibility for IFASS and Governance and transparency of School Budget
	School Committees meet regularly taking on more responsibility for IFASS and Governance and transparency of School Budget
	School Committees meet regularly taking on more responsibility for IFASS and Governance and transparency of School Budget

	Local Teacher Training Institute/University Selected  to be IE training provider
	Staff of TTI Trained/
University trained to provide IE Twin track training. New diploma and Masters offered
	Distance courses and County training seminars organised for each tier of teachers
	Distance courses and County training seminars organised for each tier of teachers
	Distance courses and County training seminars organised for each tier of teachers

	MOEST develops with consultants   adaptations to curriculum and more flexible assessment. 
	IE teaching  manuals, methods and class materials box which Includes wall posters, number line, Braille materials, finger spelling alphabet
	Wave 1
Whole-school push to be flexible in seating and teaching methods. Teachers and children make learning resources
	Wave 2
Whole-school push to be flexible in seating and teaching methods. Teachers and children make learning resources
	Wave 3
Whole-school push to be flexible in seating and teaching methods. Teachers and children make learning resources

	Meeting of People with Disabilities recruit those who wish to become equality trainers
	National DPO Training Trainers. State course run for PWD to raise awareness and become advocates and trainers
	 Courses follow Wave pattern
Local DPOs and parents CWD advocacy organizations formed
	Courses follow Wave pattern Local DPOs and parents CWD advocacy organizations formed
	Courses follow Wave pattern Local DPOs and parents CWD advocacy organizations formed

	South Sudan Examination Council
	Develop more flexible and accessible assessment methods
	Implement pilot in 1st Wave School
	Once evaluated introduce in amended form in 1st and 2nd Wave schools
	Introduce and continue to modify in all schools.

	MOEST and State MOE  gather information and evaluate effectiveness of initiative
	Criteria for success developed and Inspectors and District Officials Trained
	Schools self- evaluate
Monitoring and Evaluation by Inspectors followed by Review
	Schools self- evaluate
Monitoring and Evaluation by Inspectors followed by Review
	Schools self- evaluate
Monitoring and Evaluation by Inspectors followed by Review

	Ministry of Health 
Set up CBR in each county and Rehabilitation Centre in each State
	Set up CBR staff and train teams to  coincide with the Waves of IFASS geographically based adjacent to or in the EDC 
	In line with tiers of schools CBR workers work with Inclusion Facilitator to get CWD into school.
Provide health advice to children and parents
Rehabilitation, aids and devices made available at EDC
	In line with tiers of schools CBR workers work with Inclusion Facilitator to get CWD into school.
Provide health advice to children and parents
Rehabilitation, aids and devices made available at EDC
	In line with tiers of schools CBR workers work with Inclusion Facilitator to get CWD into school.
Provide health advice to children and parents
Rehabilitation, aids and devices made available at EDC


The third Wave will be the remainder of the counties in each state and will commence three years after the first Wave. In the Preliminary stage   the MOEST and MGCSW will together draw up training materials for all teachers and community workers in the first Wave County, Ensure that the new funding system based on capitation grants to the first Wave and subsequent schools are funded and made available.

MOEST will also commission and put in place the access guidance and make available school access kits and funding to the First Wave schools

MOEST will also develop school accessible curriculum boxes containing materials for a child centred and accessible curriculum and dispatch them to first Wave Schools.
Headteachers of all the first Wave schools will attend a two week intensive IE training along with selected Teachers for Inclusion and Community Inclusion Facilitator. 

The headteachers will then attend a fortnightly problem solving sessions with the County Coordinator.  The headteacher will run weekly training sessions for all staff in the their schools on the methods of running a child centred school and curriculum and work out how they will utilise the 


3.3  Opportunities and Risks with IFASS Plan Implementation

 If the Inclusion For All South Sudan Plan is to deliver, it will require acceptance by the politicians in the country at National and State Level, the senior Civil Servants, the Donor Community and International and National Non-Governmental Organisations, Community Leaders, Parents, headteachers, teachers and children and young people across different cultural and ethnic groups.
Getting understanding and acceptance across all these groups in the current conflict situation may sound like an impossible task. However, there are a number of factors in favour of adopting the IFASS initiative and Plan:-
 
Firstly both the Constitution, the Education Act (2012) and Vision South Sudan 2040 all talk of universal access to education and in terms of inclusion. 

Secondly, there already appears a willingness to consider developing an inclusive system for the large numbers currently not in education. This is borne out by the field work which demonstrates the inclusive model, once it was explained, as the overwhelming choice amongst all the local stakeholders interviewed or taking part in focus groups-headteacher, teachers, school children, parents and district officials. It was also the view from the Technical Committee from the MOEST and MGSCW at the seminar held in Nairobi and the consultation both with facilitators from NGOs and County Offices and one with leading Disabled People’s Organisations in Juba.

Thirdly, the policy is in line with International Human Rights Law and the overwhelming preponderance of views internationally on the education of children with disabilities. As an example the United Nations Human Rights Council issued a General Comment on the education of people with disabilities in March 2014.[footnoteRef:126] [126: UN OHCHR (2013) Thematic study on the right of persons with disabilities to education Report of the Office of the United Nations High Commissioner for Human Rights  A/HRC/25/29 http://www.ohchr.org/EN/HRBodies/HRC/RegularSessions/Session25/Pages/ListReports.aspx
] 


Fourthly, until recently there has been agreement amongst donors to coordinate their efforts and not unnecessarily duplicate. The Education Cluster, while rightly prioritising education in emergencies, could follow INEE guidelines and become more inclusive as part of this Plan.

The people of South Sudan and in particular the youth and children lay great store on education and deserve a quality education system for all, which they do not have currently. In our survey the young people were the focus group with the most practical ideas of how to include their peers with disabilities and were strongly in favour of doing so.

Sixthly, because of long period of civil war and economic disruption, there is very little special education infrastructure in the country and so South Sudan does not have to make the mistakes of surrounding countries such as Kenya and Tanzania and set up a separate special education system and then slowly build an inclusive one as those surrounding countries are doing. South Sudan can start with a largely blank canvas in this respect.

However there are risks as well to adopting the IFASS Initiative and Plan
The first risk is whether it can happen at all as the current political crisis and conflict indicate politicians not prepared to put the good of the country before their own ambitions with likely disastrous consequences. As Navi Pillay Head of Human Rights at the UN said on a visit in April 2014
“Unfortunately virtually everything I have seen or heard on this mission has reinforced the view that the country’s leaders, instead of seizing their chance to steer their impoverished and war-battered young nation to stability and greater prosperity, have instead embarked on a personal power struggle that has brought their people to the verge of catastrophe.”U N Human Rights Chief Navi Pillay on a recent visit in April 2014 to South Sudan.[footnoteRef:127] [127:  http://www.ohchr.org/EN/Pages/WelcomePage.aspx accessed 05.05.2014] 

The second risk is the lack of capacity amongst teacher trainers, university education faculties and county officers on how to include children with disabilities and provide the right support and adjustments. We have proposed a training model based in local areas and schools, but it will require input from international consultants to prepare training manuals and train a cadre of trainers. In the current situation it seems unlikely that such consultants would take up the role. It may be able to do this remotely as this report has largely been developed apart from seminars and the field work, but this is far from satisfactory.
The third risk is the lack of resource going into education as a proportion of GDP. There must be a big uplift in the proportion of GDP going into education. We have proposed one small way the transfer from military to education could be accomplished by demobilising soldiers and training them with building skills to enhance the school building stock and make it accessible, sanitary and healthy. This will depend on political will.
The fourth risk is we have proposed an inclusion model that is focussed down in the community with Community Inclusion Facilitators working with parents and the local community to win support for children with disabilities, girls and other children not attending or succeeding in school to do so. For this to be successful the MOEST and the SMoEs will need to fast track their parts of the programme so the training and support needed for local schools and their staff will be in place.
The fifth risk is that funding allocated for this programme will not reach its intended targets, but will disappear in bureaucracy and corruption as happens in much of Africa. We have suggested building the strength of School Committees and Parent Teachers Associations so they can have capitation grants paid directly to them for specific purposes for the INFASS initiative and that they and local communities hold those above them more directly to account.
Sixth there is risk of too many plans and Strategies. We propose that this Plan be incorporated into a revision of the General Education Strategic Plan 2012-2017, as this has still not been finalize. This could be the strategy for 2014-2020 which would allow for the five and a half years necessary to implement the IFASS Initiative. It may current circumstances do not allow for this in which case as soon as peace is restored and the country moves off an emergency footing then the revised Plan and Strategy should be published and implemented. In the meantime the two documents could be integrated.
Chapter  4 Funding Strategy
4.1 Current funding pattern  The Education sector in recent years has received between 6 and 8 percent of total government spending, which is low compared to international standards. See Table 9  which give the percentage of Government expenditure  spent on in 2009-2012.
Table 9      Percentage of Government Expenditure on Education in selected African countries 2009-2012[footnoteRef:128] [128:  http://data.worldbank.org/indicator/SE.XPD.TOTL.GB.ZS] 

	Country 
	% of Government expenditure best year between 2009-2012
	Country 
	% of Government expenditure best year between 2009-2012

	Chad 
	10.1%
	Malawi
	14.9%

	CAR
	7.8%
	Mauritius 
	15%

	Capo Verde 
	15.2%
	Niger 
	21.7%

	Ethiopia
	24%
	Rwanda
	18.9%

	Gambia 
	13.1%
	South Africa 
	18.1%

	Ghana 
	33%
	Tanzania
	21.2%

	Guinea 
	9.5%
	Uganda 
	14%

	Kenya 
	23.7%
	Zimbabwe
	8.7%


It is recognised that South Sudan economy is 92% funded by oil revenues and that these have been restricted until 2013, but throughout the last 5 year 2.5 times as much has been spent on defence as on education -security was  28% of the budget in 2010 and was followed by public administration at 13% .[footnoteRef:129] The impact of keeping 185,000 men under arms has now imploded on the country. As part of the new settlement there will need to be a big shift from military expenditure to educational expenditure. 66% 0f the General Education Budget 66%(75% in 2011) went on salaries, 21% on operating cost and only 12% on capital in 2010. The GESP estimates if oil revenues expand expenditure could go up to as much as 27%, but admits this is very precarious and South Sudan is likely to rely on donors top close the gap. The current expenditures are likely no to be sustained as donors lose patience with South Sudan. [129:  MOEGI (2012)  General Education Strategic Plan 2012-2017 p74] 

The General Education Strategy from 2012-2017 was costed at 7.3 billion SSP. Under current expenditure 70% would need to be contributed by external donors  (in 2011 prices over 5 years) key targets were modest and required :
(a) That primary GER will increase to 92 percent and secondary to 8 percent
(b) That primary NER will increase to 63 percent and secondary to 3 percent
(c) That the pupil/permanent classroom ratio will reach 1:185
(d) The qualified pupil/teacher ratio will reach 1:50 at primary level
(e) The pupil/textbook ratio will reach 1:1 in primary and secondary
(f) The number of AES students enrolled will reach 600,000, adults, 700,000 youth and
70,000 pastoralists
(g) 80 percent of education managers will be trained in a range of skills[footnoteRef:130] [130:  Ibid p76] 

The cost increases can be used to estimate in rough figures the additional costs of the IFASS initiative. For example the plan requires an increase in primary enrolment from 1.4 million to 2.5 million  so increasing primary teachers from 27,000 to 60,000 and  additional 2,600 secondary teachers.[footnoteRef:131] Recent information from MOEST shows in 2012/13 an over al budget of SSP 474,573,375 75 % is Transferred to States and then schools to cover teacher’s salaries , scholastic materials and school development, SSP 75m is for capital work. There is a shortfall on the budget partly made up by donors:-European Union, DfID and USAID are the main contributors a sum of SSP512m. 53 % going to primary schools, 32% going to Higher Education and 13% to secondary schools. The Higher Education is mainly paying grants for South Sudanese student to study abroad.[footnoteRef:132] [131:   The additional cost of 36,600 teachers was 4,261 billion over 5 years which gives an annual cost for additional teacher as 23,289 SSP per teacher. To account for inflation we will call it 30,000 SSD for each additional post.]  [132:  Communication MOEST May 2014] 


4.2 Parameters. There are 87  Counties and 3281 primary schools and 512 secondary schools  in 2012. Therefore we need 
652 Community Inclusion Facilitators- 700 to allow for expansion of schools during the plan x half the teacher rate of  15,000 SSD per annum  so 10.5 m SSP  at the end of 4 years
328 Teachers for Inclusion –raise  to 350 for increase in schools therefore rising to 10.5mSSP in 4 years.158 Local Inclusion Coordinators( the number of EDC) at Salary of 40k SSD = 6.32mSSP after 4 years. 5 Posts in MOEST and 10 State Liaison Officers 15x 50,000 SSP =750.k pa.
1 Under Secretary Post in MOEST 100,000 SSP = 100,000SSP.Staff for Inclusion Centres maximum 3 x 50,000 x 158 at end of programme 23.7m SSP pa at end of project
Training and materials  (The GESP  allocates 11 million in Year 1 and 2 million in subsequent years) . The training requirements will be higher at the start hiring consultants and developing materials and then in three Waves carrying out training in 3x 6 month tiers lasting in all 4.5 years. We will estimate 
3m SSP in year one and 4m SSP, 5m in last year in the four subsequent years   . A total of  20 m SSP.
The provision of resources will be 2 million  SSP per year rising to 4m when all schools are involved.

Table 10 The indicative costs of IFASS initiative over 5 years
	Years
	Preliminary /Wave 1 Tier 1
	Wave 1 Tier 2 &3
	Wave 2 Tier 1 & 2
	Wave 2 Tier 3
Wave 3 Tier 1
	Wave 3 
Tier 1&2
	Total
SSP

	Inclusion Facilitator
	(30)x15,000
450k

	(130)
1.950
	380
5.7m
	520
7.8m
	700
10.5m
	26.4m

	Teacher for Inclusion
	20x 30,000
600 k
	110
3.3m
	180
5.4m
	240
7.2m
	350
10.5
	27m

	Local Inclusion Coordinator
	15x 40,000
600k
	30 
1.2m
	80
3.2m
	110
4.4m
	158
6.32m
	15.72m

	MOEST
	850k
	850k
	850k
	850k
	850k
	4.25m

	Inclusion Centre Staff
	3m
	4.5m
	12m
	16.5m
	23.7m
	59.7m

	Training 
	3m
	4m
	4m
	4m
	5m
	20m

	Resources
	2m
	2m
	2m 
	3m
	4m
	13m

	Building Adaptation
	370,000 SSP
75+ 27.75SSP
	500
185 mSSP
	1200
407mSSP
	500
185mSSP
	1006
372m
	1176.7m

	New Build
	10
370m
	10
370m
	10
370m
	10
370m
	10
370m
	185m

	Other expenses
	690k
	1.780k
	3.635k
	4.375k
	6.078
	16.558k

	Total
Revenue
Capital
	11.9m

397.5m
	19.58m

555m
	36.8m

777m
	45.42m

555m
	66.94m

742m
	182.56m revenue
1361.7 capital






























The upgrading of the buildings- materials, equipment and labour and labour will be around $65,k per school and new build schools are currently costed at $650,000[footnoteRef:133] . $213mSSP over the 5 years for all primary schools upgraded and assuming 50 new build 5 per  state during the 5 years a further   £32,5m SSP. Lastly for travel, meetings and publicity a further 10% of the total budget. A recent communication from MOEST  who built 34 new  schools in 2012 and 14 county education centre suggests costs of building  a new primary  school vary from SSP 1.5m to SSP 2.5m which is  20% less than the figures used above. [133:  SSTEP (2011) Resource Guide for the Republic of South Sudan Ministry of General Education and Instruction and State Ministries of Educationhttp://www.equip123.net/docs/E2-SSTAP_Resource_Guide.pdf quotes figure of$ 650,000 for a new build primary 10% for renovation.] 


Figure 10 gives an indicative budget for the IFASS Initiative. It seems expensive, but the capital works and school renovation could be spread over a longer period though this would reinforce barriers and lead to greater drop out for CWD and girls. The development of a network of Community Inclusion Facilitators working with parents and the local community and with CBR workers will lead to many more CWD coming to school, but will also strengthen School Committees and PTAs to ensure school finances and management is transparent and accountable. The training of headteacher and Teachers for Inclusion will be a huge benefit to changing pedagogy and developing IE. The setting up of County Inclusion Centres and their staffing by experts (who need to be rapidly trained) in Braille, sign language and inclusive pedagogy will with a grant for resources to schools allow huge changes in the current approach to CWD . This programme may not be able to start until peace and reconciliation in the current conflict are under way, but at this time oil revenues are likely to be 27billion SSP a year. It will still be necessary to get foreign donor support for a sizeable part of this budget but the likely impact with that of the GESP which the IFASS initiative needs to be combined with and re-launched holds out an exciting and real possibility that many children who up until now have had no chance of education will; be able to benefit . South Sudan as a whole will greatly benefit.

4.3 Conclusions
Having explored the current situation in South Sudan for education for all marginalized learners and those with disabilities in particular; examined the thinking behind the important international paradigm shift away from a medical/individual Special Educational Needs model to a Human Rights Social Model; looked at examples of how various countries in the region are responding to this change and then through a range of questions and taking account of fieldwork reported in the main report proposed a framework based on a number of important principles. The core of this framework is for national, State and county administration need to facilitate change through training, developing a structure, issuing guidance and providing core funding so that schools and the local community will have the flexibility and impetus to engage in a campaign to get all children into education.
This will require headteachers to take charge of their own and their staffs professional development to develop new ways of teaching to accommodate the pace and diversity of all learners. A focus on the parents and the local community, utilising traditional social networks and capital , to bring all learners into education and keep them there in a way that they progress in their development both academically and socially at a pace and in a way that they can cope with. The local county will coordinate and monitor these efforts and through local inclusion centres provide the coordination, expertise, training, advice and materials to support local schools in their mission. Local officers and inspectors will record progress and help schools develop their new orientation.This initiative will need to be mirrored by the development of Community Based Rehabilitation in each locality, linked to State Rehabilitation Centres where aids and appliances can be provided. A massive school environment transformation programme will need to parallel these developments to make all schools accessible, child friendly and secure.

These are large changes and will require waiting for peace and reconciliation. Some of the methods which can be utilised can form part of developing a more inclusive South Sudan. However, this does not prevent local progress by schools and teachers from making as much piecemeal progress towards inclusion of marginalised groups supported by County, SMoE and MOEST. Our fieldwork found positive attitudes from all sections towards inclusive education and especially from children. There was a considerable amount of integration under way of pupils with disabilities, but not inclusion as many of the barriers identified were not being addressed. The change needed is one of attitude and then practice. It will be best to start in a few counties in each State and in successive Waves build upon this. The timing and how many Waves should be decided by consultation in South Sudan. What is shown here is only one possible way forward. The implementation of this or any similar Plan will require external consultancy support as currently the expertise does not exist, but through capacity building a number of trainers of trainers cold be soon developed and then the programme could be rolled out. It will need accompanying by an awareness raising campaign using bill boards, visual posters and local radio. At the heart of any such educational change will be the development of the confidence and expertise of teachers and their retention and this will require decent pay and conditions.
The development of Inclusive Education in Zanzibar and Tanzania demonstrates that change is about involvement of the local community and parents, their awareness raising and empowerment to ensure that the local civil society creates the impetus for change. This is responded to by provision of training and resources and the net effect is an improvement in education for everyone. It is the responsibility of Government and administration, donors and the NGO community to work together as they do currently in the Education Cluster to support and facilitate this change.

Richard Rieser   www.worldofinclusion.com e-mail rlrieser@gmail.com  16th May 2014
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Figure 3 : Types of thinking about disabled people and forms of education.
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		Thinking/Model		Characteristics		Form of Education

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

		 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)

		 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.

		 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.
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