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[bookmark: _Toc69501116]i. Introduction
All humans have rights – all rights apply to all humans. Disabled People (Persons with Disabilities) are rights holders and decision-makers in their own lives. Exclusion from services is a violation of an individual’s human rights.

Inclusive education is a fundamental right, both a means and an end for all children, including the most marginalised. It presents an opportunity to build the foundation of an inclusive  society, as well as the opportunity to re-imagine and rejuvenate the education system[footnoteRef:1]. [1:  Leonard Cheshire (Sept 2019) Inclusive education for persons with disabilities — Are we making progress? https://www.leonardcheshire.org/our-impact/our-policy-influencing-and-research/our-publications/reports] 


What is Inclusive Education (IE)? The right to inclusive education encompasses a transformation in culture, policy and practice in all formal and informal educational environments to accommodate the differing requirements and identities of individual students, together with a commitment to remove the barriers preventing inclusion. IE involves strengthening the capacity of the education system to reach out to all learners. IE focuses on the full and effective participation, accessibility, attendance and achievement of all students, especially those who, for different reasons, are excluded or at risk of being marginalized. Inclusion involves access to and progress in high-quality formal and informal education without discrimination. IE seeks to enable communities, systems and structures to combat discrimination, including harmful stereotypes, recognizes diversity, promotes participation and overcomes barriers to learning and participation for all, by focusing on well-being and success of disabled students. IE requires an in-depth transformation of education systems in legislation, policy, and the mechanisms for financing, administration, design, delivery and monitoring of education. [footnoteRef:2] [2:  UNCRPD Committee General  Comment No 4, Para 9 https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/Download.aspx?symbolno=CRPD/C/GC/4&Lang=en ] 


Inclusive Education is now broadened and seen as a core principle of education to ensure that all children are reached, under the assumption that every learner matters equally and has the right to receive effective educational opportunities. However, this paper aims to make a strong case for ensuring access to quality inclusive education specifically for disabled people, as one of many groups who are at risk of exclusion. For disabled people of all ages, the main challenge remains to be able to attend and achieve at schools and educational institutions in the communities where they live and with their peers. This is important, as it provides learners with the fullest realisation of their right to education, but also because it is the most efficient and cost-effective means to ensuring the fulfilment of this right. In the low income countries large-scale exclusion of disabled children remains the reality and inclusive education is not a high priority. In middle and high income countries, far too many disabled children are segregated in special schools or units. The UN's 2018 Disability and Development Report said: "Among the countries with data, persons with disabilities ... are less likely to attend school, they are more likely to be out of school, they are less likely to complete primary or secondary education, they have fewer years of schooling and they are less likely to possess basic literacy skills." 
Article 24 of the Convention on the Rights of Persons with Disabilities (CRPD) (UN, 2006)[footnoteRef:3] and the subsequent General Comment 4 on Article 24 (2016)[footnoteRef:4] were the most critical milestones since the 1994 Salamanca Statement and Framework for Action (UNESCO, 1994)[footnoteRef:5] to affirm the right of disabled people to access an inclusive education. [3:  https://www.un.org/development/desa/disabilities/convention-on-the-rights-of-persons-with-disabilities.htmlv]  [4: UNCRPD Committee  General Comment No 4 2016 https://www.refworld.org/docid/57c977e34.html]  [5:  UNESCO Salamanca Statement and Framework 1994 https://unesdoc.unesco.org/ark:/48223/pf0000098427] 

In 2015 this right was further embedded in the 2030 Agenda for Sustainable Development, with Sustainable Development Goal (SDG) 4 – ‘Ensure inclusive and equitable quality education and promote lifelong learning opportunities for all’.

There is also a new focus on the relevance of learning outcomes both for the world of work, as well as for citizenship in a global and interconnected world. This is particularly explicit in target 4.5 which aims to eliminate gender disparities and ensure equal access to all levels of education and vocational training for those at risk of exclusion including disabled people, indigenous peoples’ and children in risk situations.

The Covid 19 pandemic has set progress towards inclusive education back. 
· Prior to pandemic 200m children still likely to be out of school by 2030.
· The pandemic has increased this number by at least a third to 266million
· School closures kept 90% of children out of school in all 1.6 billion
· Education budgets must be increased for catchup, for more resilience on hygiene and for getting IT access to poorest 500million 
There is a US$148 billion annual financing gap in low- and lower-middle-income countries to achieve SDG 4 from now until 2030. Additional costs due to COVID-19 related school closures risk increasing this financing gap by up to one-third, or US$30 to US$45 billion. But investing now in remedial and re‑enrolment programmes could reduce this additional cost by as much as 75%.[footnoteRef:6] [6:  UNESCO 2020 Policy Paper 42 https://en.unesco.org/gem-report/COVIDcostSDG4 ] 

[bookmark: _Toc69501117]ii. The language the CDPF uses
Disabled people: Why we still choose to call ourselves ‘disabled people’: In the Commonwealth Disabled People’s Forum (CDPF) we call ourselves ‘disabled people’ because of the development of the ‘social model of disability’. In the C19th and C20th, a disabled person’s medical condition was thought to be the root cause of their exclusion from society, an approach now referred to as the ‘medical or individual model’ of disability. We use the ‘social model of disability’, where the barriers of environment, attitude and organisation are what disable people with impairments and lead to prejudice and discrimination.  So to call ourselves ‘persons with disabilities’ is to accept that we are objects and powerless. We also view ourselves as united by a common oppression so are proud to identify as ‘disabled people’ rather than ‘people with disabilities’. When we are talking about the UN Convention on the Rights of Persons with Disabilities we will use ‘people or persons with disabilities’.
[bookmark: _Toc69501118]iii. Progress to Inclusive Education 
‘Inclusive education has become problematic, as despite international exhortations to implement it little real progress is occurring around the world’. Roger Slee, in an essay to generate input to the 2020 UNECSO Global Monitoring Report, puts this down to a number of causes but especially the confusion between special education-as a medical model response to impairment and inclusion which requires wholesale transformation addressing barriers to disabled learners so they can thrive.[footnoteRef:7] [7:  Roger Slee (2018) Defining the scope of inclusive education: think piece prepared for the 2020 Global education monitoring report, Inclusion and education https://unesdoc.unesco.org/ark:/48223/pf0000265773] 


Across the Commonwealth understanding of what is required to make inclusive education a reality is poor and progress in most States is very slow. Some countries have made progress but in others there are just pilot projects run by Non-Governmental Organisations (NGOs). Despite over 30 years of these small-scale projects little movement to scale is seen. In this document we examine the main ingredients of a successful inclusive education policy and illustrate with examples from Commonwealth countries. 

Barriers: The UN CRPD Committee identify barriers[footnoteRef:8] that impede access to inclusive education for disabled people attributing them to multiple factors:  [8:  Para 4 General Comment No 4 2016 ibid] 

a) the failure to understand or implement the human rights model of disability, in which barriers within the community and society exclude, rather than personal impairments and functioning exclude- a medical model approach;
b) persistent discrimination against disabled people, compounded by the isolation of those still living in long-term residential institutions, and low expectations about those in mainstream settings, allowing prejudices and fear to escalate and remain unchallenged; 
c) lack of knowledge about the nature and advantages of inclusive and quality education, diversity and its positive impact on the learning of all; lack of outreach to all parents, lack of appropriate responses to support requirements, leading to misplaced fears, and stereotypes that inclusion will cause a deterioration in the quality of education, or otherwise impact negatively on others; 
d) lack of disaggregated data and research, necessary for accountability and program development, impeding the development of effective policies and interventions to promote inclusive and quality education; 
e) lack of political will, technical knowledge, and capacity in implementing the right to inclusive education including insufficient education of all education staff; 
f) inappropriate and inadequate funding mechanisms to provide incentives and reasonable accommodations for the inclusion of disabled students, inter-ministerial coordination, support and sustainability; 
g) lack of legal remedies and mechanisms to claim redress for violations. 
Follow Up activity 10.1
a) Find out what legislation and initiatives to develop inclusive education have been undertaken in your country? b) List the main barriers you think have prevented the implementation of Inclusive Education.
Fundamental Thinking
“The Convention follows decades of work by (DPOs and) the United Nations to change attitudes and approaches to persons with disabilities. It takes to a new height the movement from viewing persons with disabilities as "objects" of charity, medical treatment and social protection towards viewing persons with disabilities 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”[footnoteRef:9], UN DESA. We have enough examples of good practice from around the world, that demonstrate that all disabled children and students, regardless of their type of impairment or socio-economic status, can make substantial progress towards achieving their potential, given the right attitudes, support and teaching they can be successfully included in mainstream schools with their non-disabled peers. Inclusive education lies at the heart of the UNCRPD and Article 24. It gives the direction to governments, administrators, educators, parents and disabled people on how to achieve this.[footnoteRef:10]  [9:  http://www.un.org/disabilities/default.asp?navid=15&pid=150]  [10: Ibid R.Rieser (2012); Sue Stubbs(2008) ‘Inclusion where there are few resources’ http://www.eenet.org.uk/resources/docs/IE%20few%20resources%202008.pdf . ‘Inclusive Education in Low-Income Countries: A resource book for teacher educators, parent trainers and community development workers.’ Lilian Mariga, Roy McConkey and Hellen Myezwa (2014) http://www.eenet.org.uk/resources/docs/Inclusive_Education_in_Low_Income_Countries.pdf ] 


Medical and Social Model thinking leads to different forms of organising education for disabled children. It was in 1981 that Disabled People International first recognised the difference between our impairments and disability. Impairment is the loss or limitation of physical, mental or sensory function on a long term, or permanent basis. 
Disablement (Handicap at the time) is the loss or limitation of opportunities to take part in the normal life of the community on an equal level with others, due to physical and social barriers. (Disabled People's International 1981). This definition allowed the burgeoning Disability Movement to use the ‘social model’ to analyse the oppression disabled people faced and to campaign for a fundamental change in attitudes and practices as a human rights issue. This analysis led directly to the UNCRPD 25 years later[footnoteRef:11]. [11:  Rachael Hurst (2005) http://disability-studies.leeds.ac.uk/files/library/Barnes-EMW-Chapter-5.pdf ] 










Figure 1: Individual/Medical/Charity Model Problem in the Person
[image: Child as the problem (cannot keep up with class, is contagious, wastes scarce resources, etc)]
Figure 2: Social/Human Rights Model
[image: Change rigid methods, curriculum and assessment, reduce costs to pupil and family, etc]

This paradigm shift, as it has been called, from a traditional/medical model (Figure 1) to a social/human rights model (Figure 2) in education requires a fundamental shift in thinking, planning and implementation. Just calling education inclusive because disabled children and students are on the roll of the school or college misses the transformative changes that are necessary. Placement is integration, not to be confused with inclusion and often leads to little progress and drop-out as teachers and schools fail to provide the necessary support and understanding of how progress can be achieved by disabled students. The old way of viewing disabled children and students was either that they could not function in the general education system and so were excluded, or that their needs were defined by what they could not do and special schools and classes were set up to address this. The well documented effects of this system has been to isolate socially, to provide inadequate educational outcomes, to encourage low self-esteem and lack of employability and reinforce disability as an individual problem to be fixed, rather than addressed across society[footnoteRef:12]. [12:  UNICEF (2012) The right of children with disabilities to education: A rights-based approach to Inclusive Education http://www.unicef.org/ceecis/IEPositionPaper_ENGLISH.pdf Inclusion International (2009). Better Education for All: When We’re Included Too. A Global Report, https://inclusion-international.org/category/priorities/inclusive-education/page/4/  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  Peters, S. (2003a). ‘Addressing the Rights of Individuals with Disabilities in Relation to 'Education for All': Where do we stand? What do we know? What can we do?’ Prepared for the Disability Group The World Bank, April 30, 2003.   http://documents1.worldbank.org/curated/en/614161468325299263/pdf/266900WP0English0Inclusive0Education.pdf ] 

This medical model approach still predominates, as can be seen in the analysis carried out of the first 19 country conclusions by the CRPD Committee. 

	Thinking or model
	Characteristics
	Form of Education

	Traditional 4.1
	Disabled Person a shame on family, guilt, ignorance, seen as of no value
	Exlcuded from education altogether

	Medical 1 (4.2 & 4.3)
	Focus on what disabled person cannot do. Attempt to normalise 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 (4.4 & 4.5)
	Person can be adjusted 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 eg meals, assembly or art
C) In the class with support, but teaching and learning remain the same. 
What you cannot do determines which sort of education you receive.

	Social Model (4.6)
	Barriers identified – solutions found to minimise them. Barriers of attitude, environment and organisation are seen as what disabled and are removed to maximise potential of all. Disabled person welcomed. Relations are intentionally built. Disabled person achieves 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 reorganising teaching, learning and assessment. Peer support is encouraged. Focus on what you can do.





More dominant in developed countries, special education, which on purpose was not mentioned in Article 24, still predominates as an educational ideology. It is still increasing in low and middle income countries due to a failure of State parties to grasp what they are now required to do to implement Article 24. Figure 3 demonstrates the way that the different thinking about disability leads to different forms of organisation. It is also important to support the disabled individual with their rehabilitation. Community Based Rehabilitation (CBR) is important as part of getting disabled children ready for the general education system[footnoteRef:13].  [13:  http://www.who.int/disabilities/cbr/guidelines/en/2010 ] 


Figure 4: Organisation of education for disabled children



Figure 4 demonstrates the different forms these can take on the ground. Only 4.6 will meet the requirements of Article 24, but it needs to be recognised that 4.3, 4.4 and 4.5 can bestages to full inclusion, provided the change process is recognised[footnoteRef:14]. [14:  This analysis was developed in R. Rieser (2008/2012) Implementing Inclusive Education: A Commonwealth Guide to Implementing Article 24 of the UN Convention on the Rights of Persons with Disabilities 
http://worldofinclusion.com/v3/wp-content/uploads/2014/01/Implementing-Inclusive-Education-promo-copy1.pdf and  Light for the World (2014) http://www.light-for-the-world.org/uploads/media/why_inclusive_education_south_sudan.pdf ] 


Inclusive education is to be understood as: 
a) A fundamental human right of all learners. Notably, education is the right of the individual learner, and not, in the case of children, the right of a parent or caregiver. Parental responsibilities in this regard are subordinate to the rights of the child. 
b) A principle that values the well-being of all students, respects their inherent dignity and autonomy, acknowledges individual requirements and ability to effectively be included in and contribute to society. 
c) A means of realizing other human rights. It is the primary means by which disabled people can lift themselves out of poverty, obtain the means to participate fully in their communities, and be safeguarded from exploitation. It is also the primary means through which to achieve inclusive societies. 
d) The result of a process of continuing and pro-active commitment to eliminate barriers impeding the right to education, together with changes to culture, policy and practice of regular schools to accommodate and effectively include all students. [footnoteRef:15] The UNCRPD Committee highlights the importance of recognising the differences between exclusion, segregation, integration and inclusion as explained in detail in the section above.  [15:  Para 10 General Comment No 4, 2016 ibid] 


Fundamental Thinking.
Exclusion occurs when students are directly or indirectly prevented from or denied access to education in any form. 
Segregation occurs when the education of students with disabilities is provided in separate environments designed or used to respond to a particular or various impairments, in isolation from students without disabilities. 
Integration is a process of placing persons with disabilities in existing mainstream educational institutions, as long as the former can adjust to the standardized requirements of such institutions.
 Inclusion involves a process of systemic reform embodying changes and modifications in content, teaching methods, approaches, structures and strategies in education to overcome barriers, with a vision serving to provide all students of the relevant age range with an equitable and participatory learning experience and environment that best corresponds to their requirements and preferences.
Placing students with disabilities within mainstream classes without accompanying structural changes to, for example, organisation, curriculum and teaching and learning strategies, does not constitute inclusion. Furthermore, integration does not automatically guarantee the transition from segregation to inclusion[footnoteRef:16]. Figure 5 lays out some of the different values that lie behind the four phases-exclusion, segregation, integration and inclusion. When these are read through it is clear to understand that only inclusion comes from human rights-based values. Theoretically this is easy to say, but the main issue is implementation and moving from an existing system that still largely excludes disabled children in low-income countries and segregates or integrates them in middle and high income countries to inclusion. Cost/underfunding of education lack of training, inappropriate curricula and assessment, parental and staff attitudes, environmental barriers and social, political and attitudinal barriers are what need addressing from classroom to national policy. [16: Para 11 General Comment No4, 2016 ibid] 

	Exclusion
	Segregated
	Integrated
	Included

	No Services only family
	Services to Disabled
People
	Needs of Disabled
People
	Rights of Disabled
People

	Despised
	Categorising Disabled People
	Changing Disabled
People
	Changing schools /
colleges / organisations

	Ignored
	'Special' / Different
Treatment
	Equal treatment
	Equality - each
receives support they need to thrive &
achieve their potential

	Cursed,
Possessed by Devil, Witchcraft
	Disability is a problem to be fixed (in a special place)
	Disability is a problem
to be fixed
	Everyone has gifts to
bring

	Rely on Family & Community
	Services available in
segregated setting
	Benefits to disabled
person of being
integrated
	Benefits to everyone,
including all

	Witch doctor
	Professional / Experts
	Professional / experts
	Political struggle,
Allies & support

	No education
	'Special' Therapies
	Technique
	Power of ordinary
experience

	Folk- explanations
	Categorisation &
Marginalisation
	Learning helplessness
	Assertiveness


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

	Survival
	Stress on Inputs
	Stress on process
	Stress on outcomes; ‘having a dream’

	Learn from life
	Separate Curriculum
	Curriculum delivery
	Curriculum content

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


 Figure 5 From Exclusion/ Segregation to Inclusion[footnoteRef:17] [17:  Adapted from Somerset Inclusion & Dave Walker https://nasenjournals.onlinelibrary.wiley.com/doi/abs/10.1111/1467-8527.t01-1-00059 
] 



Follow Up Activity 2
a) Explain in your own words and with an example the following forms of education and their impact on disabled students :-i)  Exclusion, ii)  Segregation, iii) Integration and iv) Inclusion.
b) Explain how the change in thinking from disabled people as objects to subjects with rights has impacted on the way we think disabled children should be educated.

[bookmark: _Hlk68473993][bookmark: _Toc69501119]iv. The main features of inclusive education
Inclusive education involves:
· commitment from leadership and everyone in an education setting to make inclusive education happen
· recognizing that everyone has the ability to learn
· adapting to meet the needs of each person to help them reach their full potential
· training and supporting teachers and staff so they have the right attitudes and skills 
· welcoming all students equally – all students should feel valued, respected included and listened to 
· building a safe, positive learning environment, with help from students to do this
· developing students’ confidence to enable them to move on to further education, training or work
· developing partnerships with the wider community, including parents, teacher and student bodies and organizations of people with disabilities
· closely monitoring progress in inclusive education, with help from people with disabilities and parents and carers where relevant.

Accessibility All parts of the education system must be accessible to disabled people. This includes:
· buildings
· information and communication systems
· textbooks and learning materials
· teaching methods and assessments
· support services
· classrooms and toilets
· play and sports facilities
· school transport

States should make sure that all new education buildings are accessible and that there is a timeframe for making existing buildings accessible. States are also encouraged to use Universal Design. This is where buildings and products are designed from the start to be accessible and used by people with a wide range of abilities. Funding should also be available for learning materials in alternative formats and technology to help students learn and participate. Meeting individual needs States should adopt the Universal Design for Learning (UDL). approach where possible. This is a set of principles that help teachers create a flexible learning environment[footnoteRef:18]. The UDL approach recognizes that every student learns differently. This requires a flexible, creative approach to teaching and the curriculum. Teachers should be able to adapt their style to meet the diverse needs of every student. The focus is on enabling students to learn in different ways, while still achieving great outcomes. Following on from this, there should be a move away from standard assessments and tests, towards multiple ways to assess students’ progress. [18: https://nadp-uk.org/wp-content/uploads/2017/11/UDLL-Best-Practice-Guidleines.pdf Universal Design for Learning: Guidelines for Accessible Online Instruction https://journals.sagepub.com/doi/full/10.1177/1045159517735530
https://lincs.ed.gov/sites/default/files/2_TEAL_UDL.pdf] 

In addition, education settings have an immediate duty to provide reasonable accommodations. These are changes that should be made where possible to meet students’ individual needs. For example, a student may need information in a certain format or language, such as sign language, special equipment or technology or extra support in the classroom. The needs of all disabled learners should be met in this way, at no extra cost to them or their families. To help with this, students should have personalized education plans outlining their support needs. Discussions should also take place between the education provider, the student and, where relevant, the parents, to agree on what is needed or possible. There may be cases when reasonable accommodations are not possible, for example due to lack of resources. However, States should be working towards an inclusive education system and should not use the excuse of high costs and lack of resources to avoid this.[footnoteRef:19] [19:  Committee on the Rights of Persons with Disabilities A guide to Article 24  The Right To Inclusive Education Easy Read Version https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/Download.aspx?symbolno=CRPD/C/GC/4%20Plain%20English%20version&Lang=en] 

“Seven recommendations to create a universally designed assessment:
1. Choose an assessment method based on what skills and characteristics you want your graduates to have. The assessment method should be in line with the purpose of the exercise; be aware of any methodological access barriers
2. Vary assessment methods and provide alternative ways to demonstrate knowledge (written, digital, physical)
3. Give students the opportunity to choose how they will respond to a task
4. State the purpose and criteria for goal achievement
5. State what it takes to carry out the task methodically and show examples of how the task can be completed
6. Make the assessment an opportunity for learning
7. Ensure a close connection between students’ achievement, your chosen assessment method and the feedback you provide to the student”.

Education close to home It is not acceptable for children to have to travel far away from home to primary or secondary school. Their school should be within safe, physical distance of where they live.

Qualified staff Teachers at all levels of education should have the commitment, values and skills to teach in an inclusive way. Inclusive education should be fully integrated into teacher training and practice, and teachers should receive ongoing support and education. Recruiting disabled teachers is a good way to promote equal rights for disabled people and provide important role models. All teachers and school staff should receive regular training on implementing inclusive education. This should be twin track.[footnoteRef:20] [20:  http://worldofinclusion.com/v3/wp-content/uploads/2014/01/UNICEF-Educating-Teachers-for-Children-with-Disabilities_Lo-res.pdf ] 


i) General Inclusion Track The general inclusion track of teacher education involves developing teaching and learning strategies that support: 
· Valuing difference and diversity; 
· Differentiation of materials and methods; 
· Collaborative learning where pupils and teachers work together; 
· Peer support where pupils help each other academically and socially and challenge negative language and behaviour; 
· Flexible curricula as well as the provision of classroom and assessment materials; 
· An anti-bias curriculum that challenges traditional gender, tribal, class and disability perspectives; 
· Sufficient time for meaningful learning and rewarding of effort compared to Individuals previous achievements; 
· The creation of a stimulating and interesting multi-sensory learning environment; and 
· A child centered approach with teacher reflection. 

ii) Impairment Specific Track The impairment specific track recognizes that the above approaches on their own will not work equally for all disabled children as they require reasonable accommodations and support arising from their impairments. These adjustments are specific to the types of impairment a child/young person has. Within this track, the teacher would learn to identify the loss of physical or mental function with a basic screening tool and have a working knowledge of the range of adjustments that can be implemented in the classroom. Below is a list, although not comprehensive, of the tools available for teachers to use with their disabled students: 
 a) Visually Impaired or Blind - Glasses, magnification glasses, Braille, tactile maps and diagrams, audio tapes/COs and text to talk, mobility training, large print documents and paperwork, audio description, modified orientation and creation of fixed points in class, creation of auditory environments, talking instruments, colour contrasts, and identification of hazards such as steps; 
b) Deaf and Hearing Impaired- Finger spelling and basic sign language, interpretation, Oral-lip reading, basic Hearing Aid maintenance, strong emphasis on visual environment, additional time and support with abstract concepts and maths; 
c) Deafblind - Some of the tools listed above in a) and b), Deafblind Language, provision of interpreters, creation of tactile environments; 
d) Physical Impairments -Adapting doorways and furniture, creation of an accessible infrastructure as well as accessible toilet and washing facilities, maintaining safe storage of equipment, provision of personal assistance, diet and medication resources, and rest time space;                                                                                                                                                       e) Specific learning difficulties- Creation of colour overlays and backgrounds, providing easy read texts, story tapes and text to talk, allowing the use of spell-checkers, concrete objects, and breaking activities down into small doable steps; 
f) Speech and communication difficulty/impairment - Facilitated Communication, Augmented Communication low and high tech, pointing, switching, talkers, information grids; 
g) General cognitive Impairment- Pictograms, small steps curriculum, easy read, scaffolding, Makaton, symbols, information grids, concrete objects, individual programme; 
h) Mental Health Impairment- Counselling and personal support, differentiated behaviour policy, empathy, quiet space, circle of friends; 
i) Behaviour impairment- Circle of friends, structured environment and day, differentiated behaviour policy, chill out space and mentoring. 
Providing teachers with access to these tools and giving them access to this knowledge and understanding has proven useful in creating new attitudes and values that can improve disability equality training and disabilities studies.
Follow up Activities 10.3 & 10.4 
Reproduce the diagram below and in the boxes surrounding the diagram of a school with the main barriers and underneath complete a solution/s from the above section.

Classroom layout all same desks facing front.
Solution
No ramp, hand rail or accessible  toilets.
Solution
No Braille or Sign Language.
Solution







Curriculum does not fit all learners.
Solution
Children not want to work together. 
Solution

[image: A School]







Parents don’t think it worth disabled child come to school/stay in school.
Solution
Teachers do not know how to teach inclusively.
Solution

Disabled children name called and bullied.
Solution










10.4 Write a letter to a local headteacher explaining the difference between integration and inclusion.

What States should do immediately on ratifying UNCRPD. States should be working as quickly as possible towards a full inclusive education system. This is called progressive realization. They should not do anything that slows progress or prevents this from happening without very good reason. Although not everything may be possible straight away, there are certain things that States should act on immediately. For example:
· Non discrimination –  removing any forms of discrimination that stop disabled people from accessing an education
· Reasonable accommodations – making adjustments to meet individual needs
· Compulsory, free primary education for all disabled children
· Implementing a national education strategy that covers all levels of education.

[bookmark: _Hlk68474056][bookmark: _Toc69501120]v. How well are states in the Commonwealth doing in developing Inclusive Education?[footnoteRef:21] [21:  The following comments are taken from the final Country l Reports the UNCRPD Committee on Article 24 for the 14 Commonwealth Countries that have been through the scrutiny process so far. They are Australia, Canada, Cyprus, India, Kenya Malta, Mauritius, New Zealand, Rwanda, Seychelles, South Africa, Uganda, United Kingdom, Vanuatu] 

Only 14 out of 53 Commonwealth countries (26%) have been through the UNCRPD reporting system compared to 74 out 140 for Non-Commonwealth countries (52%). This is perhaps an indicator that the implementation of UNCRPD has not been a large focus in the Commonwealth. These figures are up until August 2019.
If we analyse comments for Article 24 Education (Inclusive Education according to General Comment No 4 ) for the 14 Commonwealth countries which have been through the process, the picture is bleak with only New Zealand being commended for moving to an Inclusive systems approach. 
· All the other 14, both in developed and developing countries, are criticised for persistent segregation in special schools and 6 for enhanced segregation since they signed the UNCRPD. 
· 9 countries are criticised for not providing sufficient/ comprehensive enough training for teachers to make inclusive education work. 
· 7 countries are criticised for lack of reasonable adjustments that are meant to be implemented from date of ratification. 
· 7 countries are criticised for failure to address barriers to disabled children and young people accessing education. 
· 5 countries are criticised for providing insufficient budget to make inclusive education work.
· 7 countries are criticised for having no enforceable right to inclusive education, too many disabled children just not in school or dropping out. 
· The gap in learning between disabled and non-disabled learners, lack of expertise in sign language for schools and the lack of transport to school in rural areas.

Most of the Commonwealth countries followed a British Model of education at some point and while more egalitarian systems have since often been established, there is still a reliance on special schools for children with anything but the most moderate impairment e.g. 40 in Jamaica with government funding. Uganda has in the last 15 years established special schools in every state for visually impaired and hearing impaired students, though now developing more mainstreaming for deaf children.[footnoteRef:22] In South Africa, while committed  nationally to inclusion in principle and supporting a growth of full service inclusive schools,  with devolved funding to provinces, large numbers attending special schools has been noted.[footnoteRef:23] In the UK inclusive education has moved backwards in the last 14 years, with the introduction of choice, academies and market driven league tables, the percent of children with statement/EHC Plans (those with more severe impairment needs) in mainstream dropping from 61% to 48% while overall numbers have grown[footnoteRef:24], and this is with English law providing a presumption of mainstreaming.  [22:  https://www.worldbank.org/en/news/feature/2020/02/07/education-for-all-making-education-inclusive-accessible-to-ugandas-children-with-special-needs]  [23:  https://www.hrw.org/news/2019/05/24/south-africa-children-disabilities-shortchanged]  [24:  DFE SEND Statistics https://www.gov.uk/government/collections/statistics-special-educational-needs-sen] 


Special education schools as a distinctly segregated form of schooling developed in Britain spurred on by the false science of eugenics and notions of fixed ability in the population and, the now proven false idea, that there was a separate way of teaching disabled children[footnoteRef:25]. Vested interests and the charity/medical model of disability have kept the demand for segregation strong amongst parents concerned that their children are not getting taught and are being bullied in the mainstream school.  [25:  https://historicengland.org.uk/research/inclusive-heritage/disability-history/1914-1945/the-right-to-education/] 

Breaking this cycle requires Governments to challenge the assumptions of the special education system and implement a coherent strategy of inclusive education by removing the barriers in their school systems. One promising way of doing this would be to follow the example of Portugal in providing one budget line for mainstream for the needs of all learners and not a separate special educational budget  line.[footnoteRef:26] Such moves require courage, clear policy direction backed by resources and training, far more than just signing up to a Convention. [26:  https://www.european-agency.org/country-information/portugal/financing-of-inclusive-education-systems] 

[bookmark: _Toc69501121]vi. Characteristics of an inclusive school system at national, regional and school level[footnoteRef:27] [27:  Richard Rieser, ‘Implementing Article 24 – Inclusive Education: A Challenge for the Disabled People’s
Movement’, Paper prepared for the 7th DPI World Summit, Seoul, September 2007 Reprinted in Implementing Inclusive Education (2008) http://www.worldofinclusion.com/res/internat/Commonwealth_Guide.pdf
] 


	Level, National
	Policy
	Activity

	
	1. A flexible national curriculum
	1. Develop means of making the curriculum accessible to all

	
	2. Primary education is free to all. Secondary is subsidised.
	2. Disabled pupils and their parents are actively encouraged to enrol.

	
	3. Sufficient school places and teachers available. 
	3. All teachers are trained in
inclusive teaching and learning.

	
	4.Pupil-centred pedagogy where all can progress at their optimum pace is encouraged.
	4.Curriculum, materials are made accessible.

	
	5. Assessment systems are made flexible to include all learners.
	5. Children learn and are
assessed in ways that suit them best.

	
	6. Specialist teachers are made available to support mainstream.
	6.Innovative ways found to
expand support for learning

	
	7. Sufficient capital for school 
building and modification. 

	7. Programmes developed to
mobilise communities to build
new schools or adapt existing
environments

	
	8.A media and public awareness campaign to establish a right’s- based approach to disability and inclusive education.
	8. Disability equality introduced into the school taught curriculum. 

	Regional/
District
	Policy
	Activity

	
	1.Education administrators link
with health and Community Based Rehabilitation CBR workers a joint inclusion strategy. 
	1. Ensure all disabled children
identified are enrolled in their local schools.

	
	2. Education administrators link with disabled advisers
	2. Run regular training for and
with disabled advocates and activists.

	
	3. Recruit enough teachers and support staff; reduce class sizes.
	3. Utilise those within the
community who have completed their elementary education to support learning.

	
	4. Support ongoing inclusion training for teachers, parents, 
and community leaders.
	4. Run regular training on inclusive learning for teachers at the school.


	
	5. Develop centres with equipment and expertise on techniques e.g. Signing, Braille, and augmented and alternative communication.
	5. Run regular training for
parents and community leaders on inclusive education.


	
	6.Ensure sufficient schools and that they are accessible.
	6. Train and use local
unemployed to build and adapt
accessible school environments.

	
	7. Ensure sufficient specialist teachers for those with visual hearing, physical, communication, learning or behavioural impairments.
	7. Support parents of disabled children to empower their children.
Roll out CBR and link to admission to local schools.

	
	8.Crete a policy environment that rewards inclusive practice.
	8.Share best practice in the
Schools/region by exchanges and film.

	
	Policy
	Activity

	School/class
	1. Ensure sufficient staff and volunteers are in place to provide support for disabled children.
	1. Inclusion audit regularly and
barriers tackled.


	
	2.Ensure all staff understand
and know what is required of them to include disabled children.

	2. Ensure school environment and activities are accessible and
information available in
alternative forms as children require
e.g. Braille, audio, pictures, signing, Easy Read & objects. 

	
	3. Support an innovative, child centred and flexible curriculum.
	3. Make sure the curriculum and how it is taught is accessible to all with a range of learning situations, styles and paces, e.g. mixed ability, scaffolding & variable groups.

	
	4. Create a school/classes that welcomes difference and in which pupils support each other.
	4. Teachers trained and support
each other in planning and developing inclusive practice.

	
	5. Assessment is continuous and flexible.
	5. Assessment is formatively used to assess what children have learned.

	
	6. Make the school the hub of the community, encourage involvement hard to reach families.
	6. Ensure child to child support with buddies, circles of friends and other collaborative approaches.



Follow Up Activity 10.5 
10.5 What do you think are the main barriers preventing the development of inclusive education in your country? [You may wish to read relevant country examples in Appendix A].
[bookmark: _Toc69501122]vii. Practical Solutions to the barriers to Inclusive Education in Commonwealth Countries 
a) Early Years and Community Based Rehabilitation (CBR) 
CBR programmes can focus on both the system and the child by: 
• Liaising and working with health workers to ensure that disabled children receive proper health care (see Health component); 
• Ensuring that early identification programmes support disabled children and their families; 
• Working closely with families to ensure that children who are born with impairments, or who develop them in early childhood, are identified as early as possible; 
• Supporting parents to respond quickly when impairments have been identified, referring children to healthcare facilities and accompanying the parents to appointments; 
• Helping to create a positive approach towards disabled children, focusing on their abilities and capacity to learn – in this approach, early intervention consists of identifying barriers to children’s learning and development, and working with families, different sectors and the community to overcome them; 
• Influencing local government policies to make existing educational facilities accessible and inclusive for disabled children.[footnoteRef:28] In the countries of the South there have been many initiatives that have mobilised local communities, and especially parents, to change their perceptions of disabled people, particularly children, and the way in which they treat them. These have generally been driven by medically trained professionals such as doctors, physiotherapists, health and social workers, or experts in special educational needs. They have engaged with local communities and brought about substantial improvements, especially for children. The goal of CBR is to demystify the rehabilitation process and give responsibility back to the individual, family and community. As can be seen from the above guidance, CBR has taken on the ‘social model’ and moved away from concepts such as normality and developmental benchmarks when dealing with disabled children. It is probably most useful in identifying disabled children aged 0–8 years and getting support for them. However, without disability equality training, this change of attitude is likely only to be a veneer applied to a medical model approach.  Guyana CBR takes a broad view of education, working with the family on changing traditional negative views and providing support so that family members learn useful techniques such as sign language. In the 1980s, five pilot schemes were set up which identified 65 disabled children. Funding came from the Guyanan Government and the Canadian International Development Association (CIDA). The University of Guyana was extensively involved in the programme. Door to door visits established that around 1.5 per cent of children were significantly impaired. Professionals and parents were trained, and ten programmes were produced and shown on national television, accompanied by posters and press coverage. Local village health committees were set up, led by parents and specialist teachers, and campaigned for a regional centre. The isolation felt by parents of disabled children was broken down and there was strong take-up by parents of training in therapeutic approaches. Overall, more than 300 families of disabled children were involved in the project. [footnoteRef:29] [28: https://apps.who.int/iris/bitstream/handle/10665/44405/9789241548052_education_eng.pdf;jsessionid=70DB793A0677362211F2EC6D10AC03B2?sequence=3 ]  [29:  O’Toole, B (1994). ‘Guyana: Involvement of Volunteers, Parents and Community Members with Children with Special Needs’, in Making it Happen: Examples of Good Practice in Special Needs Education and Community-based Programmes, UNESCO, Paris.] 

 b) India: Early years education in Dharavi, Mumbai In 1974 the Indian Government began to introduce early childhood care through the Integrated Child Development Services (ICDS) scheme. This has expanded to reach more than 50 per cent of the vulnerable population, providing supplementary nutrition, immunisation, health check-ups and referrals, and preschool education for 3 to 6 year olds. Dharavi, Mumbai is the largest slum in Asia, with over 1,000,000 residents living in small 10 x 10-foot shacks, built out of whatever comes to hand and lacking basic sanitation. Research established that disabled children were excluded from the ICDS and that parents and workers opposed their inclusion [footnoteRef:30]. The National Resource Centre for Inclusion (NRCI), formerly the Spastics Society of India (SSI), developed a project with UNICEF that included disabled children in six anganwadis (nurseries)[footnoteRef:31] This was later funded by the Canadian Government and expanded to 16. Three years after its inception, the programme provided pre-school education for more than 1,200 children, employing local women trained by the NRCI and materials found in Dharavi. Impoverished children from the slums, girls and disabled children receive daily instruction based on an accepted early childhood curriculum, including personal hygiene, nutrition and English. This has created a cost-effective model of inclusion in the community. Research has shown big positive shifts in attitudes towards disabled children by all concerned. In the first six pilot Anganwadis 432 children were enrolled, 43 of whom were disabled. A capacity training model was developed for training anganwadi multi-purpose workers (two per setting), community workers and helpers. This was followed up with enrichment, therapeutic and education training. Parent meetings took place at all settings, complemented by focus groups to ascertain changes in attitudes. Parent education sessions were held to disseminate information. The views of individual parents were ascertained through door-to-door visits. A micro longitudinal study was carried out to discover whether children’s needs were being met and whether attitudes were changing. New tools were needed. Barriers to inclusion included the attitudes of professionals and fear of disability. Developmental scales were used for tracking changes in six areas: the motor, emotional, social, communication, creativity and functional skills needed for independence. An ecological curriculum using resources from the community was adopted. In the first six months of the pilot the disabled children showed a much greater range of developmental gain than the non-disabled children. There was also an overall decrease in barriers facing the disabled children. The key change in parents’ attitudes was that they became more satisfied with the school. The project was also successful in addressing negative attitudes. In households with disabled children there was a positive shift in how they valued them[footnoteRef:32]. [30:  Alur, M (1998). Invisible Children: A Study of Policy Exclusion, Viva Books, New Delhi.]  [31:  Alur and Rioux, 2004 Included: An Exploration of Six Early Years Pilot Projects for Children with Disabilities in India, National Resource Centre for Inclusion, Mumbai, India. https://www.researchgate.net/publication/265599013_Special_Education_Today_in_India ]  [32:  https://youtu.be/vCG8HZXxmZk?list=PLwI6nQoN43w2HAX5356toyOjfgB7Qp-CJ] 

c) Rwanda-Developing Support Centres from Special Schools[footnoteRef:33] [33:  https://youtu.be/dq_2XNDDpmA?list=PLwI6nQoN43w2HAX5356toyOjfgB7Qp-CJ ] 

The Rwandan Education Sector Strategic Plan (ESSP) 2006–2018 states that “some 10% of all students suffer from some form of disability”. Rwanda’s Special Needs Education (SNE) Policy reiterates this ten per cent figure and suggests this means around 175,205 learners could “have some degree of disability”. The Ministry of Education estimate their schools only have capacity to educate 0.5 % of disabled children or 1 in 200.
Handicap International’s work in Rwanda focuses on developing sustainable links between special centres for disabled children and local mainstream schools, in order to increase the inclusion of disabled learners in their communities and mainstream schools. The work recognises the resources and expertise within special schools and uses this to offer quality education for disabled learners through a wider range of options than just special schools. Handicap International has been raising the capacity of centres for children with profound and multiple learning disabilities to become resource centres for local schools trying to develop inclusive education approaches. The centres’ staffs have received management training and staff members at local mainstream schools have received disability awareness and teacher training. 
In addition to Handicap International, UNICEF had been supporting over 50 schools in Rwanda to become more child-friendly, in terms of teaching and learning methods, extra-curricular activities, school environment, etc. The government has embraced the concept as a key way to support learners with special educational needs, aimed to expand this approach to 400 schools nationwide by 2012, and has made child-friendly principles the standard for all primary schools (of which there are more than 2,000).
.Some of these focus specifically on disability issues and include: 
• District annual strategic plans, and periodic mapping for learners with special educational needs; 
• National and district co-ordination of responses regarding mainstreaming vulnerable groups;
 • Itinerant teachers supporting clusters of schools; 
• District level special health and social workers; 
• Undertaking assessment and placement work, and introducing a scheme for providing material support to help children with special educational needs; 
• Orientation towards learners’ special educational needs for all educators and inspectors. Handicap International’s work in Rwanda focuses on developing sustainable links between special centres for disabled children and local mainstream schools, in order to increase the inclusion of disabled learners in their communities and mainstream schools.[footnoteRef:34]. [34:  Lewis, I (2009). ‘Education for Disabled People in Ethiopia and Rwanda’, Background paper for EFA Global Monitoring Report 2010, UNESCO https://silo.tips/download/education-for-disabled-people-in-ethiopia-and-rwanda ] 

D) Mpika, Zambia: Using child-to-child methods [footnoteRef:35] [35:  https://youtu.be/dq_2XNDDpmA?list=PLwI6nQoN43w2HAX5356toyOjfgB7Qp-CJ ] 

In the Mpika Inclusive Education Programme, there were only a small number of teachers who had inclusion training. The teachers were used to meeting regularly to share experiences and solve their problems, both within individual schools and between clusters of schools. With the support of the teachers responsible for providing in-service training, the teachers have gained confidence in their own expertise and have developed their own locally appropriate solutions. Previously, they relied on specialist teachers to work with children identified as having special educational needs and disabilities. 
In Mpika, there is a strong history of teachers communicating health education messages through child-to-child methods and of these activities being incorporated into maths, English, geography and social science lessons. In the mid-1990s they began to use the same methods to explore community attitudes to disability. Children were asked to conduct a community survey to identify out-of-school children and find out why they stayed at home. This was very successful in raising awareness and encouraging children who would otherwise have stayed at home to attend school. As a result, teachers in Kabale primary school, 600 kilometres from Lusaka, the capital, have radically changed their style of teaching. This has paved the way for the inclusion of children with learning difficulties. When the school opened in 1966 it had 40 children and one teacher. Today, because of increased job opportunities in the area, it has almost 2,000 children and 40 teachers. The school is a resource centre for the child-to-child programme. Staff members are encouraged by the school administration to promote children’s participation in their own learning and the equal participation of pupils, parents and teachers in education, using the following strategies:
• Introducing children to their rights and responsibilities;
• Co-operative group learning and problem solving;
• Encouraging pupils to question traditional sources of knowledge;
• Evaluation of the learning process by both pupils and teachers;
• Involving pupils in decision-making;
• Putting a strong emphasis on gender equality;
• Encouraging parents to participate in their children’s learning[footnoteRef:36]. [36:  https://youtu.be/3TThKNQYfOI?list=PLwI6nQoN43w2HAX5356toyOjfgB7Qp-CJ ] 

The combination of these approaches has encouraged ownership of the school by the community – an essential part of the inclusive process.
As these changes were being introduced, the Ministry of Education, with donor support, arranged for a small unit for children with learning disabilities to be built at Kabale school, without prior consultation with the staff. There was to be a specially qualified teacher who would teach five children in the unit. Meanwhile the child-to-child programme had identified 30 children with learning disabilities who had been excluded from school. There followed a difficult period of negotiation, but the school succeeded in taking in all 30 children. The co-operative methods of teaching and child-to-child methodology enabled them to be taught with their peers. Gradually, the unit has been transformed into a resource centre used by all the teachers. The ideas developed at Kabale have been shared with 17 schools in the surrounding district and regular meetings are held at which teachers share their experiences. Kabale’s success in raising academic standards, attendance rates and including children with learning disabilities has become a model[footnoteRef:37]. [37:  Susie Miles (2000), Enabling Inclusive Education: Challenges and Dilemmas,  EENET, Manchester  http://www.eenet.org.uk/theory_practice/bonn_2.shtm 
] 

e) Zanzibar Inclusion in Action
A push for inclusive education began in Zanzibar after education officials visited Lesotho and were inspired by the changes shown in the Lesotho education system.  The Ministry of Education and Vocational Training (MoEVT) has adopted an inclusive education policy and at the moment is developing guidelines for the implementation of the policy. This work is supported by CREATE. 
The MoEVT has also changed the name of the Special Needs Education unit to the Inclusive Education unit. The Ministry has incorporated inclusive education into its new Policy Statement (2006) and plans to extend the programme to a further 20 schools in 2008 and this will continue on a rolling basis in future years. Teacher training capacity will be increased as will the Inclusive Education Unit.
From the outset Zanzibar’s inclusion plans were a co-constructed effort between North and South.  The initial partners included the Zanzibar Association for People with Developmental Disabilities (ZAPDD ), NFU (Norwegian Association for Persons with Developmental Disabilities) and the Ministry of Education and Vocational Training (MoEVT) , with funding from the Norwegian youth organisation “Operation Day’s Work”.  Today there is even more evidence of international co-construction.   As The efforts in developing inclusive education and youth development in Zanzibar are now continuing through support from, NFU, NORAD, the MoEVT is collaborating with SIDA, Sight Savers International, UNESCO, CREATE (USAID), and WHY (World Homes for Youth), and several other actors – local as well as international[footnoteRef:38]. [38:  https://www.youtube.com/watch?v=cuZad2RB56E&list=PLwI6nQoN43w2HAX5356toyOjfgB7Qp-CJ&index=8 ] 

The project started in 2004, and the initial pilot period was over in 2006. The first steps were to create awareness about inclusive education. Out of the 100 schools, 20 pilot schools were selected, based upon the following criteria: 
1. Schools already including students with disabilities 
2. Schools who had a negative attitude towards inclusion 
3.Schools who had special units 
4.Schools who had a positive attitude towards inclusive education 
The project was evaluated and proved viable, and a consolidation phase was recommended prior to expansion. A specialist team has assessed 528 students, 162 of whom were diagnosed as having a disability. By the end of 2006, assistive devices (glasses, tricycles, etc.) were provided to some of the students. 180 textbooks for maths, English, Kiswahili, social sciences and natural science were translated into Braille for schools in Zanzibar in 2006.  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. Particularly important was the inclusion of children with learning difficulties and the vocational training for young adults with learning difficulties. The partnership with government, parents and DPOs was very successful. This project has now been scaled up to 20 more schools with the potential for  another20.
The project produced a series of video-programmes with three main objectives:[footnoteRef:39]  [39:  Programme 1: introduction to ZAPDD   https://www.youtube.com/watch?V=jbdkraiwinu 
Programme 2: foundations of inclusive education https://www.youtube.com/watch?v=6u9vof-w1hk ] 

· To raise awareness of inclusive education in Zanzibar among schools, families and people with disabilities.
· To document the methods used in the pilot project on Inclusive Education and Youth Development in Zanzibar.
· To produce practical tools for schools to assist with the consolidation and expansion of Inclusive Education in Zanzibar.[footnoteRef:40] [40:  Inclusive Education in Low Income Countries (2014) Mariga, McConkey and Myezwa https://www.eenet.org.uk/resources/docs/Inclusive_Education_in_Low_Income_Countries.pdf ] 



f) Oriang, Rachuanyo, Kenya: Developing an Inclusive Environment [footnoteRef:41] [41:  https://youtu.be/DBKwsrZkDzE?list=PLwI6nQoN43w2HAX5356toyOjfgB7Qp-CJ ] 

Leonard Cheshire International (LCI) 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 disabilities (mainly low vision, physical disabilities, epilepsy or learning disabilities). A few of them have hearing difficulties. Many children have intellectual impairments caused by malaria and lack of access to treatment. Over 700 disabled children have been included more recently. Since 2007, the project has been extended to 300 schools in Kisumu Province. The project was successful and is being replicated across the province and acted as a model for other pilots in Uganda, Botswana and Malawi. 

The project has achieved changes because parents of children with disabilities have positively accepted their children and parents who do not have children with disabilities are now willing to let their children mix with disabled children. Despite the poor infrastructure, parents and siblings are making sacrifices, even carrying their severely disabled children to school on their backs in some cases, 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. The committee has been trained in community project management. Using child-to-child principles the project has been able to disseminate key messages to pupils and community members through participatory theatre, story-telling, music and poetry. 

In terms of resources and materials, 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:42] [42:  EENET, Newsletter No. 6, 2005, orpatieno@yahoo.com , personal communication and Leonard Cheshire (2009)] 


f) South Africa
White Paper No 6 followed intensive consultation in the wake of the fall of Apartheid and identified a strategy of providing a more equal and inclusive approach for all.
Some of the major provisions of White Paper No. 6 included:
• The qualitative improvement of special schools for the learners with severe difficulties (Level 5) that they serve and their phased conversion to resource centres that provide professional support to neighbourhood schools and are integrated into district-based support teams.
• The overhauling of the process of identifying, assessing and enrolling learners in special schools, and its replacement by one that acknowledges the central role played by educators, lecturers and parents.
• The mobilisation of out-of-school disabled children and youth of school-going age. 
• Within mainstream schooling, the designation and phased conversion of approximately 500 out of 20,000 primary schools to full-service schools, beginning with the 30 school districts that are part of the national district development programme to accommodate moderate impairments (Level 4 learners). 

[image: vlahalla-1]• Within mainstream education, the general orientation and introduction of management, governing bodies and professional staff to the inclusion model, and the targeting of early identification of the range of diverse learning needs and intervention in the foundation phase (accommodating children with mild impairments level 1-3).
[image: M-Masana-1]• The establishment of district-based support teams to provide a co-ordinated professional support service that draws on expertise in further and higher education and local communities, targeting special schools and specialised settings, designated full-service and other primary schools and educational institutions, beginning with the 30 districts out of 85 that are part of the national district development programme. In the full service schools, school based support teams are also developed. Some Provinces have moved to set up more full service schools such as Mpumalanga where there are more than 150.

• The inclusion model focusing on the roles, responsibilities and rights of all learning institutions, parents and local communities, highlighting the focal programmes and reporting on their progress. 

[bookmark: _Toc69501123]Developing Inclusive Education in South Africa Films[footnoteRef:43] [43:  https://youtu.be/KBj60Qr3c9Y?list=PLwI6nQoN43w2Q6HmHao8a3SFbC7i8Ae83 ] 

In 2008 World of Inclusion filmed in 10 primary schools in 4 provinces in South Africa. These films showed good practice in the full service schools we were directed to by the Ministry of Basic Education and they have since been used for training teachers. However the Ministry provided funding, but we found the provinces decided where it should be spent and it appears a good bit of this was diverted to special schools, the special schools which were meant to be converted to resource bases just grew their numbers. This has meant that the proportion of children with disabilities in school has increased, but these are mainly in special schools. The biggest problem with the change required to transform the South African education system is that it left the medical model deeply entrenched and the categorizing system of professionals trained under apartheid largely intact All of this has led to there now being an estimated 600,000 disabled children not in school. Despite these initial errors, the reform measures recently put in place are leading to a flowering of inclusive practice in certain mainstream schools but not all.

g) UK Inclusion working?  
In the England in the 11 years since the Conservative Government was elected with a pledge against the ‘bias to inclusion’, the implementation of semi privatising schools to academies, narrowing the curriculum and increasing high stakes testing, less pupils and students with high level needs are in mainstream and more are in special schools. The proportion of children/young people with a Statement/Education Health and Care Plan in mainstream has gone down from 61% to 48%. There are still 1.1 million disabled children with mild to moderate support needs in mainstream schools. However, much of the good practice at developing inclusion developed in the previous 20 years from 1990 to 2010 has been lost.[ If you wish to see this practice visit  http://worldofinclusion.com/v3/wp-content/uploads/2014/01/RAP-document-with-youtube-links.pdf  for 5.5 hours of good practice in 41 schools, filmed in 2003]
For the above reason World of Inclusion reached out to find continuing examples of good practice of inclusion and made the following 4 films.
Wroxham Primary School, Hertfordshire  https://youtu.be/NL-Y9L3U6gY 	
Emmerson Green, South Gloucestershire   https://youtu.be/w4B4CGopmZw  
Priestnall Secondary School, Stockport , https://youtu.be/ggMUiQ58-xk 
Eastlea Secondary, Newham https://youtu.be/cAAoWGi3AKk 

h) Inclusive Education in New Brunswick, Canada
The population of New Brunswick is approximately 760,000 and is currently one of the poorest provinces in Canada. Education is a provincial matter so is controlled by the Government of New Brunswick. The New Brunswick education system is also bilingual and is split into 7 school districts. Parents have the right to choose which course of learning they want for their child. Each School District is managed by a Superintendent who has a number of responsibilities including the day-to-day operation of schools, the District budget, oversight of the district performance report and the placement of students. The education system in New Brunswick covers elementary, secondary and post-secondary education. New Brunswick provides for 12 years of free education from 5/6 years through to 18 years.. The 7 school districts in New Brunswick are also responsible for the implementation of policy and provincial curriculum[footnoteRef:44].In 1986, the Government introduced the New Brunswick Education Act, better known as “Bill 85” to change the Schools Act. Bill 85 not only legislated for inclusive education, but also outlawed the segregation of Disabled pupils and students. [44:  Source Making inclusion “normal” Comparing the development of inclusive education in Finland and New Brunswick, Canada Fellowship Report 2019 | Tara Flood https://www.wcmt.org.uk/sites/default/files/report-documents/Flood%20T%20Report%202018%20Final.pdf] 


In New Brunswick inclusive education was clearly articulated in 2009 as follows: “a pairing of philosophy and pedagogical practices that allows each student to feel respected, confident and safe so he or she can learn and develop to his or her full potential. It is based on a system of values and beliefs centred on the best interests of the student, which promotes social cohesion, belonging, and active participation in learning, a complete school experience, and positive interactions with peers and others in the school community. These values and beliefs will be shared by schools and communities. Inclusive education is put into practice within school communities that value diversity and nurture the well-being and quality of learning of each of their members. Inclusive education is carried out through a 
range of public and community programs and services available to all students. Inclusive education is the foundation for ensuring an inclusive New Brunswick society.”












As part of the planned closure of the special schools across New Brunswick, some teachers from special schools and/or special classes within mainstream schools were transferred into the mainstream school system to support regular teachers who until then had little experience of working with disabled pupils and students. This had mixed success because despite a commitment from the government prior to and after the passage of Bill 85 to provide training on inclusive practices, this commitment started to fade in the early 1990s, as schools struggled to realise inclusion and instead students experienced different degrees of integration. So in 2013 Policy 322 was introduced to set out and clarify “the requirements to ensure New Brunswick public schools are inclusive”.[footnoteRef:45] [45:  https://www2.gnb.ca/content/dam/gnb/Departments/ed/pdf/K12/policies-politiques/e/322A.pdf  ] 


Policy 322 helpfully re-defines schools and places of education as “‘common learning environments”. The Common Learning Environment is: “an inclusive environment where instruction is designed to be delivered to students of mixed ability and of the same age in their neighbourhood school, while being responsive to their individual needs as a learner, and used for the majority of the students’ regular instruction hours” (Policy 322). According to Section 6 of Policy 322 it is the responsibility of all school personnel to ensure that the common learning environment is: — enabling each student to participate fully in a common environment that is designed for all students. It is appropriate for the student’s age and grade, is shared with peers in their neighbourhood school, and respects learning styles, needs and strengths; — a common environment where student-centred learning principles are applied (e.g., Universal Design for Learning, learning outcomes, instruction, assessment, interventions, supports, accommodations, adaptations and resources); — giving consideration to accommodations and implements them in a timely manner.
To assist schools to develop the confidence and skill to embed UDL, School District Education Support Services have been set up to support school based staff by: COACHING – CO-TEACHING – INTERVENTION . 

[image: Diagram of school based ESTs. further description given in paragraph below]

School based ESTs are staffed by Resource Teachers all of whom are qualified teachers with additional training in inclusive teaching practice. The diagram above shows that the majority of time of the Resource Teachers is supporting other teachers which is resource intensive, but over time changes the whole approach in the school to disabled students. (Further description of the diagram: a central pie chart showing 25% of their time Focus on Student Support (Provide direct intervention for students, meet with school EST Team members, Co-teach and collaborate); 15% of their time Focus on Planning and Personal PL (prepare for services provided, continue to build personal expertise, administrative duties) and the remaining 60% of their time focused on building teacher capacity ( Coach: Observe, model, co-planning, Co-teaching, Reflection; Collect and Analyze Data; Support PLCs).

Changing the law in New Brunswick (“Bill 85” in 1986) to outlaw segregation and create the framework and resources for inclusion to happen has essentially been the ”game changer” and I am in no doubt that such action would be required in any country for an education system to be fully inclusive. The publication of Policy No.322 in 2013 following the Strengthening Inclusion, Strengthening Schools review is particularly helpful in terms of offering guidance to schools and parents on building inclusion capacity. It is particularly interesting that Policy 322 doesn’t mention disability. According to Gordon Porter this is because “the assumption is that all kids go to their local school and they are served.”
“Today, thanks to inclusion and diversity in our schools, children barely see difference. They just see people, and when they’re adults, they’ll be prepared for a diverse world where everyone has the right to belong. Hopefully, in 20 or 30 years debates about inclusion will be a thing of the past and schools, workplaces, and community events will be inclusive as a norm” – Kayla, parent.

Universal Accommodations for Students (table)

	Manipulatives
	Provide tactile / kinaesthetic activities

	Dark lined paper
	Adjusted expectations for length of assignments

	Raised line paper
	Written directions read to student

	Large print materials
	Test outline & preview provided

	Calculator
	In-school study programme

	Classroom FM system
	Extra time for project completion

	Seating arrangements
	Prioritise homework assignment

	Near rather than far point copying
	Reduced number of assigned questions

	Photocopied notes
	Alternate format to written assignments

	Key words & phrases only
	Study broken into several short slots

	PC for note taking
	Quiet, individual or same group setting

	Mind mapping support
	Adjusted test format in lieu of essay

	Point form notes
	Provisional assessment accommodations

	Copy of teacher’s notes
	Access to PC/laptop & assistive IT

	Outline provided for all projects
	Practice test provided or example given on test

	Extra set of text at home
	Blank visual organiser with test

	Mnemonics (memory prompts)
	Extra time (usually time and a half or double)

	Strategy cards (step by step direction)
	Word choices provided for fill-in-the-blank questions

	Emphasise visual presentations
	Teacher selects key questions

	Monitor attention (signal systems)
	Portfolio of work as evidence of learning/knowledge

	Frequent activity breaks
	Reduced reading level materials

	Division of long silence into parts
	Simplified directions



The Universal Accommodations comprise teaching methods and equipment that allow teachers to have a very flexible approach for students, removing many barriers commonly experienced by disabled students. Beyond this there would still be a need to make individual reasonable accommodations within a school system based on the values of all children belonging. Inclusion in education is not a fixed state but a journey of finding what works for children with different needs so they can maximise their learning and social inclusion.
British Columbia has not had any state special schools since 2000. See 5 interesting films on developing Inclusive education.[footnoteRef:46] [46:  Episode 1 Bridging the Divide https://youtu.be/XT0n5uTSjyY
Episode 2 Forging Friendships https://youtu.be/vTxm5Rx36F8
Episode 3 Learners in Progress https://youtu.be/xVfUseGt5IY
Episode 4 Teaming Up https://youtu.be/f-5poIBv44E
Episode 5  Power to Parents https://youtu.be/1mH0LIOfwhw] 

10.6 Having viewed the filmed/written examples of inclusion working across different Commonwealth countries suggest 5 practical solutions with at least one at a national, regional and school level and say why you think these are effective ways of developing inclusive education for disabled students.
[bookmark: _Hlk68474220][bookmark: _Toc69501124]viii. Views from Global Summit 2019, UNESCO Global Monitoring Report[footnoteRef:47] and the way forward [47:  UNESCO Global Monitoring Report (2020) Inclusion and Education https://en.unesco.org/gem-report/ ] 

In a paper for the summit in September 2019, UNESCO analysed what progress we are making globally on achieving inclusive education for disabled children.[footnoteRef:48] The report warns about just taking thinking and practices from the Global North to the Global South. [48:  UNESCO 2019  Inclusive education for  persons with disabilities – Are we making progress? https://unesdoc.unesco.org/ark:/48223/pf0000370386/PDF/370386eng.pdf.multi] 

“When discussing the barriers that prevent large numbers of children in the global South from accessing quality inclusive education, care must be taken not to ignore the impact of the long term negative economic impact of colonisation and fall into the trap of the “monolithic assumptions underpinning the current discourse around disability in the South, where representations of the lives of persons with disabilities are commonly constructed as backward, victims of society, neglected or hidden away”.. “Such representations allow for the perpetuation and legitimisation of discourses which then call for the liberalisation and emancipation of disabled people in the South on the basis of the ‘enlightened’, ‘civilising’ work of Northern scholars and agencies”. Further, “discourses of inclusive education, which continue to be influenced by traditional special education ideologies from the global North and appropriated by the South have the power to undermine or subvert the inclusive education agenda in contexts shaped by neo-colonialism.” 

Although challenges are many, there has been extensive progress over the past 25 years in finding contextually relevant responses to improving access to education for the millions of marginalised children with disabilities in countries of the South. Policy makers, researchers and practitioners have learnt from practical and culturally relevant lessons on the ground “which do not always follow the models developed in wealthier and individualistic societies which promote competitiveness, meritocracy and school segregation, under the argument of academic excellence”. There is a call for replacing the dominance of the centralised and professionally dominated service system with a community vision which relies on communities to find their own solutions and “seeks to provide every citizen, no matter how fallible, with the opportunity to participate as a political equal with other citizens in   the process of community decision making and neighbourhood-building”. 

The Report goes on to identify contextual opportunities and challenges in resource poor countries which often do not have a regressive structure of ‘special educational needs ‘ which is based on a deficit model of viewing the issue in the disabled child’s impairments rather than in societal barriers which can change. The challenges they face can be grouped into:

a. Attitudinal and behavioural barriers One of the most significant obstacles in relation to inclusive education is the prevalence of negative attitudes towards disabled adults and children. Such attitudes can be found among a wide range of stakeholders, including teachers, parents, community members, government representatives and even children themselves. These attitudes often translate into negative behaviours at all levels from homes and communities to schools and at national level in terms of policy making.
i. These can occur in the family and can be effectively challenged and changed by working with parents through Community Based Rehabilitation.
ii. In school and can be tackled by Disability Equality Training delivered by disabled equality trainers for staff and wholeschool approaches, which demonstrate where such prejudicial thinking leads and developing empathetic approaches amongst peers.
iii. At national level where radio, television and poster campaigns have been shown to make a real difference (Article 8 UNCRPD). Policies in line with Article 24 from Government need to be argued for in the public domain.

b. Physical and environmental barriers The physical safety and comfort of children should be a major priority in all schools in order to make learning accessible. Although inclusive education advocates that all children should be able to attend and benefit from school, irrespective of individual differences, there are physical and environmental barriers that often prevent disabled children from being included. These include difficult terrain and poor quality of access roads, distances that children travel to school and lack of transportation. Natural environmental barriers (e.g. animals, rivers, floods, etc.) were also reported as preventing disabled children from going to school. If they do make it to school, accessibility within school becomes an issue, because few schools comply with the principles of universal design, water and sanitation facilities are poor and there are many physical elements at school that make it difficult to access learning in classrooms with their non-disabled peers. Lack of classrooms further results in large class sizes and overcrowding. The evidence highlighted that a multi-sectoral approach is essential, with transport being one aspect, but health, finance and justice also being of importance. Engaging with schools, communities and parents themselves is needed to better understand the challenges as well as solutions for physical access. This includes the role of School Management Committees (SMCs) and including disabled pupils in the SMCs or parents of disabled pupils. These were previously not considered in the absence of disabled children attending school. Physical infrastructure requirements for introducing assistive technology have also become critical in recent years, with a focus on the availability of connectivity and electricity in schools. This is a huge challenge in resource poor countries and in remote areas and is often coupled with a lack of technical maintenance capacities.

d. Screening, identification and assessment Appropriate screening, identification and assessment can facilitate inclusion through improved understanding of specific needs. However, there is no systematic assessment in developing countries that results in actionable steps to provide reasonable accommodations in the classroom, as opposed to identifying specific needs to aid inclusion. Similarly, where education assessment resource centres exist, they often assess learners for the purpose of referring them for medical interventions and subsequent segregated placement. In developed countries assessment more often focuses on deficiencies rather than potential. Assessment of learning outcomes is also problematic as disabled learners (especially learners with intellectual or learning disabilities) are often excluded from external national exams and do not have access to reasonable accommodation measures. The consequence is that they often leave school early because they do not experience meaningful learning and progress. It is essential that medical and other professionals who carry out assessment understand the paradigm shift from barriers within person to within the system and know the range of accommodations that can be achieved within the cost environment they operate in.

e. Curriculum and Pedagogical barriers A lack of awareness and technical knowledge within education ministries responsible for designing school curricula can lead to the implementation of particularly inflexible approaches that do not cater for the needs, potential and interests of disabled children. In order to create a curriculum that allows for universal design for learning and can adapt to the individual needs of all children, attitudes among key decision makers in the government, teacher training institutions and curriculum bodies at the national level must change. 
One of the critical weaknesses in national teacher education policies and programmes in almost all contexts is the near total absence of core modules in initial teacher education for all teachers to understand the reasons for learning breakdown and how to address barriers to learning and participation for all children. One critical aspect is also that ‘inclusive pedagogy’ is rarely adopted as an overall approach, but subject-based didactics is still prevailing. Programmes such as UNESCO South East Asia have demonstrated how all teachers can be effectively trained to be inclusive pedagogues.[footnoteRef:49]  [49: UNESCO 2004-9 Embracing diversity: toolkit for creating inclusive, learning-friendly environments https://unesdoc.unesco.org/ark:/48223/pf0000137522] 

UNESCO Toolkit for Creating Inclusive Learning-Friendly Environments Booklet 1 Becoming an Inclusive Learning-Friendly Environment This booklet explains what an inclusive, learning-friendly environment is and how it can be created. 
Booklet 2 Working with Families and Communities to Create an ILFE explains how important families and communities are to the process of creating and maintaining an inclusive learning-friendly environment, as well as how to involve parents and community members in the school and children in the community. 
Booklet 3 Getting All Children in School and Learning lists the barriers that exclude rather than include all children in school and describes how to identify children who are not in school and deal with barriers to their inclusion. 
Booklet 4 Creating Inclusive Learning-Friendly Classrooms describes how to create an inclusive classroom and why becoming inclusive and learning-friendly is so important to children’s achievement. It explains how to deal with the wide range of different children attending one class, and how to make learning meaningful for all. 
Booklet 5 Managing Inclusive Learning-Friendly Classrooms explains how to manage an inclusive classroom, including planning for teaching and learning, maximising available resources, and managing group work and co-operative learning, as well as how to assess children’s learning. 
Booklet 6 Creating Healthy and Protective ILFE suggests ways to make your school healthy and protective for ALL children, and especially those with diverse backgrounds and abilities. 
Specialised Booklet 1 Positive Child Discipline in the Inclusive Learning Friendly Classroom. The lack of skills in handling disciplinary problems leads many teachers to physically or verbally abuse their students. The booklet suggests some ideas about how head teachers, teachers and other caregivers can use positive discipline techniques to create a learning-friendly environment. It focuses on abolishing corporal punishment and presents positive discipline tools. 
Specialised Booklet 2 Practical Tips for Teaching Larger Classes. When teachers perceive the class as large, there is a tendency to fall back on traditional teaching by rote learning rather than child-friendly methods. This booklet demonstrates ways of teaching larger classes. 
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.

f. Policy barriers (including lack of data) Policy making tends to be incoherent and inconsistent across government departments.  In many cases, separate policies for mainstream and special education are formulated by different ministries. For example, the line management for disabled children in many countries is the ministry of social welfare or the ministry of women and children, rather than the same education ministry that deals with education for all other children (in Bangladesh education of children with severe disabilities is managed by the Ministry of Social Services). This lack of inter-ministry collaboration and alignment of services and budgets poses a major barrier to sustainable inclusive education. Even when, on paper, a reasonable policy that supports inclusive education is in place, in many cases it is simply not implemented because of lack of data to inform implementation plans and the total absence of a dedicated budget. If budgets are made available, these are still mostly to sustain existing segregated special schools and settings. There is also often a lack of genuine commitment to the basic principles of universal primary education and the right to education for all children irrespective of individual differences.

g. Lack of data Education planning should be strengthened through evidence gathered through research. All efforts should make it clear that successful inclusion relies on many components (school, community, family etc.) which need to be combined to ensure meaningful inclusion, and quality learning for disabled children. There is also a huge lack of capacity in using the data available, for example in the Education Management and Information Systems (EMIS). Schools might collect data but this data is not used in schools or at provincial and national planning levels. Difficulties in collecting education data in general poses a major barrier.

[bookmark: _Toc69501125]ix. The Global Disability Movement and Inclusive Education.
During the negotiations at the United Nations Ad Hoc Committee to develop a treaty on the Rights of Persons with Disabilities (2001/2006) one of the most contentious issues was inclusive education. Initially a choice between special and mainstream was put forward, but this was argued against by disabled delegate as an abuse of human rights. Some disabled organisations especially representing Deaf, Blind and Deafblind argued vehemently for the choice position. But this was lost on three votes. However, the final text of Article 24 suffered from these different points of view and was only rectified in General Comment No 4 from the UNCRPD Committee 10 years later. The position in the General Comment is unequivocal about Inclusive Education. International Disability Alliance (IDA) has been working on how to achieve Sustainable Development Goal 4 (SDG4) – ensure inclusive and equitable quality education and promote lifelong learning opportunities for all – in compliance with the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD), especially respecting its Article 24 on the rights of all learners with disabilities. In March 2020 IDA published the outcome [footnoteRef:50].The report is more nuanced addressing some of the issues about adherence to special schools, especially for the sensory impaired that have been reported in the Country Observation of the UNCRPD Committee. A critical message of this report is that ‘an inclusive education system is the only way to achieve SDG 4 for all children – including children and youth with disabilities – whomever and wherever they are…’ ‘Inclusive education requires an educational transformation, which is unachievable if it is considered an add-on to existing education systems rather than a basis for educational transformation. The report aims to inform education sector stakeholders of the priorities agreed by the disability rights movement, and to equip disability activists and their allies with essential messages and recommendations to unify and strengthen advocacy towards effective and accelerated reforms of the education sector. Building this consensus was not an easy task; therefore, this report is aimed at explaining how inclusive education can be implemented’. [50:  What an inclusive, equitable, quality education means to us: Report of the International Disability Alliance March 2020  https://www.internationaldisabilityalliance.org/news-inclusive-education-2020
] 


Points to emphasise from the consensus International Disability Alliance (IDA) reached on inclusion are: 
‘Enforcement of non-discrimination and Zero Rejection policies are implemented where Zero Rejection policies state explicitly, in part, that no child is refused access to their local school because of their disability.
Significant investments (human, social and financial) are made in recruiting and training qualified teachers, including disabled teachers, who can provide inclusive and quality learning for all learners; Teacher education and curriculum reforms incorporate the principles of Universal Design for Learning, including equal access and participation; Significant investments (human, social and financial) are made in the accessibility of needed infrastructure, materials for teachers, students and parents, curricular and extra-curricular activities, and systems for engaging parents and the community, including the provision of assistive products and technology, and in the training of their use; Well-resourced support services are made available at all levels, to assist all schools and all teachers in providing effective learning for all students, including those with disabilities; Special schools and other segregated settings are progressively phased out, while key human resources and knowledge assets are converted into support services for equal access, participation and inclusion by inclusive institutions, such as schools, colleges and community-based support centres; A diversity of languages (including sign languages, tactile sign languages) and modes of communication (easy-to-read, Braille, etc.) are used throughout the system. Priority is given to teachers who are already fluent in their use (i.e., teachers who are deaf) with adequate support provided to ensure all teachers have opportunities to develop fluency;  Some learners – with and without disabilities – may choose to attend an inclusive school or educational institution away from their community to benefit from quality support and services not yet offered in their community (e.g. bilingual education, braille instruction). Because of their critical role in language acquisition for children who are deaf or deafblind, deaf schools that provide an inclusive bilingual education in a national sign language(s) (visual and tactile) must be maintained and promoted as part of an inclusive education system.  Inclusive bilingual education for learners who are deaf or deafblind involves teaching using the national sign language(s) (including tactile sign language) and teaching the country’s written language and the teaching of sign language and Deaf culture. Deaf schools that are not yet providing inclusive bilingual education will be supported in their transition into inclusive bilingual sign/national language schools. These bilingual schools can be open to children and youth who are deaf or deafblind and others wishing to learn and/or use sign language; Phasing out special education settings is going to require civil society to engage with education systems in different ways, to support new practices. In particular, DPOs will have new roles to play within schools (and systems): becoming advisors, providing expert advice to professionals; becoming mentors and role-models for disabled children and youth, supporting  regular schools to welcome and ensure the participation of children and youth with disabilities’.  

Whilst the IDA analysis presents a way forward, caution is needed. IDA argue that specific impairment DPOs should provide the advice to schools and governments on impairment specific adjustments. CDPF think it much better that cross-impairment DPO Councils or coalitions provide this support and advise drawing on the wealth of experience from their members to cover the full range of impairments. The IDA approach is likely to lead to separate silos, with some groups such as psycho-social left out, rather than full disability equality. CDPF also think that the retention of special schools while they transition to inclusive schools is a dangerous strategy, as the evidence shows they take the extra resources offered and remain an expanded version of themselves. Experience shows the management and accountability measures need to be changed for this transition to be successful.

Conclusion Several research studies in recent years have explored how best the dynamics in classrooms can change so that teachers’ actions reflect the core values of inclusive education, which could be seen as (1) valuing student diversity, (2) supporting all students, (3) working with others and (4) personal professional development. Lani Florian eloquently pleads for fundamental pedagogical change in which “thinking about learning as a shared activity where a single lesson is a different experience for each participant encourages a shift in thinking away from teaching approaches that work for most learners existing alongside something ‘additional’ or ‘different’ for those (some) who experience difficulties, and towards one that involves providing rich learning opportunities that are sufficiently made available for everyone, so that all learners are able to participate and feel they belong”. [footnoteRef:51] In addition, General Comment 4 states that “teachers need practical guidance and support in, among others: the provision of individualized instruction; teaching the same content using varied teaching methods to respond to the learning styles and unique abilities of each person; the development and use of individual educational plans to support specific learning requirements; and the introduction of a pedagogy centred around students’ educational objectives”. [51:  Florian, L (2019). On the necessary co-existence of special and inclusive education, International Journal of Inclusive Education, 23:7-8, 691-704. Available at:doi.org/10.1080/13603116.2019.1622801  ] 


What Can be Done  at School Level: Possible Solutions 
* The community can build/alter school-build ramps, widen and improve toilets, whiten walls.
* Turn desks round into work tables and get students to peer support. Mix groups carefully.
* Inclusion training in the community to get all children to school.  
*Train all teachers in the District on an aspect of inclusion and how to make resources to access the curriculum for learners with different impairments. 
*Link with a University to train all teachers on inclusion involving action research in school, accredit and remunerate those successful.
*Ensure all students and staff know where prejudicial attitudes come from, how to challenge them and include knowledge of the history and treatment of disabled people in their curriculum. 
*Teachers develop child centred approaches and adjust their practice to enrich each child.
* For students vulnerable to dropping out or exclusion build strong peer support. 
* Make films of good practice in similar situations and promote.[footnoteRef:52] [52:  Many more ideas and examples in Implementing Inclusion A Commonwealth Guide to Implementing Article 24 of UNCRPD 2012, Commonwealth Secretariat http://worldofinclusion.com/v3/wp-content/uploads/2014/01/Implementing-InclusiveEducation-promo-copy1.pdf ] 


At Government Level: Possible Solutions
· Legislate to end segregation and that such anti-discrimination covers all aspects of education
· Develop District Resource bases and District Support Teams supporting schools to become more inclusive
· Fund removing physical barriers and transport in the school and surrounding areas
· Ensure all have access to Early Years education in Inclusive settings
· One Ministry in charge of education and training of all disabled children and students
· Have flexible approach to curriculum and assessment
· Trust teachers to develop necessary accommodations with peer support
· Involve parents and the community in developing inclusion/ challenging stigma
· All trainee teachers have to pass compulsory inclusive education modules
· Ensure all teachers and school staff have in-service training on inclusive education values and methods
· Ensure teachers with specialist training on inclusion
· Develop Educational Management Systems as illustrated here in Fiji and tie additional funding to data.

Inclusion for all and the inclusion of disabled children ‘Reaching towards fulfilment of SDG4 is reaching towards fulfilment of the CRPD. The learning crisis cannot be addressed without addressing the education of disabled children and other vulnerable populations. While inclusive education is a right of ALL children, here we argue that focusing on education reform that aims  at  ensuring  disabled children participate  in  inclusive  education  is  a  good  starting  point  from which to promote education reform that leads to inclusive education for ALL. Only by improving the entire system for ALL children can the quality of children’s lives –including the lives of disabled children be improved. The CRPD has led to changes in the lives  of  many  disabled children and  moving  from  complete invisibility  to  segregated  settings  has  been  an  important  advancement,  having  led  to  access  to  health, rehabilitation services and basic  skills  education, albeit  in segregated  settings,  in  some  countries.  In other countries it has led to the negotiation of the placement of many disabled children, as  well  as  the reallocation  of  spaces  and  resources  (human  and  financial),  from  more  to  less  segregated  settings.  But progression from exclusion to segregation and integration is not  acceptable, or  sufficient,  and  it  is  not  a form of inclusion.  

Political will, an adequate and CRPD-compliant legislative framework, funded implementation plans, enforceable monitoring and evaluation procedures, are governmental responsibilities, regardless of the level of decentralization. However, the enactment of inclusive education takes place at the local level, within communities and schools. Thus, each and every person has a part to play in enacting inclusive education and fulfilling children’s right to education’. [footnoteRef:53]  [53:  Inclusive education: Children with disabilities Paula Hunt UNESCO GEM 2020 https://unesdoc.unesco.org/ark:/48223/pf0000373662/PDF/373662eng.pdf.multi] 


Impact of COVID -19 has been dramatic, leading to 1.6 billion children at home during lockdown. ‘Building Back Better’ must take account of experiences learned in the Pandemic. A survey by Swabhiman in Odisha, India found of 387 disabled school students only 56% (220) were continuing lessons on smartphone or laptop and 44% (167) had dropped out or would not continue with studies. In a wider study, including other Indian states and parents and teachers, the priorities for supporting disabled children were identified as: finding ways of giving more individual support, making greater effort for learning materials to be accessible, giving more support on using smartphones, tablets and laptops, providing them for those on lower incomes and giving more support at home in terms of scribes, interpreters and reads.[footnoteRef:54]  [54:  Swabhiman, 2020 Covid-19 Response Report https://commonwealthdpf.org/swabhiman-india-covid-19-response-report/] 


The approach taken in this Policy Paper has been to focus on the inclusion of disabled children and students[footnoteRef:55] highlighting the importance of challenging disabling attitudes and barriers from the DPO perspective. Close collaboration between Disabled People’s Organisations, Government, Schools, Teachers and Parents will ensure we empower rising generations of disabled people, making a reality of the slogan ‘Nothing About Us Without Us’. The best way to include disabled children and students is to find all the children in the neighbourhood/district, enrol them and tackle the barriers with ingenuity and enthusiasm backed by positive Government Policies and funding based on a high proportion of public [image: Joseph a young man with learning difficulties with his arms round 2 of his support workers who had just helped him complete a person centred planning tool-PATH( see behind him) in Nottingham.]spending on Education. [55:  This is based on Social model thinking which distinguishes between our loss of function or impairment and the disablement that results in barriers based on oppressive ideas. Therefore whatever our impairment we are united as disabled people in fighting our common oppression.] 
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C. Future Implementation Strategies Inclusive Education
i) Build up a statistical profile of the education of disabled children in your country if it exists :-a) numbers in mainstream primary & secondary schools b) numbers in special schools, c) numbers of disabled students in tertiary education. As an alternate, if your country has reported to the UNCRPD Committee initially or periodically, some data on this may be on the country reports found on the (https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/TBSearch.aspx?Lang=en&TreatyID=4&DocTypeID=29  )
ii) Based on what has been found out in i) Develop a strategy for moving to Inclusive education in your country by 2030.
iii) Develop a strategy for implementing the above policy. Include who you will enlist in the campaign:- a) families and parents b) teachers and their organisations c) university teacher training departments d) school students e) human rights organisations f) the public through the media g) politicians and philanthropists. For each, develop a brief of your arguments for why they should support the campaign.
iv) Find out about the curriculum and assessment methods used in your country. In consultation with education professionals, make proposals for curriculum and assessment methods that are inclusive.
v) Identify the common barriers in schools that prevent disabled students being included. Draw up a plan and campaign to remove these barriers, including mobilising the community to make buildings accessible and equip them with reasonable accommodations.
vi) Draw up a plan for district support centres staffed by inclusion experts, who can peripatetically support the development of inclusive practice in schools in the District. Develop a campaign to fund and implement this.
[bookmark: _Hlk68474484]vii)  Inclusion requires empowered disabled young people. Develop materials, lesson plans and curriculum input based on the lived experience of disabled people in your local DPO and deliver this to students and teachers in your local schools. Following this, enlist students, teachers and families around the primary school to welcome disabled students and solve problems so they can be successfully included. 
[bookmark: _Toc69501126]Appendix A Progress in Commonwealth countries on Inclusive Education, illustrating both the barriers and the way forward to develop a fully inclusive education system.
India Key highlights of a UNESCO commissioned expert report[footnoteRef:56]  [56:  UNESCO 2019 ‘‘State of The Education Report For India 2019:Children With Disabilities” https://unesdoc.unesco.org/ark:/48223/pf0000368780] 

To be published annually, the 2019 report is the first of its kind published by UNESCO New Delhi and highlights accomplishments and challenges with regards to the right to education of disabled children. 
-Based on extensive research of national and international documents of reference, it provides comprehensive and detailed information on the current state of education of disabled children.
-It mentions that at present, three-fourths of disabled children at the age of 5 years and one-fourth between 5-19 years do not go to any educational institution. The number of children enrolled in school drops significantly with each successive level of schooling.
-The report took into account the 2011 census, according to which there are 7,864,636 disabled children in India constituting 1.7 percent of the total child population. (This is very likely to be a gross underestimate as Washington Group questions are not used which usually get a much higher percentage).
-It states that the number of children enrolled in school drops significantly with each successive level of schooling. There are fewer disabled girls than disabled boys in schools.
-The report said, a large number of disabled children do not go to regular schools but are enrolled at the National Institute of Open Schooling (NIOS) and are effectively home educated. This is an unacceptable statutory get out clause contrary to the UNCRPD.  
-The attitude of parents and teachers towards including disabled children into mainstream education is crucial to accomplish the goal of inclusive education.
-The development of inclusive practices requires flexible curriculum and availability of appropriate resources. Different frameworks for curriculum design can be adopted to develop a curriculum that is both universal and suitable to adaptations. Accessibility to physical infrastructure, processes in the school, assistive and ICT technology and devices are essential resources.
-It also mentions that the RTE Act 2009 and the RPWD Act 2016 have helped create a comprehensive legal framework for inclusive education. However, there remain a few ambiguities in terms of where disabled children should study and who should teach them; and gaps in terms of appropriate norms and standards applicable to all educational institutions and services provided to disabled children and an absence of a coordinated authority that can enforce the norms and standards.
-India’s 2016 Rights of Persons with Disabilities Act translated the CRPD principle into the national context and established a right to inclusive education. However, it introduced ambiguity and the possibility of segregation, stating ‘every child with a benchmark disability should have access to free education in an appropriate environment…in a neighbourhood school, or a special school of his choice’. The Kerala state law on the right to education referred to special schools and the possibility of home-schooling children with severe and multiple impairments.[footnoteRef:57] [57:  UNESCO Central and Southern Asia fact sheet-2020 GEM Report.] 

Mithu Alur, a veteran Indian parent campaigner for inclusive education wrote 8 years ago and despite the 2016 Act her words still resound today. [footnoteRef:58] [58:  Mithu Alur The Hindu 3rd Dec 2012 The https://www.thehindu.com/opinion/op-ed/not-by-ramps-and-toilets-alone/article4156933.ece] 

“Today is International Day of Persons with Disabilities. After 40 years of service in the field, I look back on what has prevented millions of disabled people from entering the mainstream. What kind of system is it that has made them invisible, illiterate, unemployed and the most marginalised of groups among the poorest of the poor? What is it like to be disabled in India? My answer is that there has been no serious political intent to build a cohesive system. Sadly, but unquestionably, a person who is born disabled in India faces a raw deal. Across the world there has been a sea change. With international declarations, acts of Parliament, codes of practice and guidelines, there is a road map for a disabled person on how to operationalise laws that grant him/her a decent life and how to prioritise implementation within a time frame. Accountability and strong punitive action against noncompliance provide good safeguards. But in India, what there is instead is a chaotic framework. Faulty, entrenched laws, structural and conceptual barriers; a lack of convergence and of robust disaggregated data (we don’t know where disabled people are; what their needs are); an over-reliance on non-governmental organisations (NGO) — it suits the Planning Commission’s budget — delivering piecemeal micro-level service; political apathy and indifference under the mistaken belief that disabled people are not vote-catchers, have no political constituency and have no voice in Parliament. All these have left at least 100 million people excluded. Is it a surprise then that 50 per cent of children with disability are illiterate?”
New Zealand an Inclusive Education System[footnoteRef:59] “Since 1989, the New Zealand education system has undergone extensive reforms to become one of the most devolved systems in the world. The extent to which the educational situation in New Zealand complies with the ten features of inclusive education: vision, placement, curriculum, assessment, teaching, acceptance, access, support, resources, and leadership has been analysed and come to the conclusion that with all of these criteria New Zealand performs at a high level. There are 4.4 million mainly European inhabitants (71.2% European, 14.1% Maori, 11.3% Asian, 7.6% Pacifica, 2.7% other (and 5.4% not stated) , and 2,532 schools.  All are reviewed every three years by the Education Review Office (ERO) to check standards set by Government, but the Boards of Trustees employ staff and ensure equality and the curriculum offer in a decentralised system. Since 1989 the direction has been towards inclusion. Disabled children at the primary and secondary school levels have two main provisions, centred on the degree of needs children have for support to manage the New Zealand Curriculum. Those with the highest level needs comprise 3% of the school population who receive support under four programmes: (1) Ongoing and Renewable Resourcing Scheme (ORRS) (1% of all children), (2) Behaviour Initiative, (3) Communication Initiative, and (4) School High Health Needs. Students with moderate to high level needs are supported by six programmes, including (1) Resource Teachers: Learning and Behaviour (RTLBs), (2) Special Education Grants, and (3) Moderate Physical, Hearing and Vision Support.  [59:  David Mitchell (2016) Inclusive education strategies in New Zealand, a leader in inclusive education http://eha.ut.ee/wp-content/uploads/2016/10/7_02a_mitchell.pdf] 


Legislation, as in Brazil, proved very important to create a disposition towards inclusion. The Human Rights Act 1993 states that it is unlawful for an educational establishment, or the authority responsible for the control of an educational establishment, or any person concerned in the management of an educational establishment or in teaching at an educational establishment – a) to refuse or fail to admit a person as a pupil or student; or b) to admit a person as a pupil or a student on less favourable terms and conditions than would otherwise be made available; or c) to deny or restrict access to any benefits or services provided by the establishment; or d) to exclude a person as a pupil or a student or subject him or her to any other detriment, – by reason of any of the prohibited grounds of discrimination [which includes disability].  

The ERO in 2010 found approximately 50% of the surveyed schools demonstrated inclusive practices, another 30% had ‘pockets of inclusion’ and the remaining 20% had few inclusive practices. Subsequently, the Government developed a policy to promote the achievement, participation, and presence of children with special education needs in every mainstream school (Ministry of Education, 2010[footnoteRef:60]). In a 2014 follow-up in 152 schools, ERO found that 75% of schools were mostly inclusive, close to the Ministry of Education’s target of 80%. According to 2014 data on school enrolments in New Zealand, of the students making up the 1% categorised as having high needs, only 33.5% of them were being educated in special schools. The remaining 66.5% were placed in regular schools in special classes or regular classes. This means 99.7% of school students are in mainstream classes. Films of Inclusive Education in New Zealand give a good insight into what is going on.[footnoteRef:61] [60:  Ministry of Education (2010). Success for all − every school, every child: Building an inclusive education system. Wellington. Retrieved from http://www.education. govt.nz/assets/Documents/School/Inclusive-education/SuccessForAllEnglish.pdf ]  [61:  https://www.youtube.com/watch?v=Qteslr5HKUA 
https://www.youtube.com/watch?v=KQviRrQ1w78 ] 


They are supported to access the curriculum by the  Ministry of Education. New Zealand has a single curriculum, in contrast with some countries which have separate curricula for mainstream students and for those with special educational needs. Of particular relevance to inclusive education, The New Zealand Curriculum includes the following as one of eight guiding principles: ‘The curriculum is non-sexist, non-racist, and non-discriminatory; it ensures that [all] students’ identities, languages, abilities, and talents are recognised and affirmed and that their learning needs are addressed’ (Ministry of Education, 2007). Students with ‘high or very high needs’ (a term preferred to ‘disability’) are those who have been determined to ‘require intervention from specialists and/or specialist teachers for access to the New Zealand Curriculum, and/or adaptation of curriculum content’ (Ministry of Education Eligibility Unit, 2004 ). As of 2014, these students comprised 1.1% of the total school population. It is envisaged that they need varying degrees of adaptation to curriculum content, ranging from total adaptation of all curriculum content to significant adaptation to most curriculum content, as specified in their Individual Education Plans. The Assessment is adapted in two ways. Firstly, assessments with accommodations involve making changes to the assessment process, but not the essential content. Accommodations include alterations to the setting, timing, administration and types of responses in assessments. Secondly, alternate assessments are defined as assessments “designed for the small number of students with disabilities who are unable to participate in the regular State assessment, even with appropriate accommodations. They refer to materials collected under several circumstances, including: teacher observations, samples of students’ work produced during regular classroom instruction, and standardised performance tasks.” Teaching is adapted and teachers trained and supported by specialist teachers to do this, buildings receive grants to make them accessible and the overall emphasis is to bring resources to support the disabled students in mainstream where they are largely accepted. The result is a system wide trajectory that is highly inclusive. This said there are mounting criticisms based on accountability, lack of mandatory training and SENCOs and funding and the independent ERO is carrying out a review, but the building blocks are well and truly in place.[footnoteRef:62] [62:  2018 https://educationcentral.co.nz/inclusive-education-where-are-we-going-wrong/] 


What about the rest of the Global South?
The recent UNESCO Global Education Monitoring Report; Inclusion and Education All Means All ( 2020)[footnoteRef:63] identifies that 42% of Sub Saharan countries have a legal policy of inclusion for disabled students, 10% integration, 45% combination special and mainstream and 5% segregated only (Fig2.2). Many of these are Commonwealth countries. The Report gives a profile of some.  [63:  2020 https://unesdoc.unesco.org/ark:/48223/pf0000373718/PDF/373718eng.pdf.multi] 


Bangladesh is not behind other developed countries in enacting laws and declarations in favour of inclusive education, but a lack of resources is the main barrier in implementing inclusive education. Special education and integrated education models exist in Bangladesh. The difference is that almost all school age children with disabilities in developed countries such as Australia are in education, whereas, 89% of children with disabilities are not in education in Bangladesh. Bangladesh has in recent years been operating one of the largest primary education systems in the world for a low income country. Net enrolment is at 98.7% with gender parity (1.02) and a rapid growth in pre-primary schools. However, behind the statistics of 20 million children attending 85,000 state primary schools, there are many groups who have been excluded, and 20% do not complete elementary education. It has been left to NGOs to plug such as BRAC informal schools , Nilphamari/ Leonard Cheshire Disability and  Bangladesh Protibondhi Foundation operating reverse inclusion in its special schools.[footnoteRef:64]   [64:  2017 https://www.allfie.org.uk/news/inclusion-now/inclusion-now-47/inclusive-education-bangladesh/
] 


Ghana’s 2015 inclusive education policy framework envisages transforming special schools into resource centres to assist mainstream education while maintaining special units, schools and other institutions for students with severe and profound impairments. Special schools were expected to cooperate with mainstream schools accommodating children with special education needs, work closely with assessment centres for periodic screening and diagnosis and ensure that their staff were trained in the centres. The policy went beyond physical accessibility and incorporated basic values promoting participation, friendship and interaction (Ghana Ministry of Education, 2015). An analysis in Accra, argues that, despite steady progress and a comprehensive and policy framework, disabled students must perform the same tasks within the same time frame as thier non-disabled peers, occupy desks placed far from the teachers and are often punished by teachers for behavioural challenges, moreover teaching is not differentiated.[footnoteRef:65] [65:  UNESCO GEM 2020 Sub Saharan fact sheet Bit.ly/2020gemreport ] 


Kenyan disabled students attend special schools, integrated schools and special units within mainstream schools targeted at those with hearing and visual impairments, intellectual disabilities and physical disabilities. The 2018 sector policy for learners and trainees with disabilities extends education provision in mainstream schools. It recognizes special schools’ pivotal role in the transition towards inclusive education and relies on education services provided by existing arrangements, as well as home-based education, especially for those with severe disabilities and in vulnerable circumstances. Currently, 1,882 primary and secondary mainstream schools provide education for students with special needs (GEM Report Education Profiles).

Malawi has taken a twin-track approach. Children and youth with severe disabilities are educated in special schools or special needs centres, while those with mild disabilities are mainstreamed. The Education Sector Implementation Plan II aims to strengthen inclusive education in all schools to avoid segregation. 2017–21 National Strategy on Inclusive Education covers all children likely to be excluded from and within the education system, and its 2015–19 National Education Plan endorses an inclusive approach, referring to children and youth who have been marginalized or excluded, such as girls, children with disabilities, people living in remote villages and those from poor households.  Special schools at each education level are being transformed into resource centres, as specified in the 2007 National Policy on Special Needs Education (GEM Report Education Profiles).

Nigeria Missionaries began segregation in the 1970s and governments later followed suit. The 2004 education policy formalized public special schools. While inclusion was affirmed for various learner groups, separate interventions led to segregated education provision. The 2017 National Policy on Inclusive Education tries to harmonize modalities to provide a unified system. It plans to realize inclusive education by rehabilitating and upgrading special schools to serve as resource centres catering for the needs of people with disabilities and training teachers on inclusion (GEM Report Education Profiles). Most state government-run special schools target one or two impairments. Enugu state supports three schools as special education centres integrating disabled and non-disabled children. Lagos state set up a few inclusive primary schools, providing trained teachers and materials for children with disabilities in same or separate classes. Poorer states have only one or two special schools, which provide both boarding and day services. In Kaduna the  civil  society  under  the  umbrella  of  the  Open  Government  Partnership  (OGP)  have  been supporting  and  pushing  for  implementation  of  national  and  state  IE  policies.  The DFID Programme  ECP-PERL (Engaging Citizens Pillar –Partnership to Engage Reform and Learn) have also been working with the Ministry of Women’s Affairs and Social Development and the Network Of People With Disabilities to advocate for policy implementation. This led to the conduct of town hall meetings in all the 23 LGAs in Kaduna for citizens to make their input to a new inclusive education policy. Participants at the IE meetings included disabled people, women, children, parents, religious and traditional leaders, seasoned educationists, law enforcement agencies etc. The new IE policy supports mainstreaming of disabled children into regular schools and creating better education access for marginalized girls and boys (Alma Jiri, street and nomadic children). Kaduna’s IE policy also makes specific provision to meet the educational needs of children with Albinism. The policy has been reviewed in order to domesticate the national IE Policy, confirming that Kaduna is already implementing key national policy provisions. Cost-free education for girls in Kaduna is being supported through cash transfers for parents who send girls to school (supported by GPE). The state government has also introduced a scholarship fund for girls and people with disabilities. Kaduna has accessed the Universal Basic Education Intervention Fund for educational equity and transformation to fund:·
· purchase of educational support materials (teaching and learning) for children with disabilities, along with white canes, braille machines and tricycles,
· training of teachers from inclusive schools on braille and sign language, 
· infrastructural modification of inclusive schools, 
· support to special schools for infrastructure.
An initiative supported  by ESSPIN (Education Sector Support Programme in Nigeria, funded by DFID in collaboration with Nigerian Federal Government), to  train  mainstream  school  teachers  in  sign  language  for  Deaf-friendly mainstream  classes has  been  continued.  Teachers in inclusive mainstream schools are selected for training, based on their motivation and positive attitude towards children. The head of the Kaduna school for the Deaf (an internationally supported NGO school) delivers a four-day disability-inclusive  practice training  course  to these  teachers,  assisted  by  hearing  and  visual  impairment  experts from  the  school.  The training covers attitudes to disability, enabling teachers to express their worries about being asked to teach disabled children, and building their confidence to work with disability. Teachers are also trained in using sign language, Braille, and active learning techniques to engage a range of learners.[footnoteRef:66] [66: Helen Pinnock 2020 Inclusive education in Nigeria: policy progress weakened by financing UNESCO https://unesdoc.unesco.org/ark:/48223/pf0000373665/PDF/373665eng.pdf.mult ] 


Pakistan The Disability Act 2014 introduced admission quotas for disabled students at all educational levels. Tertiary education institutions are asked to provide admission test exemption, age limit relaxation, fee concessions and appropriate examination modes.[footnoteRef:67]A recent survey in 2 provinces (Punjab  and  Sindh) suggests 15.5 % of children are disabled and of these 70% are in mainstream education, 10 % are not in school and 14% attend special schools. The main issues in the implementation of IE in Pakistan are unclear definitions, lack of a systems-thinking; non-existent or limited official categories for vulnerable groups, cultural and economic constraints, lack of awareness and data gaps pertaining to vulnerable groups in the country. Despite this, many of these problems are tractable through research, legislation and policy planning and are being increasingly discussed in the context of inclusive education. The  Benazir  Income  Support  Programme  (BISP), launched in 2008, is the government’s flagship social safety net program for the chronically poor families to meet their basic needs. It has reached out to almost 6 million beneficiaries through evidence based surveys and through systematic identification: increase enrolment of children in schools for primary education, improve school attendance by the children, and decrease school dropout rates. Since its launch in 2012, the program has achieved significant milestones which include primary school enrolment of 2.2 million children in 50 districts and disbursement of Rs 8billion at Rs250/US $1.7per child per month. In addition to its ongoing projects, BISP plans to expand the social safety net to include ‘persons with disabilities’. However since education was delegated to the provinces from National Government some states are making progress. The Punjab Education Foundation (PEF) launched a ‘Punjab Inclusive Education Project’ in seven districts of the province through its Public Private Partnership mechanisms.  By 2016, PEF had provided free quality education to 1251 disabled children in 194 partner schools in seven selected districts of the province. Additionally, an Inclusive Voucher Program was initiated in PEF Partner Schools in seven districts of the province from 2015-16 to 2017-18 for identification and screening, provision of assistive devices, teachers’ training and provision of enabling infrastructure for disabled children.[footnoteRef:68] [67: UNESCO  Central and South Asia fact sheet 2020 Gem Report]  [68:  I D A R A-E-T A L E E M-0-A A G A H I   P U B L I C ( I T A ) 2020 reviewing the Status of Inclusive Education in Pakistan: Where do we stand? https://unesdoc.unesco.org/ark:/48223/pf0000373669/PDF/373669eng.pdf.multi] 


South Africa has introduced inclusive schools to develop ‘cultures, policies and practices that celebrate diversity, respect difference and value innovation and problem-solving’. Known as ‘full-service’ schools, in the sense that they cater for the full range of learning needs, they are also expected to support neighbouring ordinary schools (South Africa Department of Basic Education, 2010). A National Education Excellence Award for the Most Improved Full-Service School was introduced in 2014 (South Africa Department of Basic Education, 2016). A school that received the award counted school-based support teams; institutionalized screening, identification, assessment and support; curriculum differentiation; direct learner support; and collaboration with the community as factors of success. Goal 26 of the 2015/16–2019/20 Five Year Strategic Plan seeks to increase the number of schools that effectively implement the inclusive education policy and have access to centres offering specialist services. The most recent annual report does not provide an update on this goal but mentions the appointment of Transversal Itinerant Outreach Team Members in provinces (South Africa Department of Basic Education, 2019).

United Republic of Tanzania Itinerant teachers also work in some rural regions providing teacher and student support, with a focus on adaptation and material preparation for visually impaired learners. They are trained, managed and overseen by Tanzania Society for the Blind and employed by the government through district education offices. They are provided with a motorbike and associated recurrent costs. Itinerant teachers also perform vision screening, refer children to medical facilities and organize community sensitization and counselling. (p40)
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