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Explanation of terms

North and South

The terms ‘North’ and ‘South’ are used instead of ‘developed’ and ‘developing’ to refer to the
broad global differences in economic and political power. ‘Countries of the North’ refers to the
economically richer countries (e.g. Western Europe, North America, Australia/New Zealand,
members of the G8, and many OECD countries). These more neutral terms are used because
the terms ‘developing’ and ‘under-developed’ are derogatory; they ignore the high levels of
cultural richness and development existing in poorer countries.

The ‘South’ refers to countries in Asia, Africa, the Middle East , Eastern Europe, and Central
and South America that are substantially economically poorer. However, it is also recognised
that poverty exists within all countries, and so the meaning is not strictly geographical. These
terms are a generalisation, because in reality there is a vast diversity of culture and context
globally. Nevertheless, there is a major imbalance of power and economic resources in the
world, which needs to be acknowledged.

Inclusive education
Inclusive education refers to a wide range of strategies, activities and processes that seek to
make a reality of the universal right to quality, relevant and appropriate education.

« It acknowledges that learning begins at birth and continues throughout life, and includes
learning in the home, the community, and in formal, informal and non-formal situations.

« Itis a dynamic process which is constantly evolving according to the culture and context.

* It seeks to enable communities, systems and structures to combat discrimination, celebrate
diversity, promote participation and overcome barriers to learning and participation for all
people.

« All differences according to age, gender, ethnicity, language, health status, economic status,
religion, disability, life-style and other forms of difference are acknowledged and respected.

* Itis part of a wider strategy promoting inclusive development, with the goal of creating a
world where there is peace, tolerance, sustainable use of resources and social justice; where
the basic needs and rights of all are met.

« Itis about changing the system to fit the student, not changing the student to fit the system.
It locates the ‘problem’ of exclusion firmly within the system, not the person or their cha-
racteristics.

Persons with disabilities

The term ‘persons with disabilities’ is used instead of ‘disabled people’. Disability is an area
where language is subject to debate and change. Although the term ‘person with disabilities’ is
used in this book it is not the choice of the author, she would have preferred to use ‘disabled
people’ which is widely used in the UK, but the editorial team chose to use ‘persons with disa-
bilities’ as it follows the language of the UN Convention on the Rights of Persons with
Disabilities.



Preface

Aim, scope and perspective of this revised book

There is an ever-increasing amount of literature on inclusive education — a recent Internet search
revealed over 12 million results. Most still relates to Northern countries, although the literature
on inclusive education in the South is growing. It can take time to sort through this information
and make sense of it, particularly for readers seeking to gain an initial understanding of key
concepts. Inclusive Education: Where there are few resources aims to help these readers in the
following ways:

Aim

This book aims to provide a background and critical overview of key issues, concepts and
strategies in relation to inclusive education, that are relevant to situations where economic resources
and access to information is limited.

Level

It is for readers who are receptive to the idea of inclusive education, but want a more in-depth
understanding of its history and current context — what it is, how it can be planned for, what
problems/opportunities to look out for, and where to go for further information. It is not a
training manual and will not provide detailed information on classroom methodology.

Scope

In this book, inclusive education is understood as a process towards creating a system of
education that meets the needs of all, recognising that many different groups are currently
excluded. However, inclusive education has historically dealt primarily with children with
disabilities, and the need to focus on these learners continues to be highlighted here, as they
remain extremely vulnerable to exclusion. This book views inclusive education as encompassing
all forms of learning, from birth throughout life; and formal, non-formal, informal and alternative
approaches.

Perspective

Many opinions exist as to the meaning of inclusive education and how it can be applied in
practice. No single definition or explanation is agreed upon by everyone. This book gives an
overview of the main debates and different opinions, but ultimately presents the conclusions
and perspective of the author.

Revised edition

Many readers found the 2002 edition useful, so this edition is an updated and expanded version,
rather than a radical re-write. It offers more examples and references to inclusive education in its
broadest sense — beyond disability, beyond formal schooling, and beyond childhood. It aims to
encourage a spirit of enquiry and critical thinking, by questioning common assumptions, and
highlighting pertinent topics and debates that may not be so popular. It now includes information
on the UN Convention on the Rights of Persons with Disabilities, and Education for All
monitoring reports. Finding examples of inclusive education beyond disability has remained a
challenge, so readers are encouraged to help fill any gaps by sharing articles, information and
examples with the Enabling Education Network (EENET) and the Atlas Alliance. | hope this
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revised edition offers food for thought and further debate. The issues at the heart of inclusive
education are as vast and complex as ever — in some ways this book may raise more questions
than it answers. | hope so. Happy reading!



Executive summary

Context and origins of inclusive education (chapters 1 and 2)

Education as a right for all children has been enshrined in international instruments since the
1948 Universal Declaration of Human Rights. The Education for All movement and subsequent
instruments have pointed out that particular groups are especially vulnerable to exclusion. Some
instruments highlight the particular rights of groups such as women, indigenous peoples and
people with disabilities. The right to be educated within the mainstream system, and not to be
discriminated against, is highlighted in more detailed instruments such as the Jomtien Declaration,
and the UN Convention on the Rights of the Child.

However, the right to education does not automatically imply inclusion. The right to inclusive
education was initially clearly stated in the Salamanca Statement and Framework for Action
which emphasised that schools need to change and adapt. The UN Convention on the Rights
of Persons with Disabilities established inclusive education as a legal right. The importance of
proper resourcing for inclusion is highlighted in the UN Standard Rules on the Equalization of
Opportunities for Persons with Disabilities and other disability documents. There is still a long
way to go before Education for All becomes a reality, and it will not work unless there is more
grassroots participation and effective allocation of resources. Poverty alleviation is a priority
along with other Millennium Development Goals. Education for All, and therefore inclusive
education, are development issues that will not progress unless simultaneous measures are taken
to reduce poverty.

Inclusive education has diverse origins and influences, which include: communities; activists

and advocates; professional-based movements (quality education, school improvement, school
effectiveness, special needs); international governmental and non-governmental agencies; and

he realities of the world situation and practical experience. Some influences are stronger than
others. All have a contribution to make, though they rarely work together. Grassroots perspectives
always need to be sought, but community and activist voices are often insufficiently listened to.
Inclusive education is not new; indigenous communities tended to be more inclusive before the
colonial era.

Understanding inclusive education (chapter 3)

Debates about the definition of inclusive education are important. There are many different
understandings and interpretations which can affect whether or not outcomes are successful and
sustainable. The key issue is that inclusive education is based on a rights and social model; the
system should adapt to the child, not the child to the system. The ‘twin-track’ approach is also
important, focusing both on changing the system and supporting learners who are vulnerable

to exclusion. A rights-based framework can be useful for pulling together key components of
quality education for all, but also has its challenges and tensions.

There is still confusion about terms such as special, integrated and inclusive education, main-
streaming and small units. These terms have different underlying values and beliefs, and thus
different consequences in practice. Chapter 3 addresses common misunderstandings.

Lessons learned from poorer countries in the South emphasise that inclusive education is not

11
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just about schools; it is much broader, encompassing a wide range of community initiatives

and alternatives to formal schooling, from birth throughout life. It can be seen as a movement
that upholds key values, beliefs and principles in relation to children, the essence of education,
diversity and discrimination, participatory processes, and resources. Many of these challenge
the status quo, but are necessary if society and development as a whole are to become inclusive,
and benefit all citizens. Inclusive education is an evolving concept. In the past it has focused

on learners’ characteristics or the location of learning, but is now moving towards concepts of
participation and power.

Putting ideas into practice (chapter 4)

Putting inclusive education into practice is often thought to be just about introducing specific
techniques and methods to enable individual children to learn. These methods have their place
and can provoke a deeper debate about inclusive education. But on their own, they will not lead
to appropriate, sustainable inclusive education programmes. Three key ‘ingredients’ are propo-
sed for developing inclusive education that can adapt, grow and survive in a range of contexts:

1. a strong framework — the skeleton (values, beliefs, principles and indicators of success)

2. implementation within the local context and culture — the flesh (taking account of the
practical situation, resource use, and cultural factors)

3. on-going participation and self-critical reflection — the life-blood (who should be involved,
how, what and when).

Together these three ingredients can produce a strong, locally appropriate, flexible and sustai-
nable education system that includes all children. There are many approaches and tools that can
help in implementing inclusive education. Examples are given in Section 4.5, including: analysing
barriers and opportunities; child-friendly checklists; image-based and action research; and the
‘gender lens’.

Opportunities and challenges, case studies and examples (chapters 5 to 12)

Chapter 5 presents a wide range of examples and more in-depth discussion on key issues. Policy
and resources can be seen as the ‘bones and the flesh’ of inclusive education, and examples

of overcoming barriers in these areas are given. Creating ownership and changing attitudes is
the life-blood of an inclusive education programme, and it is important to understand how to
combat the ‘cycle of oppression’. Participatory methodology is extremely useful in promoting
sustainable inclusive education. A range of examples is presented about: groups vulnerable to
exclusion; people making a difference; places providing challenges; and life stages, forms and
locations of education. Examples feature groups, apart from people with disabilities, who are
vulnerable to exclusion. Early childhood care and education, lifelong learning and alternatives to
formal schooling are also illustrated. The concluding chapter assesses how this book has responded
to questions raised in the Introduction, and what gaps remain.



Introduction

Inclusive education is increasingly promoted and supported, not just by a few passionate indivi-
duals and groups, but by UN agencies and governments globally. Yet confusion, misunderstan-
dings and differences of opinion remain, leaving many unanswered questions about theory and
practice:

Is inclusion a priority in education?

Is inclusion really about all marginalised/vulnerable/excluded groups, or is it mainly about
students with disabilities and addressing ‘special’ needs?

Is inclusive education an invention from the North being imposed on the rest of the world?

In what ways is inclusion linked to key challenges facing education, such as drop-out rates,
quality of education, enrolment of girls, rigid curriculum and lack of resources?

Does inclusive education really mean educating all children from a given community in the
same school building?

Is inclusive education the same as inclusive schooling?

What is the difference between inclusive education, integrated education and special
education?

Is inclusion really appropriate for everyone? How about children with severe or multiple
disabilities, and those who are deaf or deafblind?

Is there a ‘right’ way to do inclusive education? Is there a clear plan we can follow?

Is inclusive education practical, particularly in countries with few resources and many
challenges?

Isn’t inclusive education expensive? What does it cost? Can poor countries afford it?

If inclusive education focuses on changing the system, rather than focusing on individuals,
won'’t really vulnerable students and groups still be excluded and forgotten?

Is inclusive education still a useful concept? Isn't it covered by other concepts such as
‘quality education’, ‘Education for All’, and ‘rights-based education’? What are the differences?

Can ‘anti-inclusion’ attitudes and behaviours be challenged and changed?

There are so many educational initiatives and priorities — how important and relevant is
inclusive education?

Schools are already overloaded and facing pressure to achieve targets — doesn’t inclusion
make things worse?

It is healthy for such questions and challenges to arise. They help to keep all stakeholders
focused on finding ways to effectively, appropriately and resourcefully educate all citizens. The
following chapters contribute to these debates.

In Chapter 1, inclusive education is examined within the context of international instruments,
the Education for All (EFA) movement, and development generally. Issues and important state-
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ments relating to different marginalised and discriminated against groups are highlighted. This
provides a rights-based context for further discussion on inclusive education.

Chapter 2 moves from paper to practice, to look at where inclusive education has come from.
The role of the grassroots — communities and activists — is highlighted, as are the professional
and organisational influences and origins. North and South perspectives are explored.

Chapter 3 discusses different definitions and explores key concepts and approaches. It clarifies
common confusion between terms such as special, integrated and inclusive education, and ex-
plores the evolving debates around inclusive education, in its broadest understanding.

Chapter 4 offers guidance on how to facilitate inclusive education by suggesting ‘key ingredients
that are needed in order to plan a successful and sustainable initiative. Examples of approaches,
tools and frameworks are given.

Chapters 5 to 11 offer a wide range of examples and case studies, and explores some key issues
in more depth, such as creating ownership and changing attitudes. Chapter 12 assesses the ex-
tent to which this book has responded to the list of questions posed above. Finally, the annexes
and resource section provide material for further reading and practical use.

The following diagrams provide a quick overview of the particular understanding of inclusive
education that underpins this book. They show the difference between an individual model and
a social model approach to education.



Individual/medical/charity model:
the problem is located in the individual (integrated education, special education or exclusion)

Does not respond,

4 ) cannot learn e )
Has special Speaks the wrong
needs language
\ J
( )
Needs special Needs special
environment equipment
o J
Student
( \
as
Is different from problem Cannot get
‘normal’ children to school
. J
e N
Is too old/ Cannot
young ‘cope’
\§ J
Is too sick / poor / Has no need to learn
lives too far away (girls, young women)

Solutions: Fix or fail the child
They can only receive education if:

they can cope with other children
(not be put off by teasing, bullying)

they have special equipment
they have one-to-one support
they have a special teacher

they can follow the curriculum
they have a special environment

they are taught with special techniques
to meet their special needs

Figure 1: The individual model

we have extra resources for their
‘special’ needs

they can get to school and
communicate properly

they are separated out because they are
different

they are the ‘right’ age
they speak the national language.
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Social model:
the problem and solutions are located in the society and education system
(inclusive education — education for all)

- N No early childhood - \
Lack of overall education education provision, no .
strategy in the community provision for older Rigid methods,
—no links between learners rigid curriculum
different forms of education
\ J
e . 3
Prejudice and
Local languages not discrimination against
allowed or encouraged particular individuals or
groups
\ J
e . )
Negative stereotypes of SE)?SL:ZE;:'ZQ Inaccessible and
girls/women, and other problem: unwelcoming
marginalised groups Rigid, exclusive environments
\ system J

N

Lack of safety, hygiene and

privacy in environment and
sanitation facilities

Families and communities
not involved

Local resources not used
Lack of appropriate
teaching aids and
equipment

Teachers unsupported,
schools unsupported

Failure to learn seen as the

child’s problem Lack of, or poor quality,
Many drop-outs and training for teachers
repeaters

Figure 2: The social model

Solutions: Development of an inclusive education system
» collaboration between all stakeholders to develop strategy from birth throughout life

collaboration between different forms of education — formal, non-formal, alternative
community centres of learning meet actual needs of the whole community

listen to and involve all learners and marginalised groups in planning and implementing
identify, unlock and use resources in the community

produce aids and equipment from local low-cost materials



allocate resources to support the learning of all students

listen to teachers, offer support, promote team teaching, offer relevant practical training
» make environments accessible, safe and welcoming

* develop and implement policy to respond to diversity and combat discrimination

* develop child-to-child and peer tutoring approaches

« create links with community organisations and programmes: women’s groups, organisa-
tions of/for people with disabilities, minority ethnic groups, parents associations

* develop whole school approach — joint responsibility and problem-solving.

17
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Part 1

Why, where, what and how?
An overview of inclusive education

1. Why inclusive education? Setting the scene

1.1. The human rights and

development context

Education as a basic human right was enshrined
in the 1948 Universal Declaration of Human
Rights. It is also “crucial to tackling global
poverty, improving health...and enabling
people to play a full, active part in their com-
munities”" Inclusive education is, very simply,
a statement of everyone’s fundamental right
to access education and not be excluded. In
practice, many groups of people do not access
this right, so key international instruments
and development documents have spelled out
in more detail what it means to access educa-
tion rights. (See Annex 1.) Increasingly, it is
acknowledged that development cooperation
should reflect a human rights framework, and
therefore promote education for all in its fun-
ding and policy guidelines.?

“Everyone has the right to education.
Education shall be free, at least in the ele-
mentary and fundamental stages. Elemen-
tary education shall be compulsory.” The
Universal Declaration of Human Rights,
1948, Article 26

-

Children contribute their views at a school Board of
Trustees meeting in Fayoum, Egypt. The President
of the Board pays attention (Save the Children UK,

Egypt)

Yet “for 72 million children and 774 million
adults, that right is violated every day”.® Those
most vulnerable to exclusion from education
include: those living in poverty, remote rural
environments, slums, and conflict and refugee
situations; girls and women; indigenous
peoples; migrants; people from minority
language groups; working and street children;
those affected by HIV/AIDS and other health
conditions; people with disabilities — of all
ages.

The UN Convention on the Rights of the
Child — UNCRC (1989)

The UNCRC (see Annex 2) is the most rati-
fiedi* convention; only USA and Somalia have
not signed. It consolidates and goes further



than many previous conventions. Four general
principles underpin all other articles, including
those on education:

i) non-discrimination (Article 2), making
specific mention of children with
disabilities

i) best interests of the child (Article 3)

iii) right to survival and development
(Article 6)

iv) respect for the views of the child
(Article 12).

The UNCRC breaks new ground by stating that
children’s views should be taken into account.
Previous conventions only acknowledged the
rights of parents to choose their children’s
education. According to the Convention, States
should encourage secondary and vocational
education, “offer financial assistance in case of
need”, and make higher education “accessible
to all on the basis of capacity” (Article 28).
However, the importance of early childhood
education is not specifically mentioned. The
UNCRC monitoring committee affirms that
“All rights are indivisible and interrelated”. For
instance, while the provision of segregated
special education for a child with disabilities
may fulfil their right to education, it can violate
their rights to non-discrimination, to have their
views taken into account, and to remain within
their family and community.

1.2. Education for All:

The beginnings

In the decades following the Universal Decla-
ration, there was clearly still a large gap between
the ideal and the reality of achieving universal
education. In the 1980s, progress towards
universal education did not just slow down, in
many countries it reversed.® Education for all
was not going to happen automatically.

The World Declaration on Education for All
— formulated at the World Conference on

Education for All in Jomtien, Thailand, 1990
— tried to address some of these challenges.
Although the term ‘inclusion’ was not used,
several statements show the importance of

ensuring that people from marginalised groups

have access to education in the mainstream
system (see Annex 3).

» Jomtien re-stated that education is a basic
right for all people.

* It recognised that particular groups
were excluded and stated that “An active
commitment must be made to removing
educational disparities... groups should
not suffer any discrimination in access to
learning opportunities...”®

* It stated that “Steps need to be taken to

provide equal access to education to every
category of disabled persons as an integral

part of the education system”.’

» However, it did not clarify what was
meant by “integral part”, and does not
strongly advocate inclusive, as opposed to
segregated, education.

 Jomtien stated that learning begins at
birth, and promoted early childhood edu-
cation, plus the need to use a variety of
delivery systems, and to involve families
and communities.

1.3. Diversity and discrimination

in education

Several international instruments focus on the
rights of particular groups facing exclusion

or discrimination in society (see Annex 1).
Each incorporates statements about educa-
tion. Disability and special educational needs
are discussed separately in Section 1.4, as they
have a particular association and influence in
relation to inclusive education.

The Convention on the Elimination of All
Forms of Discrimination against Women
— CEDAW (1979)

CEDAW demands that States ensure “the
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elimination of any stereotyped concept of the
roles of men and women at all levels and in all
forms of education” and in particular, “by the
revision of textbooks and school programmes
and the adaptation of teaching methods”.®

The issue of stereotyping is relevant to many
other excluded groups, for example, indi-
genous peoples and people with disabilities.
CEDAW also highlights that equality should
be ensured from pre-school through to adult
education, and that equal opportunities and
access should be given to sports, physical edu-
cation, and information on health and family
planning.

ILO Convention Concerning Indigenous
and Tribal Peoples (1989)

“Education programmes and services for
the peoples concerned shall be developed
and implemented in co-operation with
them... and shall incorporate their histo-
ries, their knowledge and technologies,
their value systems and their further so-
cial, economic and cultural aspirations”.®

This pioneering convention emphasises the
following points that are highly relevant to
inclusive education:

» The importance of working with people
from marginalised groups is highlighted.

» The curriculum should respect and in-
clude their own knowledge, values, skills
and culture.

o |t states that people from indigenous and
tribal groups should be trained in the for-
mulation and implementation of policy,
and ultimately take full responsibility for
these programmes themselves.™

* Children should be taught literacy in their
own indigenous language, as well as the
national language.™

» People should be taught knowledge and
skills to promote social inclusion and
citizenship.'

» Efforts should be made to combat preju-
dice and to “ensure that history textbooks
and other educational materials provide a
fair, accurate and informative portrayal of

the societies and cultures of these peoples”.
13

1.4. Disability and ‘special

educational needs’

This book emphasises that inclusive education
is about responding to diversity in all its forms
and creating an education system to accom-
modate all. (See Chapter 3 for further discus-
sion on definitions of inclusive education.)
However, inclusive education has been, and
still is, widely associated with the inclusion of
people with disabilities, and with the concept
of ‘special educational needs’. It can be argued
that people with disabilities are the most uni-
versally excluded from education. Some agen-
cies estimate that 90 per cent of children with
disabilities are not accessing school.’ While
many factors contribute to this exclusion — not
least poverty and inaccessibility — prejudice

is frequently the root cause. The assumption
that people with disabilities are not full human
beings, and so are somehow the exception in
terms of universal rights, is common.

Disability groups have lobbied to ensure that
all human rights instruments specifically men-
tion people with disabilities and emphasise
their right to education, whatever the extent or
nature of their impairments. But even when
this right has been acknowledged, the type and
location of education remains hotly debated
—should it be through segregated special
schools, full inclusion in mainstream schools,
or some sort of combination. (See the chap-
ters that follow for further discussion of these
debates.)



The 2006 Convention on the Rights of Per-
sons with Disabilities (CRPD) breaks new
ground as the first international legally binding
instrument to specifically promote inclusive
education as a right. Three earlier documents
paved the way: the World Programme of Acti-
on (1982); the Standard Rules on Equalisation
of Opportunities for Persons with Disabili-
ties (1993);and the Salamanca Statement and
Framework for Action (1994). (See Annexes 4
and 5 for details.)

The Salamanca Statement and Fram-
ework for Action

This expresses some particularly core inclusion
concepts:

 Children have a wide diversity of
characteristics and needs.

e Difference is normal.
e Schools need to accommodate all children.

e Children with disabilities should attend
their neighbourhood school.

» Community participation is essential for
inclusion.

» Child-centred pedagogy is central to
inclusion.

* Flexible curricula should adapt to
children, not vice versa.

* Inclusion needs proper resources and
support.

* Inclusion is essential to human dignity and
the enjoyment of full human rights.

* Inclusive schools benefit all children
because they help create an inclusive
society.

* Inclusion improves the efficiency and
cost-effectiveness of the education
system.

One paragraph in Article 2 provides a particu-
larly eloquent argument for inclusive schools:

“Regular schools with this inclusive
orientation are the most effective means
of combating discriminatory attitudes,
creating welcoming communities, build-
ing an inclusive society and achieving
education for all; moreover, they provide
an effective education to the majority of
children and improve the efficiency and
ultimately the cost-effectiveness of the
entire education system.”'®

The Convention on the Rights of Per-
sons with Disabilities

“States Parties shall ensure an inclusive
education system at all levels.” (Article 24.
See Annex 6 for the full text.)

The drafting of the CRPD was a challenging
yet inspiring process. Civil society, and people
with disabilities in particular, played a central
role. The article on education elicited strong
and opposing views in line with the special
versus inclusive education debate (which will
be elaborated on in the following chapters).
Yet, in the words of disabled activist and
inclusive education campaigner Richard Reiser,
“the negotiators succeeded in shifting the
position on education from one of a choice
between segregated or mainstream education,
to the right to attend inclusive primary and
secondary schools”.'® By demanding that
states ensure an inclusive education system,
the onus is clearly placed on the system to
become inclusive, rather than on the individual
to be included — a shift from a medical model
to a social model approach.
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Janet Latha, a visually impaired itinerant teacher,

reading at home in India (Sight Savers International)

Article 24 — key points

* Children with disabilities can access an
inclusive, quality and free primary and
secondary education on an equal basis
with others in the communities in which
they live, and no person with a disability
can be excluded from the general edu-
cation system on the basis of disability.

 People with disabilities should receive the
support they need within the general
system which should offer “reasonable
accommodation” of the individual’s require-
ments: “effective individualised support
measures are provided in environments
that maximise academic and social
development, consistent with the goal of
full inclusion”.

» States should ensure that disabled
people can learn Braille, alternative scripts,
augmentative and alternative forms of
communication, orientation, mobility
training, sign language and have access to
peer support and mentoring. The linguistic
identity of the deaf community should be
promoted.

e For those who are blind, deaf and

deafblind, education must be delivered in
environments which maximise academic
and social development (allowing the
possibility of segregated education).

 Teachers with disabilities and those trained
in sign language and/or Braille should be
employed, and training of all staff and
professionals should incorporate disability
awareness.

* People with disabilities should have equal
access to lifelong learning (including
tertiary and vocational education).

The fact that inclusive education has been
formally promoted as a right in a disability
convention, rather than a general education or
human rights convention, creates a challenge.
Some argue this holds back inclusive edu-
cation from moving beyond its association
only with disability. It can be very helpful from
the perspective of campaigners for disability
rights, but ultimately inclusive education needs
to be established as a right within mainstream
education and human rights domains.

1.5. Education for All: The reality

The World Education Forum, Dakar,
Senegal

This conference was convened in 2000 to pre-
sent the evaluation'” of the Decade of
Education for All begun at Jomtien — though
it was known in advance that the EFA goals
had not been realised. Over 117 million chil-
dren still had no access to school. The Dakar
conference was heavily criticised by international
non-governmental organisations (NGOs) for
being donor-led and simply shifting the dead-
line for the EFA goals from 2000 to 2015. (See
Annex 7 for more details and a critique.) The
term ‘inclusive’ was used at Dakar.
Governments and other agencies pledged
themselves to:



“Create safe, healthy, inclusive and equi-
tably resourced educational environments
conducive to excellence in learning with
clearly defined levels of achievement for
all.”8

The Dakar Framework for Action also states:

“...In order to attract and retain children
from marginalized and excluded groups,
education systems should respond flexi-
bly... Education systems must be inclu-
sive, actively seeking out children who
are not enrolled, and responding flexibly
to the circumstances and needs of all
learners.”1°

Six goals for meeting the learning needs of all
children, youth and adults by 2015 were also
developed at Dakar:

1. expand early childhood care and
education

2. provide free and compulsory primary
education for all

3. promote learning and life skills for young
people and adults

4. increase adult literacy by 50 per cent

5. achieve gender parity by 2005, gender
equality by 2015

6. improve the quality of education.

Education for All Global Monitoring
Reports

Regular, comprehensive reports have been
produced since 2002. Some have focused

on general progress across all six EFA goals,
others on specific issues like gender, quality,
literacy, and early childhood care and educati-
on. The 2008 report, Education for All by the
Year 2015: Will we make it? outlines progress
made and challenges still remaining. Despite

overall increases in primary school enrolment
and some improvements in gender parity,?°
major challenges are still highlighted:

Early childhood care and education pro-
grammes are not prioritised nor reaching
the poorest and most disadvantaged
children.

There are large differences between the
types of populations who participate in
primary education. Children from poor,
slum, indigenous and disabled populations
are systematically disadvantaged. Non-for-
mal education was highlighted as the main
route to learning for many such groups.

In poorer countries, adult literacy increa-
sed slightly, but 23 per cent of adults
(mostly women) are still illiterate.

Gender equality has not been achieved.
Sexual violence, unsafe and unsanitary
environments, stereotyping and preju-
dice within school text books and envi-
ronments continue to alienate girls and
women.

Very poor school infrastructure, and a
global teacher shortage continue.

The report states that, as an international prio-
rity, “policies must focus on inclusion, literacy,
quality, capacity development and finance”.?’
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1.6. Poverty reduction and
development

Outdoor classroom, Mkuranga, Tanzania
(Silje Handeland, NFU)

The Dakar Framework for Action highlights
that without accelerated progress towards
EFA, nationally and internationally agreed tar-
gets for poverty reduction will be missed, and
inequalities between countries and within soci-
eties will widen. It also stresses the importance
of education for sustainable development.

The Millennium Development Goals?? consist
of eight development goals to be achieved by
2015. To some degree, education is relevant to
all the goals:

1. halve extreme poverty and hunger
2. achieve universal primary education

3. empower women and promote equality
between men and women

4. reduce under-five mortality by two-thirds

5. reduce maternal mortality by three-
quarters

6. reverse the spread of diseases, especially
HIV/AIDS and malaria

7. ensure environmental sustainability

8. create a global partnership for
development.

Education is widely agreed to be an essential
component of poverty alleviation. However,
the relationship is complex, and simply
putting children into schools does not solve
the growing problems of poverty, inequitable
resource distribution, and the gross inequality
and injustice that exists on a global scale.

“The richest 1% of adults alone owned
40% of global assets in the year 2000,
and ...the richest 10% of adults owned
85% of the world total. 50% of the glo-
bal adult population owned barely 1% of
global wealth.”2®

Studies demonstrate the crucial development
benefits of education: women’s literacy and
education, for example, has been widely
shown to improve the health and survival
chances of both mothers and their children.
Education is also essential to enable the global
community to be more environmentally
responsible.

The EFA assessments and reports demonstrate
clearly that the poorest, most marginalised and
most discriminated against groups continue

to ‘slip through the net’. They have less access
to education provision and face poor quality,
rigid, inflexible and irrelevant education
systems that prevent learning. National plans
and global reports, therefore, increasingly
mention vulnerable groups and the importance
of ‘reaching the unreached’. Inclusive
education offers a strategy for promoting
effective universal education because it is
about creating schools that respond to the
diverse needs of children and communities. It
is about both access and quality, which means
that it should be relevant, effective and
affordable.



2. Where does inclusive education come from and
where is it going?

2.1. Origins and influences v) International agencies: the UN is a major
The previous chapter focused on how inclusive influence on the development of inclusive
education is reflected ‘on paper’ in international education policy and practice. Major
human rights and development documents. donors have formed a partnership — the
This chapter gives an overview of the de- Fast Track Initiative — to speed progress
velopment of inclusive education in practice towards the EFA goals.
- how we reachfed the curr'ent. situation; what vi) NGOs, movements, networks and cam
inclusive educatlop means in its broadest paigns: a wide range of civil society
sense; and where it is heading, initiatives, such as the Global Campaign

. o for Education, seek to bring policy and
Incluswe 'educatlon is the result of many practice together and involve all
different influences: stakeholders.

i) Communities: refers to pre-colonial and _ _
indigenous approaches to education, and Reality on the ground is a constant source of

community-based programmes. learning and challenge, for instance:
i) Activists and advocates; refers to the a) The world situation — presents challenges
combined voices of primary stakeholders such as the spread of HIV/AIDS,
- representatives of groups of learners pOlltlcal InStabIIIty, trends in resource
often excluded and marginalised from distribution, diversity of population, and
education (e.g. disabled activists; parents social inclusion.
advocating for their children;_child rights b) Practical experiences in education —
advocates; and those advocating for provide lessons learned from failure and
women/girls and minority ethnic groups). success in mainstream, special and inclu
iii) The quality education and school impro sive education. Practical demonstrations
vement movement: in both North and of successful inclusive education in
South, the issues of quality, access and different cultures and contexts are a strong
inclusion are strongly linked, and con influence on its development.

tribute to the understanding and practice
of inclusive education as being the
responsibility of education systems and
schools.

iv) Special educational needs movement: the
concept and practical applications of spe
cial needs is problematic in countries of
the North and South. However, the ‘new
thinking’ of the special needs movement
—as demonstrated in the Salamanca
Statement — has been a positive influence
on inclusive education, enabling schools
and systems to really respond to a wide
range of diversity.



Lessons of
experiences in

o different
Activists and cultures and Community
advocates: contexts initiatives and
genqgr, communitybased
disability, programmes
ethnicity

Promoting . Special
quality and Inclusive educational
school education needs

improvement

_ NGOs,
International networks
government movemen’ES

agencies: UN, and

donors World situation campaigns

and global issues;

realities in South
and North

Education for All
Movement

Figure 3: Influences on the development of
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2.1.1. Communities*

Indigenous, customary education and
casual integration

(Gideon Mendel, Leonard Cheshire Disability)

Inclusive education is not a new idea. Commu-
nities have practised inclusion for centuries. It
is important to acknowledge and build on this
wherever possible, so that inclusion becomes
sustainable, with community ownership and
involvement. “Indigenous education in Africa
was, and is, inclusive,”?* reflecting many of the
principles in today’s vision of quality, inclusive
education for all: %

* based on strong family ties, the value of
the individual, coexistence and survival

* used flexible formats and locations,
responding to individual learning needs;
used any convenient physical or social
space and all community members as
resources

* had relevant and functional content and
methods, such as: cooperative and colla
borative learning, child-to-child, peer
tutoring, learning-by-doing and apprentice-
ship in real life.

Joseph Kisanji describes his personal experi-
ence of growing up in Africa as a child with

visual impairment:

“|I learned the history and complex struc-
tures of the language (my mother tongue)
of my community through my grand-
parents’ and other adults’ narrations, ridd-
les and use of proverbs, beside the
evening fire. Throughout the waking
hours, whether groups of people were
tilling the land..., planting, harvesting,
celebrating different occasions, listening
to stories or participating during fireplace
sessions and moonlit plays and dances,
we (the children) and the adults, whatever
our status, ‘learned by doing’... it was
great fun herding cattle in the bush, ma-
king snares for small animals, practising
wrestling and complex dances, swimming,
gathering wild fruits, cooking, milking,
naming and counting our herds: hearing,
visually, physically and intellectually
impaired young people in the community
I grew up with underwent this kind of
education.”

Community-based rehabilitation
Community-based rehabilitation (CBR) is a
strategy formally developed by UN agencies in
the 1980s. It aims to enhance and use existing
knowledge, skills and resources in the com-
munity. Its focus is the inclusion of people
with disabilities, but ideally it is a community
strategy that promotes inclusion for all.

« The contributions of rights-based CBR to
inclusive education in the community are:

« It raises awareness in the community about
human rights and the social model approach,
and helps promote positive attitudes and
combat prejudice and discrimination.

» Families are supported and the home
becomes a learning environment.

* Children with disabilities are fully suppor
ted with essential aids/equipment and
appropriate therapies to improve
functioning.
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» CBR workers help to link all stakeholders
— organisations of/for people with disa-
bilities, family and community members
and the school — to overcome barriers and
support inclusion, and to link health,
education and other sectors.

* It can build alliances with representatives
of other marginalised and excluded groups
to promote inclusion.

* Transitions between early childhood,
primary education, further education and
employment can be supported.

* There is a focus on existing educational
provision of all types and for all life stages,
and on working together to make this fully
inclusive for all community members.

Weaknesses of an ‘individual model’ approach,
typical of early CBR programmes:

 The focus is on the individual child, not
the education system, limiting the scale of
impact.

* Success can depend on the goodwill of
one or more teachers; if they leave,
inclusion stops.

* Children with more severe disabilities are
perceived as ‘not ready’ for inclusion (the
child is viewed as the problem).

* If the child is bullied or struggling in the
classroom, it is seen as the child’s problem
(their inability to cope) rather than a
problem of the teacher and environment
(the system).

* Teachers do not necessarily learn how to
develop child-focused methodology.

 This approach promotes the integration
of individual children, but not a fully
inclusive education system.

Other community initiatives

Many educational programmes focusing on

enabling otherwise excluded or marginalised
groups to access education are operating in

communities. These may be inspired by the
philosophies of Paulo Freire?” and Gandhi?®
among others, and have often been proposed
as a way of combating the negative impact
of colonialism. Such programmes may arise
in response to the needs of groups who are
excluded from more formal or state-initiated
education, and can really promote participation.
Not surprisingly, therefore, they have often
pioneered creative approaches to quality,
inclusive education in the community.

2.1.2. Activists and advocates

Child rights?®

Child rights advocacy increasingly promotes
inclusion and the prevention of discrimination
within the education system. Many groups are
receiving attention, including girls, working
children, street children, and children from
ethnic or linguistic minority groups. Cam-
paigns are often country-specific, responding
to those issues within their relevant contexts.
In recent years, the Global Campaign for
Education (see Section 2.1.5) has brought
many such issues under 