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Introduction

The aim of this module is to introduce teachers to the concepts and theories of
inclusive education and the theoretical basis for its implementation. In
addition, it will introduce teachers to active participatory learning methods,
which they will experience through the training. This training approach of
‘learning through doing’ and being a problem-solver will then be replicated in
their schools and other educational settings.

Teachers will have varied degrees of knowledge and practical experience in
relation to inclusion. Some may feel confident about discussing the topic;
others may understand the theory but in their everyday life they may be
unwilling to deliver inclusive education in their education settings so that all
their learners actively participate and fulfil their potential.

Additional information is contained in the module on Including Learners with
Additional Needs. This includes advice and guidance on identifying additional
needs, how additional needs can exclude learners, and practical tips and ideas
for teachers on supporting learners with additional needs in the school and
classroom environment. This supplementary module can be used as a
reference tool, if required, during this introductory module.

By the end of this module teachers are expected to have an understanding of
inclusion and be able to begin applying inclusive education in their own
educational contexts.

Duration of training

Trainers should adapt this training to suit the local context and the time
available to them for training. Trainers may decide not to use all of the
activities, or to shorten some activities if time is limited, or to expand activities
if teachers need more support with understanding a particular topic.

If all activities are used, without significant adaptation, shortening or
lengthening, this module requires approximately 20 hours of training. This
could be split over 3 or 4 days, depending on the preferred length of training
days, number and length of breaks, and so on.



Session 1.1: Helping teachers get to know each
other

Often when teachers arrive at a workshop, they may not know each other. A
successful inclusive education workshop requires teachers to be active, talking
to, and sharing ideas with, each other. Therefore, one of the first tasks for the
trainer may be to help teachers in a workshop to get to know each other and
feel comfortable with talking to each other. This will also help them to share
previous knowledge and experiences and their workshop expectations.

Activity 1.1a: Networking game
20 minutes

The trainer gives each teacher two sticky notes (post-its). On the post-its they
need to write and complete the following statements:

In relation to inclusive In relation to inclusive
education | can education | would like
offer.... to know....

If no sticky notes are available, teachers can write their statements on two
pieces of paper and use sticking tape, or alternative methods.

teachers then stick their two post-its onto themselves, for instance on their
shoulders, or hold up their two pieces of paper, and move around the room to
find and talk to people they match with. For instance, they must look for
someone who already has knowledge of the issue they want to know about.

The trainer may need to help a few people ‘find their match’, if teachers seem
initially reluctant to mingle or do not quite understand what to do. At the end
of the networking game the trainer may ask a few volunteers to share in
plenary some information about who they matched with and what they
discussed.



Teachers using the networking game

[Image description: 21 people, male and female, are standing in a room,
mingling. Each person has 2 yellow sticky notes stuck to their shoulders or
chests. People are looking at and talking to each other.]



Activity 1.1b: Drawing and writing — The River of m
Life

30-45 minutes

Teachers should sit in small groups and have access to paper, pencils, coloured
pens/crayons and scissors. The trainer takes several pieces of flipchart paper
and lays them side by side. On the paper she/he draws the outline of a river.
This is then stuck on the wall. Different parts of the river represent different
time-frames:

o the first quarter of the river = the past and the present
o the middle two quarters = the time-frame of this workshop

o the last quarter = the future.

The trainer should explain that the river represents the flow of our lives from
the past (the experience we bring to the workshop), through the present
(where we are now), to the future (what we will learn during the workshop,
what we hope to take away with us, and what we hope to begin/start to do).

Teachers are then asked to draw pictures representing their experiences with
inclusion and inclusive education, and to share these images within their
groups. This helps introduce themselves and get to know each other better.
They then cut out the images and stick them onto the first quarter of the River
of Life, to record their past experiences. The trainer can highlight, and ask for
explanations of, certain images.

Each teacher is then given 3 post-its (sticky notes) onto which they should
write 3 different outcomes or questions about inclusive education that they
want the workshop to answer. One of these post-its could be the teachers’ ‘I
would like to know...” post-it from Activity 1a. They stick these 3 post-its at the
beginning of the second quarter of the river (representing the start of the
workshop). During the next break, the trainer or some of the teachers can re-
arrange the post-its into groups of similar issues or questions.



An example of a River of Life diagram made by teachers in Zambia

[Image description: Line drawing of a river or path running horizontally
through the centre of a huge piece of paper. Post-it notes are stuck on the
left- hand side of the paper.]



Session 1.2: Learning styles

Trainers need to think about the way people learn. Not everyone learns in
exactly the same way, so if we teach everyone in exactly the same way then
we are not being inclusive and the teaching may not be effective. When we ask
training teachers to reflect on how they personally prefer to learn, it can help
them to better understand and empathise with all learners, who also prefer to
learn in different ways. Trainers should use different teaching and learning
approaches in their training sessions. They should encourage teachers to
reflect on the different approaches, to help them understand the impact that
teaching and learning methods can have on all learners’ participation and
achievement.

Activity 1.2a: Preferred learning styles — m
brainstorming and scoring

15-30 minutes

The trainer asks each teacher, in plenary, to state their two favourite learning
activities or learning styles. A list is written on a flip chart and the trainer
records how many times each learning activity or style is mentioned.

Examples of learning styles might include:

e Reading e Demonstrations
e Listening e Discussion

e Observing e Role-play

e Drama e Field trips

e Drawing e Memorising

e Learning by doing e Quizzes, etc.

The trainer should explain the following key points:
e We all have different preferred learning styles.
e We may enjoy using certain styles more than others.

 We may find some learning styles more effective than others.



e This workshop uses different activities to suit different learning styles. In a
similar way, teachers who want to be inclusive need to think about and plan
for the different ways in which the learners in their classes prefer to learn,
and their different strengths and weaknesses.

Throughout the workshop, the trainer may want to ask teachers to reflect on
the learning styles that are being addressed by particular activities, and how
they might adapt similar activities for use in the classroom.

10



Activity 1.2b: ‘When did | struggle to learn w
something new, and what helped me?’

30 minutes or more

In this activity teachers reflect on their personal experiences of learning
throughout their lives.

Each teacher should first draw a picture, with no text, showing an occasion in
their life when they were trying to learn something, but they found it difficult.
For instance, struggling to learn something at school (e.g., a new mathematics
task), or at home (e.g., tying shoe laces), or during adult life (e.g., learning
another language).

They then work in pairs. One person looks at their partner’s drawing and tries
to guess what the situation was. If they cannot guess, their partner can tell
them about the situation in which they struggled to learn. The following
questions should be used to guide discussion about the drawing/situation:

e Why do you think you found it difficult to learn in that instance?
e What methods were being used to teach you?
e Who was involved in teaching you?

o Did anyone try to find ways to help you learn? If so, what were they? Did
they work?

e What else could have been done to help you learn faster or more
effectively?

The partners then swap and the other person tells their story and answers
these questions.

After the pairs have completed their discussions about their drawings, the
trainer can facilitate a plenary discussion focusing on:

e What were the barriers to learning that teachers encountered during their
difficult learning period?

e What and who helped them when they were having difficulties?

11



Activity 1.2c: Worksheet: identifying preferred w
learning styles

30 minutes or more

In a longer workshop, teachers could be given a worksheet that helps them to
think about how to recognise a learner’s preferred learning styles from the
way the learner behaves.

Learning styles worksheet

The worksheet in Resource 1.1 can be adapted to cover different skill options,
or to make the list shorter. Start this extra activity with a short plenary
discussion to ensure that teachers know what the various skills mean (the box
below provides some useful definitions). Also explain the idea of ‘multiple
intelligences’ — that is, the idea that several intelligences or learning styles
usually operate at the same time as a person solves a problem or develops a
new skill.

¢ Inter-personal skills — learning in groups through co-operative work, enjoying
group activities, easily understanding social situations and developing
relationships with others;

e Intra-personal skills — learning through personal concentration and self-
reflection, good at working alone, aware of own feelings, and know own
strengths and weaknesses;

e Language skills — thinking and learning through written and spoken words,
memory, and recall;

e Musical skills — learning through sounds, rhyme, rhythm, and repetition;
e Physical skills — learning through body movement, games, drama, etc;

e Arithmetic/logic skills — thinking and learning through reasoning and
calculation, being able to easily use numbers, recognise abstract patterns, and
take precise measurements;

e Visual skills — art, such as drawing, painting, or sculpture, being able to easily
read maps, charts, and diagrams;

e Tactile learning through touch and moving around the environment — this is
especially beneficial for visual learners.

12



Teachers should work in pairs and read the worksheet which provides a list of
many different types of behaviour we may observe in learners. For each
example of behaviour, the teachers should decide which preferred learning
style or skill they think the learner might be displaying (e.g., the learner who
likes subjects that are based on photos, diagrams and maps may be displaying
a preference for using visual skills for learning). Pairs can be invited to share
their answers in plenary if there is time.

At some point during this activity the trainer should highlight that, to
understand a learner’s preferred learning style, we need to observe the learner
more than once, doing different activities. We also need to talk to the learner
about what she/he enjoys or dislikes in school, finds easy or difficult, and so
on. We must also not expect everyone’s skills to fit neatly into fixed learning
style categories; and must not fall into the trap of labelling a learner according
to their learning style and then potentially ignoring any changes that
subsequently develop with preferences for learning.

13



Session 1.3: Discrimination

The trainer needs to reflect on what discrimination is, where it comes from,
and how we can all help to stop it. Although this training focuses mostly on
disability and inclusive education, it is very important that the teachers being
trained have a wider understanding about discrimination in society.
Discrimination against women, against persons with disabilities, against
language, ethnic or religious minorities, against immigrants and so on, all has a
common foundation. Therefore, if teachers understand more about the roots
of discrimination, they can become better at stopping it — for any group. Which
means they can become more inclusive — for any group.

Activity 1.3a: Defining discrimination m
30 minutes

The trainer asks teachers to work in small groups and gives each group a piece
of A4 writing paper. At the top is written: “Discrimination means...”.

The trainer holds up a piece of paper and shows the teachers how to fold the
paper so that each line is hidden. She/he gives the groups the following
instructions:

“One person in your group needs to write one line to explain what they
think discrimination means. They must write this line without the others
in the group seeing. Then they should fold the paper so that their
definition is hidden and pass the paper to the next person. This person
writes a one-line explanation, folds the paper to hide their line, and
passes the paper to the next person. This continues until everyone in
your group has written at least one line each. You can go round the
group several times if you want to.”

14



R, A
Discrimination means...

\n‘m& vaaty fo certain grovps of people

Fold the paper so that the person who is writing can see their own line of text, but not what
the previous people have written

[Image description: A piece of paper with ‘Discrimination means...” written on
the top, with one idea written underneath it.]

After 10 minutes, the trainer asks each group to unfold their piece of paper
and together read all the lines explaining what discrimination is.

Discrimina¥ion means ...

esting athi pasple unfairy
\'\1\% “.\)-\oadﬁn 3rouple€pwpfe

exc\lvding Someone

sg?arahi\oé?'w\t

An example of an unfolded piece of paper
showing each teacher’s line of text

[Image description: An unfolded piece of paper showing one group’s
different explanations.]
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The trainer should now ask the groups to discuss these questions:
e Were your definitions similar or different? How?
e Are there any definitions you disagree with?

e Now that you can see each other’s definitions, is there anything else you
would like to add?

e Inyour groups, use the ideas you have already written and discussed to
create a final short definition of discrimination that you all agree with.

After 10 minutes the trainer invites each group to share their short definition
with the whole group. She/he writes each definition onto a flip chart. Then
she/he shows them the following definition of discrimination:

Discrimination is the mistreatment of certain groups of people in order to
deny them equal access to rights and resources.

Finally, as a whole group, the trainer invites teachers to have a short discussion
on this definition and compare it with their own definitions.



Activity 1.3b: Where does discrimination come m
from? Why does it happen?

30 minutes

The trainer asks teachers to work in pairs and gives them the following
instructions:

“Think of a time in your own life when you experienced discrimination. You
may have been discriminated against because of your gender, disability, age,
race, religion, language, poverty, etc. Tell your partner about the
discrimination:

e What happened?
e What did the other person/people do or say?
e How did you feel?

e What did you do or how did you react or respond?”

Once the pairs have both shared an example and reflected on these questions,
the trainer asks them one more question:

“Why do you think the people who discriminated against you behaved in this
way?”

After a few minutes, the trainer invites volunteers to share their ideas with the
whole group for why the discrimination happened. They do not need to tell the
whole group about the details of their story.

The trainer writes their ideas on a flipchart and tries to group the ideas

together. The box below provides some other answers that you can give,
especially if teachers are struggling with this question:

17



Why does discrimination happen? Answers you can use to guide teachers

o People may not realise they are discriminating; they may think their
attitudes and behaviour are normal and acceptable.

o There are lots of stereotypes in every society (e.g. it is a stereotype that
women cannot drive very well; or that children with disabilities cannot
learn academically). Children grow up listening to adults expressing
stereotypes like this (e.g. they hear men making jokes about ‘bad women
drivers’, or they hear teachers or other adults calling children with
disabilities ‘slow’ or ‘stupid’). Children start to believe such stereotypes
are true. When they grow up they repeat the stereotypes and they start
to act on them (e.g. refusing to hire a woman taxi driver because they
believe she will be a bad driver; or not wanting to teach or employ a
person with disabilities because they believe they are unteachable or
unemployable). This behaviour based on stereotypes is discrimination.

e People may discriminate because they are frightened. For instance, they
may fear that some groups of people are dangerous (e.g. fear of disability
as a curse, or fear that people from a certain religion are terrorists). Or
they may fear that certain groups are going to take away something that
is important (e.g. a fear that migrants will take jobs away from local
people). Often these fears are based only on stereotypes and
misunderstandings.

o People may discriminate in order to maintain or build their own sense of
power. They believe they can become more powerful if they deny rights

and freedom to other groups of people.

18



Activity 1.3c: How to tackle discrimination m
30 minutes

The trainer tells the teachers:

“We can see from the previous activities and discussions that
discrimination can be like a cycle. Children grow up hearing stereotypes,
listening to prejudiced comments and watching discriminatory behaviour
among adults. They think this is normal so they do it themselves when
they get older. To make our societies fairer for everyone, and to give
everyone a chance to live, learn and work happily, healthily and
productively, we need to break this cycle. This means everyone needs to
say ‘discrimination is not acceptable and | am going to do something to

nn

stop it’”.
The trainer asks teachers to look at Resource 1.2 and then discuss in their

groups the ‘Cycle of Discrimination’, thinking about how they can all take
action to break the cycle which causes discrimination.

Cycle of discrimination diagram

The trainer now gives teachers these instructions:

“Think again about your personal experience of discrimination. In pairs or
threes, discuss these questions:

o Did you or someone else manage to tackle the discrimination and make it
stop? If so, how? Who helped you?

o |f the discrimination was not stopped, what do you think could have been
done to stop it —and who could have helped with this?”

After ten minutes the trainer invites volunteers to share their ideas with the
whole group regarding how discrimination was stopped or could be stopped.
The trainer should show sympathy for whatever the outcome was.

The trainer should write their answers on a flip chart, grouping similar answers
together if possible. She/he should use a different colour pen to write a note of
who helped to stop the discrimination.

19



Some examples of possible answers

e Someone powerful (a parent, a teacher, a leader) spoke to the people
who were discriminating, and they stopped.

e Several people who were being discriminated against came together and
spoke to the people who were carrying out the discrimination, and it
stopped.

e We moved away (temporarily or permanently) from the people
discriminating against us.

o We reported the discrimination to the police/legal authorities, and they
stopped it.

e We spoke up, and the situation got worse.

o Nothing was done to change the situation.

20



Activity 1.3d: The human rights basis for inclusive m
education brainstorm

20 minutes

The trainer should get teachers to think reflectively about human rights, from
the starting point of their own lives. She/he asks teachers to brainstorm as a
whole group around the following questions:

e What do you think human rights are?

e Think about your own life. Which of your human rights are being upheld?
Which do you think are not being upheld?

If the teachers are not sure what a human right is, the trainer may want to give
them one or two examples to start them off.

Some examples of human rights you can use to get teachers started

e Right to education

e Right to work

e Right to freedom of expression
o Right to political involvement

¢ Right to freedom of movement

e Right to rest and leisure time

e Right to legal protection

The trainer writes their answers to the questions on a flipchart.



Activity 1.3e: Explanation of human rights m

10 minutes

The trainer presents the following information to teachers:

“Human rights are legal guarantees that apply across the whole world.
They protect individuals and groups against actions (or sometimes the
lack of action) that interferes with their freedoms, entitlements and
human dignity.

Everyone is a rights holder — this means human rights apply to every
human. We all have the same rights.

We are also all duty bearers. That means we all have a duty to ensure
that human rights are being upheld and not violated. Governments have a
big role to play in upholding human rights, but so do we as teachers,
parents and community members. For instance, as a teacher or parent we
have the duty to uphold the right to education for every child.”

22



Session 1.4: Teachers’ attitudes

Teachers play a central role in inclusive education. To help us achieve inclusive
education, teachers need to think and act in an inclusive, learner-friendly way,
complementing the other environmental, policy or resource changes that are
happening in the education system.

It can often be challenging for teachers to recognise the ‘barriers’ to inclusion
that stem from their own attitudes and practices, so this training focuses
strongly on supporting teachers to become more reflective practitioners. This
means helping them to become people who question the status quo and who
don’t simply aspire to ‘do what we have always done’. The module on
Including Learners with Additional Needs (p.5) elaborates on the importance
of positive teacher attitudes in creating inclusive classrooms and schools.

Activity 1.4a: Card game: learners’ opinions m
about inclusive teachers

30 minutes

This game helps teachers to reflect on what it means to be an inclusive teacher
and highlights the importance of listening to learners’ views. Card games like
this can be adapted and used by teachers in the classroom as an alternative
way of discussing topics with learners.

‘My teacher...” cards

teachers should work in small groups, with each group receiving a set of the
cards (Resource 1.3). The groups need to read the cards, containing quotes
from learners around the world, and decide if the teacher being described is an
inclusive or a non-inclusive teacher. They should make two piles of cards
accordingly. They can make a third pile for ‘not sure’, if there are some quotes
they cannot decide about.

The trainer then facilitates a plenary discussion using one of the following
approaches:

23



a) Display and read out each quote. Invite teachers to call out their answers —
‘inclusive’, ‘not inclusive’ or ‘not sure’ — and explain (and debate) why they
think the teacher is or is not inclusive.

b) Ask one group to read out all of their answers and invite the other groups
to say if they agree/disagree and why.

c) Put two flipcharts on the wall — ‘inclusive teacher’ and ‘non-inclusive
teacher’. The groups stick the cards onto the relevant flipchart, and then
look at each other’s answers and debate if there is any disagreement.



Activity 1.4b: Poster: ‘An inclusive teacher w
should...’

30 minutes or more

Show the following photo on the screen, with translation if necessary. Explain
that some schools ask learners to make posters listing the behaviour they want
to see from their teachers in order to feel included and learn better. The photo
shows an example of such a ‘teacher’s checklist’ from a primary school in
Zambia.

Class rules poster created by learners

[Image description: Photograph showing a poster of a list of rules. Title: ‘our
class rules for the teacher’. 16 rules are listed and children have signed it.]

Teachers can then be asked to create a poster entitled: ‘An inclusive teacher
should...”. They should list the attitudes and behaviours they think an inclusive
teacher should display — drawing on ideas from the previous card game, from
their work experience, and from their own childhoods. They can add pictures
to illustrate key points.

25



The completed posters can then be put on the walls. Teachers should be
encouraged to look at them throughout the workshop and to add any new
ideas for ‘inclusive teacher behaviour’ that emerge during subsequent
activities.

At the end of the training, the trainer or teachers could create one poster that
combines all of the suggestions. This could be copied and shared with teachers
so they can display it in their own schools, and then facilitate their own classes
to make similar posters from the learners’ perspectives.

Below are examples of two posters that focus on good, inclusive teachers.

26



Teachers can help everyone learn

"My teachar never turns any girl or boy away, and helps
™ parents to enrol thelr children with disabilities™

-
“My teacher found out why | was not
coming to school, by talking to my parents * Alow all childran and young pecpik o your class — don'? fum tham away.

« Encourage parents to sand thair giis and boys with disabiftke to school jeven |
and the children who Iive near ma" - —_r
# D0 you ko any childran o young peopie jgirts and boys) * Encourage parants, otfer adutts or childran and young peopla fa help those with
wih ara noft coming fo class, but might ba abla i with eip? cisabilitias got 1o and from school.
* Harva tha childran and young poopie In your class foid you & Ty o find out I $ha school |s safe and ancessibla. Can all childran and young
aiout oihars who 2 nat coming to schook? PROpe Mowe 20U Gasly 1o CMerent amas I 6 SchooT T N0t how could hess
& Ty 10 Aind ot wity thoey 3na ROt coming [.g. & Mam a cbestaclas ba removed of reduced?

problam at home, or a problam geting o school, or a .

[problam at sofood.

® Can you, or tha parants or your collasgues or tha childran
fhink of ways 1o halp sola Thesa problams? A

\ y, [ “My teacher knows
everyone In the class and
calls us by our names, so
we all Teel welcoma"

& Thirik about the ohildran and yourg
poopla In your class

& Try bo gat bo know thiom batior and
leaT TRGr M.

= haka sura you talk fo eveny ohild at
leaast Once avany day.

# Try to find out what Is happaning In
thair ves —what stuations am thay
cealing win?

\. v

“My teachers help each other

to soiwe problems, so that more
giris and boys with disablitles can
come to school and learn™

“My teachear works with
the head teacher to...”

» share anperances and daas
1 # colbboraic with tha community and
ofher eoducation, Fealth and weltss
weooars outsida the sohool o halp
s Inclusion challenges.

= A5 3 feachar you cannot sofve all problems at
onoe, and you cannod do ewany thing on your own.

' Choosa ona probiam and iy one soiution af a Bma.

® Laam from your axpaniance and shara your idees

Downiicad this poster from www.ineeslte.ong. Hard coples can be
requested from: materizis@nesasite.org o INEE at IRC,
122 East 42nd St. 14ih Floor, New York, NY 10168, USA

"this oould ba someona rom an NG, an eipaenencad laachar or head faachar, ato

with othars.
“We all think that a good teacher...”
= waicomas all childran and yourg peopia jgirs and
R by I thir class
“My teacher gives me things to do that | a frics 10 find cut wha i rot ooming 1o scheol, o
understand, and asks my friends to help foning In lassons, and asks why
me i 1 am finding something diflcult” * calabrats the achicvarsants and progrees of 2l
giris and boys.
* Bg friandly and caim, and always smia.
' Spaak chaarty and s wonds the chikdnen understand.
' Uiza large, cioar hardwr iting.
* Encourags chikiren and young pacpks 1o halp sach ofer It you want to know more about making your school
;ﬁﬁnﬁfﬂwpwhnﬁd Inclusive, and In particutar how to support learners with i
o= =
rqmmmu feachar e o S, disabliities, ask this parson for ldaas i
* Giva your class varid acthiSos Gvary day j6.g. reading, f
drawing, QUESTIONS, SONING PrOtams In QIoUps, i
=nging, dancing) 50 hat chilion and YOURG ESORIE WETL | Lo e e e e srnees et s eree et er s serne e eens i
diffarant abifas and Infanasts can faka part. i
' Diort b atraid 80 ask othor taachars for thal bdeas on how Or read these guides: i
o Feedp chilldran with disakiities. join In your essors batiar INEE Pocket Guide to Supporting Learners with Disabliities i
INEE Pockat Guide to Inclusie Eoucation d
INEE Pocket Guide to Gender ;
i
!
i
i

This poster provides a summary of simple things all teachers can do to help learners
participate and learn.

[Image description: A poster entitled ‘Teachers can help everyone learn’. It
contains 3 photos of happy, active teachers and learners and 7 boxes of text
with ideas for teachers.]
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CHILDREN OF ARMENIA SPEAK OUT ..ol

Armenia

We believe that a good teacher ...

— * enjoys the respect of all * uses creative methods to
* makes our day happy and children, and respects us too * guides us and doesn't use reach us when we struggle
interesting authoritarian methods ] —
. X . * is strict, but has no right to * is a specialist in the
’ * is kind, friendly and forgiving ‘ beat us * has realistic expectations subject they teach
* loves jokes and has a sense |‘ * stays calm and doesn't for us L Bl by
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' doesn't get angry if this
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« call us bad names

* just give lessons, they should let us have fun

« discriminate between rich and poor children

~ show favouritism to some children

« neglect us if we experience difficulties with learning

- under-estimate our capacities (and we shouldn't under - estimate the teacher's capacities either).

‘World Vision Armenia has been promoting and supporting inclusive education in Armenia for more than 10 years. In 201 |, some of the work
was evaluated. During this evaluation, children from 6 schools were asked for their views about inclusive education and inclusive teachers.
They provided some excellent insights. This poster shows just a few of the things they said. Let’s listen to the children - they know a lot
more about inclusive education than we might thinkd

* protects weaker
children

This poster was compiled by Ingrid Lewis at the Enabling Education Network, using the opinions of children from Agaral, Goris, Kapan,
Meghri, Qajaran and Sisian.

* s ready for all
difficulties
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This poster shows the views of learners in Armenia about good teachers.
It has been displayed in schools, NGO offices and given to the Ministry of Education:

[Image description: A poster entitled ‘Children of Armenia speak out’. It
contains 5 photos of learners doing various classroom activities and the text
lists the things learners think teachers should and should not do.]
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Session 1.5: What is inclusive education?

The learners’ quotes in Resource 1.3 gave us some insight into what learners
think about inclusive teachers. The reflections on learning styles (Session 1.2)
also helped us to start thinking about the elements that make up inclusive
education.

However, every teacher will have a slightly different interpretation of inclusive
education, depending on how much they have already read or heard, and
depending on their personal and professional backgrounds. This session is
designed to help teachers find out more about each other’s interpretations
and then reach a more shared idea of what inclusive education is. There are
several activities within this session.

Activity 1.5a: Drawing: ‘What inclusive education m
means to me’

20 minutes

Working on their own, without discussion, teachers should draw what inclusive
education means to them. This can be a picture or a diagram. This should be
followed by a plenary discussion. Depending on the time available you can do
either of the following:

a) Invite each teacher to hold up his/her drawing (one at a time) and explain
how it illustrates their interpretation of inclusive education.

b) In small groups, ask teachers to show and discuss their drawings with each
other, and then pick their favourite — the one that has the most interesting
message, not necessarily the one that is most well drawn. The favourite
drawing from each group is then shared and discussed in plenary.

The trainer should use a flip chart to write down the key messages about
inclusive education that are mentioned by teachers during the plenary session.
The drawings can then be stuck on the wall for viewing and discussion during
break times.

The trainer can sum up by explaining that this drawing activity helps to show
how we all have different ways of interpreting the concept of inclusive
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education. We need to acknowledge these differences if we are to avoid
misunderstandings and confusion when working on inclusive education.

Examples of drawings made by teachers in a previous workshop
[Image description: A photograph showing around 25 drawings stick on a
wall. The photograph is not clear enough to be able to describe what the
drawings are showing.]



Activity 1.5b: Where is the problem located? m

20 minutes

The following diagrams help to explain the different ways in which we can view
the exclusion of learners from education. These diagrams can be displayed and
explained to teachers. It is helpful if the trainer uses local examples when

explaining the issues in each diagram.

The first diagram illustrates how the traditional education system views
learners who are different in some way. The learner is viewed as the problem.
This leads us to try to create solutions to change the learner, to try to ‘cure’
her/him, or in some way make her/him fit into the existing system.

Does not respond,
cannot learn

Needs special
teachers

Has special
needs

Needs special
environment

Is different from
other learners

Needs special
equipment

Cannot get

to school

Child as the problem
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The second diagram illustrates an alternative view. Here the individual learner
is not the problem. The education system is the problem because it is not
flexible and innovative enough to cope with all sorts of different learners. The
system needs to adapt, not the learner.

Teachers’

attitudes
Poor quality Rigid methods,
training rigid curriculum

U U
Lack of teaching = € Inaccessible
aids and equipment : environments
PDIropic
Parents/guardians/care-

givers not Many drop-outs,
involved many repeaters

Teachers and schools
not supported

Education system as the problem
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The trainer can invite a plenary discussion and questions about these
diagrams, encouraging teachers to answer each other’s questions as well as
expecting answers from the trainer. The trainer should stress that in a truly
inclusive approach to education, the learner is never the problem; it is always
the system that is the problem. Activity 1.5b is intended to help teachers
reflect on the common perceptions that exist, in which the learner is viewed as
a problem, but this activity should not suggest that ‘learner is the problem’ is a
valid or acceptable approach.

The module on Including Learners with Additional Needs includes advice and
guidance for teachers on including learners with different impairments in the
classroom, including complex impairments. This might be a useful reference
point for trainers during this discussion if and when queries arise about
including all learners.



Activity 1.5c: The social model: defining the m
problem

30 minutes

What is a model? A model is an artificial construct to help us better
understand real world issues/systems.

The trainer should explain that we need to follow a social model approach
when developing inclusive education. The social model helps us to see that the
causes of exclusion lie within our society. Society needs to change, not the
people who are excluded. Policies and practices that follow individual model
approaches often cause or perpetuate exclusion, and may even violate human
rights.

This activity will focus on the difference between the ‘individual models’ (i.e.,
the medical model and charity model — diagrams 1 and 2) and the ‘social

model’ (diagram 3).

Individual models

‘Medical model’
Diagram 1

Education

system Excluded
learner

The excluded learner must be ‘fixed’ before they can be allowed into the ‘regular’ education
system

[Image description: This diagram shows a circle with ‘education system’
written inside and a smaller circle nearby with ‘excluded learner’ written
inside. An arrow points from the ‘excluded learner’ circle to the ‘education
system’ circle.]
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The trainer should draw diagram 1 onto a flipchart. In plenary, or working in
small groups, teachers are asked to think of examples of education policies and
practices (in Zambia or other countries) that might follow this model.

The teachers’ answers are written on the flipchart. The tables in Resource 1.4
provide some sample answers to guide the trainer, if needed.

R 14 .
The social model

Next the trainer draws diagram 2 on a flipchart and again asks about the
policies and practices that might follow this model.

‘Charity model’
Diagram 2

Education Excluded

system learner

Activities help the excluded learner, but they remain outside the ‘regular’ system
[Image description: This diagram shows a circle with ‘education system’
written inside and a smaller circle nearby with ‘excluded learner’ written
inside. An arrow points from the ‘education system’ circle to the ‘excluded
learner’ circle.]
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The social model
Finally diagram 3 is drawn, and teachers reflect on the sorts of policies and

practices that follow this model.

‘Social model’
Diagram 3

Education
system

Previously
excluded
learner

The education system becomes flexible and adapts to accommodate all learners
[Image description: This diagram shows a large circle with ‘education system’
written inside and a smaller circle inside the bigger circle with ‘previously
excluded learner’ written inside it.]

The trainer should highlight the differences in policy and practice responses
that are created under the individual models and the social model. Under the
individual models we tend to perceive the learner as the problem —the
learner needs to change or she/he needs charitable help separate from the
support that other learners receive — and this affects the kinds of education
solutions we create. Under the social model, we understand that the system
needs to change so that it can accommodate all learners, and this leads to a
different and much more inclusive set of education solutions.

Further, the trainer should remind teachers that some of the policies and
practices that follow the ‘individual models’ may even violate human rights.
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Activity 1.5d: The difference between special, m
integrated and inclusive education -
presentation and discussion

20 minutes

The trainer should explain that ‘inclusive education’ is a term that is used to
describe lots of different education work — some of which is not necessarily
inclusive. We all need to think about whether what we are doing matches
what we are saying. This means reminding ourselves of the difference between
special education, integrated education and inclusive education.

The following diagrams — which illustrate the difference — should be displayed
and explained, with time for debate and questions.

Special education

There is an education system for ‘regular’ learners (round pegs); and a
different system for ‘special needs’ learners (square pegs).

‘Regular’ school Special school
[Image description: This diagram shows a plank of wood with round holes in
it and round pegs passing through the holes. This represents the regular
school. Another plank of wood has square holes in it with square pegs
passing through the holes. This represents the special school. The pegs
represent learners.]
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Integrated education

)

Here people are trying to change children so they fit into the so-called ‘regular
system (making square pegs fit into round holes). The education system and
teaching and learning practices stay the same. So the child must adapt or fail.

Integrated school
[Image description: This diagram shows a plank of wood with round pegs
passing through round holes. One peg is missing. Next to it a square peg
which represents a special school learner. This peg is being chiselled into the
round peg shape so that it can be put into the round hole in the plank of
wood. This diagram represents an integrated school.]

Inclusive education

Here, all learners are different and all can learn in the school to the best of
their abilities. The education system is changed to accommodate all learners.
The system overcomes its barriers to learning and participation, whether it is
because of attitudes, poor environmental conditions, inappropriate policies
and practices, or the lack of resources.

Inclusive school
[Image description: This diagram shows a plank of wood with different
shaped holes in it and different shaped pegs passing through the holes. It
represents an inclusive school, where all learners learn together.]
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Activity 1.5e: Case studies: Is this inclusive m
education? Group work

20-30 minutes

Teachers should be given the following hand-out (without the answers).

Resource 1.5 ‘Is this inclusive education?’ case studies

In small groups they should read and discuss each case study and decide if
each case study shows exclusion, special education, integrated education or
inclusive education. They should explain their reasons.

The trainer should then facilitate plenary feedback, either by displaying or
reading out each case study in turn and inviting discussion; or by asking each
group in turn to explain their answer for one case study and inviting responses
from the other groups.

It is important that the trainer understands that for some of the case studies
there may not be a single correct answer. If teachers provide a logical and well-
argued answer, which does not exactly match the answer provided in Resource
1.5, but which is not totally wrong either, the trainer should not tell them they
are wrong. Instead the trainer should present their own answer and ask
teachers to discuss whether they agree with it (and why/why not).

The aim of this activity is to help check teachers’ understanding and not to give
them a formal test!



Activity 1.5f: Case studies: Is this inclusive m
education? Individual reflection and discussion

45-60 minutes

Working on their own, teachers should write a short case study about an
example of exclusion, integration or inclusion they know about (e.g.,
something they experienced as a learner at school, or an example from a
project they have worked on). They should not state explicitly whether the
story is an example of inclusion or not.

After the writing has been finished, teachers should work in small groups. Each
person should read out their case study and the other group members decide
if it is an example of exclusion, special education, integration or inclusion, and
say why. Group members can ask questions if they need more information
before deciding. If there is disagreement, then they should debate their
different interpretations of the story.

After discussing all the stories, teachers should choose one story from their
group which they read out for the other groups to think about and discuss in
plenary — do they think it is an example of exclusion, special education,
integration or inclusion?

The trainer should keep a record of the case studies, as some of the best ones
could be used in future workshops.
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Session 1.6: Barriers to inclusion in education

Every school, community and country is unique, and has its own set of reasons
why learners cannot access school, or have a good educational experience
when they are at school. When we view inclusive education from a social
perspective, we are looking at the causes of exclusion within the society and
education system. For instance, we say that it is not the fault of the learner
who uses a wheelchair that she cannot access the school building, it is the fault
of the school building designers for not creating an accessible building.

To understand in more detail the reasons why some learners do not attend or
join in at school we need to analyse the barriers (obstacles) getting in their
way. This session will help teachers to understand what a barrier to inclusion
is, what sorts of things can be barriers and how these barriers affect learners.
This is a key step before we then start trying to work out how to solve these
barriers and include more learners.

Activity 1.6a: What do we mean by barriers to m
inclusion?

20 minutes

The trainer should explain that when developing more inclusive, quality and
learner-friendly education, we need to have a clear idea of what challenges (or
barriers) we are facing, so that we can find appropriate solutions that suit the
context.

Barriers are not always recognisable, they cover a wide range of issues, and
different people may perceive or prioritise different barriers to inclusion within
the same situation. As we have already discussed, we also need to think about
these barriers from a social perspective —i.e., think about the problems in the
society and/or education system that cause learners to be excluded.

The trainer can ask the teachers to brainstorm the types of barriers to
education that they have experienced. She/he should try to group the
examples under the five headings below.

The following text should then be shown on the screen or written on a flip
chart, blackboard or whiteboard.
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There are different types of barriers

Environmental barriers. These may include school buildings, surroundings
and toilets which are not accessible or are unsafe, sub-standard or
dangerous. It also may include the way to and from school being unsafe.

Attitude barriers. These may include: negative attitudes towards diversity
and the stereotyping of difference that can lead to low expectations which
distort teachers’ assessment of learners’ needs and potential and quash
aspiration; inappropriate communication; undervaluing the resources
children and their parents/guardians/care-givers bring to school; and failure
to involve and recruit the participation of parents/guardians/care-givers
and the wider community.

Policy barriers. These may include inflexible learning structures and
timetables; a narrow curriculum with little relevance to the learner’s
experiences or their preparation for the world of work; inadequate policies
and legislation that fail to address the educational disadvantages
experienced by low-income families.

Practice barriers. These may include inadequately or inappropriately
trained education leaders and teachers; lack of awareness of effective
teaching methodologies; lack of awareness of effective strategies to
support curriculum access and language-acquisition of learners who are
learning the dominant language medium as an additional language.

Resource barriers. These may include a shortage of teachers; large classes;
inappropriate and inadequate support services, including of those that can
offer language or learning support.

The following text suggests explanations the trainer may want to use:

“When we think about barriers to inclusion, often we immediately
think about physical barriers, such as stairs and a lack of ramps.
However, the biggest barriers to the inclusion of everyone in education
may not always be physical — they may be caused by negative attitudes,
or by government or school policies that are discriminatory, or by
teaching practices that are not of high quality, or by a lack of human
and material resources. Some barriers require us to spend money to
solve them (like building a ramp or printing accessible books). However,
many barriers can be overcome without a huge investment of money,
but instead by more carefully using the money that is already available.
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When we are thinking about barriers to inclusion, we need to be as
specific as possible, so that we can find specific and appropriate
solutions that will work. For instance, when looking at teaching
practices we might say that ‘poor teaching practice is a barrier to
inclusion in my school’. This is a very generalised view of the problem —
it does not tell us what is wrong with the teaching practice; why is it so
poor? This would not give us much information on which to base our
ideas for solving the problem. We would need to think more
specifically. For instance, teachers’ poor practice may be associated
with the fact that they just stand in front of the class and write on the
blackboard but never interact with the learners and do not allow
learners to speak.

When we are thinking about solutions to inclusion barriers we also
need to be specific. We could say that to improve teaching practices we
need to ‘sensitise teachers’ — but this is vague; what would actually be
involved in this task? To be more specific with the solution we could,
for instance, suggest that there needs to be a project that works with
the local teacher training college to develop an in-service teacher
training programme about active learning methods and techniques for
enabling learner participation in class.”
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Activity 1.6b: Using photographs to reflect on m
inclusive education

30-45 minutes

Photographs can be a great way for trainers to stimulate teachers to think
about and discuss inclusion issues, and to reflect on their own experiences and
ideas. This is called photo elicitation. Below are two possible photo elicitation
activities that could be used at this point in the training.

The trainer needs to prepare by finding 10-15 photos that show all sorts of
issues relating to education, such as:

e what happens inside the classroom,

e what happens outside the classroom,

o what happens outside, but near to, school,

« learners interacting with other learners, teachers and/or other people,

o teachers interacting with other teachers or parents/guardians/care-givers,
o different aspects of the physical environment in and around school,

o different learners (girls, boys, learners with and without disabilities, etc.),

o different cultural and economic situations, perhaps photos from different
countries or different regions within the country.

Where to find suitable photos:

o photos taken in your own school(s), ideally by teachers, learners,
parents/guardians/care-givers, etc.,

e cut out or photocopy them from newspapers, magazines or books,
e share photos with colleagues who work in other schools, and

o find and download images from the internet.

Alternatively, Resource 1.6 contains a selection of photos from around the
world in case the trainer cannot find local photos to use.
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Sample photos for use in photo elicitation activities

Photo elicitation activity — option 1

Small groups of teachers are given a set of photos. Every group should be given
the same pictures. They should look at and discuss the photos in their groups
and make 2 piles of photos: one for images that seem to show inclusive
education, and one for images that seem to show non-inclusive education. It
does not matter if there is disagreement — there is no right or wrong answer.

Photo elicitation activity — option 2

Again, working in small groups with their sets of photos, teachers should be
asked to identify at least one barrier to inclusion in each photo. This could be
an environmental, policy, attitude, practice or resource barrier or a
combination. They should also look for examples of inclusive solutions within
the photos. Again, disagreement is OK as there is no right or wrong answer.

Feeding back on photo elicitation activities

The trainer should facilitate plenary feedback on the photo activities, using one
of the following approaches:

a) Show each photo on screen and invite teachers to call out their answers.

b) Invite different groups to present their answers for different photos and
then allow other groups to comment, disagree and discuss.

c) Ask teachers to categorise their photos by sticking them onto flip charts on
the wall (under relevant headings, for instance under the headings of
inclusive/not inclusive; or under headings for each type of barrier), and
then gather around the flip charts to discuss each other’s opinions.

The trainer may want to sum up by explaining how this activity shows that
everyone has different interpretations of a situation. Learners, teachers,
parents/guardians/care-givers, etc., may all interpret the same situation in a
different way, leading to different ideas about what the barriers and solutions
are. Allowing learners to take pictures of their experiences of being
included/excluded often produces very different conclusions to what adults
think is ‘right’ for learners.
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Activity 1.6¢: Role-play: ensuring presence, a
participation and achievement

45-60 minutes

The trainer should start by explaining that inclusive education is often thought
about in terms of getting learners into school, i.e., making sure they are
present in school. However, we also need to ensure that learners are
participating in lessons and school life, and that they are achieving something
(academically and/or socially) as a result of coming to school.

Teachers should form small groups of 4-6 people and the trainer should
allocate the following 3 different tasks among the groups:

a) Create a short role-play that illustrates ‘presence in class/school’ (without
participation or achievement).

b) Create a short role-play that illustrates ‘presence and participation in
class/school’ (without achievement).

c) Create a short role-play that illustrates ‘presence, participation and
achievement in class/school’.

Each group should be given their task secretly on a piece of paper, and they
must not tell other groups which task they have been given.

The trainer should tell the groups that they are working on role-plays that
illustrate this statement “Education will not be inclusive unless we focus on
presence, participation and achievement”. Each group needs to plan their
allocated role-play, but keep the content secret from other groups. Having
access to more than one training room can be useful here!

After preparing their role-plays for about 10 minutes, the trainer should tell
everyone what the three different tasks are. Each group then performs their
role-play, and the rest of the teachers need to work out which of the three
role-plays they have just seen (i.e., is the role-play showing only presence; or
presence and participation; or presence, participation and achievement). If
time is short, ensure that at least one of each type of role-play is performed. A
plenary discussion can then follow, allowing teachers to discuss key points and
ask questions.
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If required, remind teachers that the module on Including Learners with
Additional Needs provides hints and tips to support the presence,
participation and achievement of all learners with additional needs.

Activity 1.6d: Who is affected by the barriers to m
inclusion and how are they affected?

20-30 minutes

The trainer should explain that barriers to inclusion are not unique to only one
group. For instance, an inflexible school timetable may affect learners who
walk a long distance to/from school, as well as those who have to do a lot of
household chores before school, those who have to work on farms during
harvest season, or those who get tired very easily because of a disability or a
health condition. It is therefore vital to think about who is affected by each
barrier, and how they are affected.

The teachers are then asked to look again at the photo sets and to think not
just about the barriers we might see in the photos but also about who is
affected by those barriers. They should make a list of barriers and who might
be affected by each one.

The trainer should then facilitate a discussion about what the photos might be
telling us about learners’ presence, participation and achievement (e.g., how
might a particular barrier prevent learners from attending school or
participating in class, or how might a good practice shown in the photo be
helping learners to achieve?).



Session 1.7: Using action research in the
development of inclusive education

Every school, community and country has a unique set of challenges and
strengths in education, requiring a unique set of responses. Teachers,
therefore, cannot simply rely on ‘experts’ from elsewhere to tell them how to
make their school more inclusive. Teachers — along with the learners,
parents/guardians/care-givers and other members of the school community —
need to be experts in their own situation. They need to be able to investigate
what is happening in their school and community, and identify barriers to
inclusion that need tackling, or inclusion solutions that need expanding. And
then — with the help of others — start taking relevant action.

Action research is very useful for this. It helps stakeholders to look at their
situation, analyse the problems, suggest solutions and take action. In this
session teachers will reflect on how we solve problems, and will learn the
basics of what an action research cycle is. They will also practise some activities
that could form an action research initiative in their own schools and
communities.

Activity 1.7a: How do we solve problems? w
15-20 minutes

While this activity can be a useful starting point for discussing action research,
if there is not time for it then the trainer can simply convey some of the key
messages during the rest of the Session 1.7 activities.

Teachers should work in small groups and pretend to be villagers on a small,
remote island. They have just found a radio under a tree. It is still in its original
box. They have never seen or heard of a radio before and do not know what it
does. How will they work out what it is, and how to use it?

After a few minutes, the trainer facilitates plenary feedback about each
group’s strategies for learning about the radio and writes their answers on a
flip chart. If possible, the trainer can also highlight (or invite teachers to say)
which of their answers fit into these three categories:
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e problem-solving strategies that involve looking at the problem,
investigating and researching

e problem-solving strategies that involve analysis of the problem, discussion
with others, etc.

e problem-solving strategies that involve taking action, experimenting with
ideas, etc.



Activity 1.7b: What is action research? m
30-40 minutes

The trainer should explain that in everyday life, if we have a problem, we look
at what is happening and gather information about it — what is the problem,
where has it come from? We start analysing the problem, often by talking with
other people — what is happening, what could we do about it? Then we decide
to take some action, to see if we can solve the problem or at least reduce it or
stop it getting worse. This is very similar to the process we need to use to solve
inclusive education problems. We need to look at the problems, the barriers —
the obstacles — to inclusion. We have to analyse them and discuss them with
other people, and then we have to experiment with some possible solutions.
This is called action research.

The difference between traditional research and action research

In plenary, the trainer should facilitate a brainstorm on the differences
between traditional research and action research. The following list can be
useful to guide the trainer and fill any gaps.

Traditional research Action research

There is not a pre-determined
hypothesis, the topic of the research
is decided by the subjects of the

A hypothesis is posed by the
researcher and a literature review is

carried out.

research.

The research is done by the
The research is done usually by an stakeholders themselves, as
‘outsider’, and those who are being | ‘insiders’, usually as a team. Any
researched are passive subjects. ‘outsiders’ who are involved act as

critical friends or facilitators.

A range of activities are used to
Activities and tools are prepared to enable stakeholders to speak out and
‘extract’ or ‘capture’ information reflect on their own experiences and
from the research subjects. ideas, and to document these for
their own use.
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Traditional research Action research

Usually academics, NGOs and/or a Information about the process and
restricted number of stakeholders findings is recorded by the

read the findings. The research stakeholders, for their own use in
‘subjects’ may never see the results | solving a problem or developing an
of the research in a format that is idea, but may also be prepared for
accessible to them. external readers.

The research is a cyclical process of
investigation, analysis and action,
which continues indefinitely, as
reflections and further changes are
made at the end of each cycle.

The research process is linear, with a
specific start and end point.

The ‘look-think-act’ cycle

act

4
/
g think

Action research cycle
[Image description: This diagram shows three curved arrows indicating a
circle. There are three words — look, think and act — at points around the
circle. The arrows flow from look to think, from think to act, and from act to
look.]

—

The following information can be presented. You may also want to give it to
teachers on a hand-out as there is quite a lot of detail.

One way of describing action research is the ‘look-think-act cycle’. In a school
or community, stakeholders can come together as a team to investigate and
solve problems; or individual people can do action research into their own
situations. Team-based action research can often be better, as the researchers
have other people to share ideas with, and to encourage and motivate them if
things get difficult.
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Look

To find out what the problem is we need to look closely at the situation (the
environment, people’s attitudes and practices, the policies and resources).
There are many different looking and observing activities that can be used to
help stakeholders look at a situation with ‘fresh eyes’.

Examples of looking activities:
o talking and listening,

o focus groups,

e one-to-one interviews, and

e informal discussions.

These should be done with key informants (e.g., learners, teachers,
parents/guardians/care-givers, community members, etc.). These are key
people from within the stakeholders that the researcher or research team
identifies as being invaluable in the process of overcoming the identified
barriers.

Examples of observing activities:
e watching and recording,

e video,

e photography, and

o reflective diary.

For example, to find out learners’ ideas or experiences about their school, the
researchers could facilitate them to make a video or compile a photographic
album with their peers, friendship groups, community groups, etc.

Think

Once information has been collected about a situation, it needs to be thought
about in more detail. For instance, we need to ask why, how, who, when. We
need to analyse the information, ideally by sharing it with other people and
helping them to think about it. Thinking about and analysing information can
seem difficult or boring to people who have not been involved in action
research before. Therefore, there are various user-friendly activities we can do
to help people engage in a thinking and analysing process.
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Thinking activities can be divided into three types:
e drawing,
o performing, and

e writing/reading.

Drawing activities include:

e mind maps — capturing thoughts on paper, but instead of using a plain list,
this is a diagram which shows how different ideas link together,

e mountain diagrams — these help people to think about their goal (the ‘top
of the mountain’) and the problems and solutions they have encountered
or will encounter on their journey to the top,

o recording daily activities — this can be done as a drawing or daily timeline,
to help people think in more depth about what happens, when, why, etc.,

o timelines —these can help capture thoughts about what has happened over
a longer period of time, and often help to document stakeholders’ analyses
of what was positive and negative,

« flow diagrams/networking diagrams — these can help stakeholders to
reflect on how events, organisations or people are connected, and
how/why this plays a role in a particular problem or solution.

Examples of action research drawing activities

Performing activities include:

o drama and role-play — this can be an exciting way of presenting and
encouraging analysis about a topic, for both the audience and the
performers,

e poetry — creative messages can be presented in a way that encourages
people to listen and think,

e music — this can be a fun (and very memorable) way of sharing ideas or
experiences with others,

e puppets — passing on information using puppets can help stakeholders who
perhaps do not have the confidence to present their message directly, face-
to-face with their audience.
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Writing or reading activities include:

o diaries — these can help us to make a regular record of what has happened,
when, why —and what we think about this,

o case studies of individual learners and stories about experiences — the
process of documenting a case study or story can help us to think again, in a
fresh way, about what happened and why,

o reading (e.g., policy documents, lessons plans, records about individual
learners, records of parent-teacher and community meetings, etc.).
Reading, as well as giving us direct information about a subject, can
stimulate thought processes and memories about issues related to what we
are reading about.

Act

The actions that follow the Looking and Thinking stages will be different in
every situation, depending on what challenges and opportunities were
observed, and what ideas and suggestions resulted from the Thinking stage.
Once action has begun there may come a time to review and so begin the
action research cycle again.

The above is quite a long presentation. Therefore, to avoid teachers getting
bored, try to invite some active participation during the presentation. For
instance, you could ask teachers to suggest other possible looking, observing
and thinking activities in addition to those you have told them about.
Depending on your teachers (and your awareness of their existing
experiences), you may also find it appropriate to ask them to share any
experiences they have of doing similar activities already — what did they do,
with whom, why and with what results?
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Activity 1.7c: ‘Thinking’ action research activity: m
Drawing

The time needed varies depending on which diagram(s) you ask teachers
to do

This activity gives teachers a chance to practise one or more of the drawing
tools that can be used to help stakeholders capture information about, think
about and analyse a situation in more depth — so that inclusion barriers can be
identified and solved.

The trainer should explain that the drawing activity/activities in this session
can all also be used with your colleagues, with learners,
parents/guardians/care-givers, etc., to help them work together to investigate
and solve barriers to inclusion. Teachers need to think about how they could
use the drawing activity/activities to help them work with other people on
inclusive education.

Mountain diagram
The trainer needs to decide:

e Will you tell teachers what their goal is (e.g., “the goal is to achieve quality
education for all learners in our community”); or will you let them choose
their own goal to put at the top of the mountain? Your decision may
depend on whether you want all groups to work on exactly the same task,
or whether you feel it more appropriate to let them start working on
analysing a real-life issue that is high priority for them.

o How will you group teachers? Ideally, in a group you need teachers who
share similar experiences (e.g., all from the same school or community) but
who also can bring different perspectives to the discussion (e.g., a mix of
teachers from different grades, other staff etc.).

e Will you ask teachers to document the barriers and solutions they think
they will encounter in trying to reach the goal; or the barriers and solutions
they have already encountered; or both?

Show an example of a mountain diagram.
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Resource 1.7 Examples of action research drawing activities

The trainer should explain that mountain diagrams can help a group of people
to come together and discuss, document (visually), and analyse their various
perspectives on a particular situation.

In small groups teachers should be asked to draw a mountain diagram,
ensuring that everyone contributes to the process in some way. At the top is
their goal, what they want to achieve. On the mountain they will draw the
barriers they have encountered or will encounter in reaching this goal, and the
solutions they could try or have tried to overcome these barriers. Barriers can
be represented in any way the teachers like. For example, some people might
draw a train track with breaks in it or a path with big rocks blocking the way, or
those who are artistic might draw a picture of the actual barrier.

Teachers in Zambia discussing a mountain diagram
[Image description: A flipchart sheet with a mountain diagram on it hangs on
the wall. A woman is standing by and pointing at the diagram. Three men are
sitting near her looking at the diagram.]

56



After the allocated time, the trainer should facilitate plenary feedback, using
one of the ideas below:

a) Carousel/gallery walk
Stick all of the mountain diagrams on the wall in different parts of the room.
There are two ways to organise the carousel activity:

o Simple: from each group, one person is nominated as the spokesperson.
They stand next to their group’s mountain diagram, ready to explain it and
answer questions. Each group goes to look at a mountain (not their own)
and discusses it with the spokesperson. New thoughts/solutions can be
recorded on the existing diagram, on post-its that the teachers carry with
them, or on additional flipchart paper. They do this for 5 to 10 minutes
and then move on to the next mountain, repeating this until all mountains
have been visited. This method is simpler to organise, but one person
from each group misses out on viewing and listening to the details of the
other mountains.

o Complex: make new groups. The new groups contain one representative
from each of the old groups. For instance, new group A contains one
person from old group 1, 2, 3, 4, etc.; new group B contains one person
from old group 1, 2, 3, 4, and so on. Each new group visits a mountain.
The person in the group who helped to create that mountain acts as
spokesperson. After 5 minutes the groups move to the next mountain and
repeat this until they have visited all of the mountains.

Depending on the amount of time available you may also want to facilitate a
brief plenary discussion after the carousel has finished.

b) Doubling-up groups

Bring groups together to form super-groups (e.g., groups 1 and 2 join together,
groups 3 and 4 join, and so on). The members of each super-group share and
discuss their two mountain diagrams. If there is time, you can also facilitate
some plenary feedback or discussions with the whole group.

c) ‘Press conference’

Display one of the mountains. The people who created the mountain stand or
sit in front of it. The rest of the teachers sit facing them, pretending to be
journalists, and have to ask probing questions to find out about the mountain
diagram. The people who created it are not allowed to give a presentation;
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they are only allowed to answer the questions from the ‘journalists’. After a
certain amount of time, the next mountain is displayed, and the process of
guestioning its creators is repeated. If there are a lot of teachers you may want
to split them into two press conferences running simultaneously (in different
rooms or at opposite ends of a big room).

Timeline

Teachers need to work in pairs or small groups of people who share a similar
experience (e.g., work in the same school, or are involved in the same project).

Show an example of a timeline.

i i i iti
Examples of action research drawing activities

The trainer should explain that a timeline helps us to record key events over a
period of time — for instance it might record what has happened in the last
year, or during the period of a project. The timeline runs through the middle of
the page, but it can be used to show the ‘ups and downs’ of the chosen period.
Above this line, you record positive events that helped you to achieve your
goals or fulfil your dreams, with a rough indication of when this was. Below the
line you record negative events, new problems that arose, anything that has
held you back from achieving your goals or dreams. You can use words and
drawings to show the positive and negative events.

In their pairs/groups, teachers should choose a specific timeframe they want to
analyse. For instance, this might be the period since they first started to
introduce inclusion to their school, or the period since they received some
project funding or since a new head teacher joined your school, or simply the
last 12 months. They should discuss the key things that have happened in that
period and decide where they want to put them on the timeline. The
pairs/groups can then give feedback to each other, using the feedback options
a, b or c listed above.

Network diagram

Teachers need to work in pairs or groups of people with similar experiences.
Show on screen the two examples of a network diagram (one simple, one
detailed).
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Examples of action research drawing activities

The trainer needs to explain that network or support diagrams help us to show
the connections we have and who gives help or receives help. This can be
useful when we are trying to solve barriers to inclusion. The diagram can show
us where we could go, or already go, for help and information, and where we
have gaps and need to find new partners to help with specific problems. The
diagram can also show us the people or organisations that we can share our
experiences with, and generally make us feel less isolated in our work.

In their pairs/groups, teachers need to think about their own school or
organisation and make a diagram showing:

» the people/organisations that already give you help with inclusion
problems or queries,

e the people/organisations that could maybe give you help with inclusion
problems or queries, if you ask them,

« the people/organisations that you already, or could, give help to, based on
the knowledge and experience you already have about inclusion,

e any other connections that you think could or do play a significant role in
helping you to learn more, or do more, about inclusive education.

They can then give plenary feedback (see above for options).

59



Session 1.8: What have we learned?

This session is designed to allow teachers to reflect on the workshop, what
they have experienced, and what knowledge and understanding ‘gaps’ still
need to be addressed.

This session will focus on:
e What has been learned so far?

e What concerns do teachers still have?

Activity 1.8a: Revisiting the River of Life m
30-45 minutes

The trainer asks teachers to discuss in groups for a few minutes to remind
themselves of the content of the workshop so far. They should also look again
at the River of Life poster, thinking about the post-its they put onto the river.
Working individually, teachers should make drawings or diagrams or write
statements to show what they have learned from this training.

They can share their drawings with other teachers in their group. They should
explain why this was a particularly important learning point or memorable
moment for them.

The drawings and statements should be stuck near the ‘end of workshop’
section of the river. If possible, they should draw a line (or use a piece of string)
between the learning they have achieved and the questions they had hoped
the training would answer (or learning outcomes they had hoped for) at the
beginning of the River of Life. They could use a thick line to show a solid
learning achievement, and a dotted line to show where they have learned but
some uncertainty remains.

A plenary discussion can be facilitated after all the responses have been added
to the River of Life poster. The trainer explains to teachers that the workshop
will conclude with a review of the main learning, and a look towards the next
steps.
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Session 1.9: Exchanging experiences —
appreciative inquiry

This session will help teachers reflect on and share the experiences they
already have in relation to inclusive education. Even if they do not already have
a lot of direct experience in inclusive education, it can help them to recognise
and use other experiences that could be relevant, such as experiences gained
during their own time at school, or in the community, or when doing sports or
social activities, etc.

Appreciative inquiry is an action research-style approach which helps us to
focus on positive aspects of our lives or work, rather than only focusing on the
problems. It encourages us to see the strengths and opportunities, rather than
only seeing the challenges and weaknesses, and to think about how to build on
the good things that are already there. Appreciative inquiry assumes that every
situation has positive aspects that can be investigated and used as a basis for
developing more positives.

Activity 1.9a: ‘Consultancy circles’ m
40-60 minutes

Teachers should work in small groups (e.g., 4 people per group). Each person
should think about a challenge they are facing with moving forward with, or
sustaining, their inclusive education work. The first person spends 2-3 minutes
sharing their challenge with their group members. The group members then
act as a consultancy group, giving feedback on the challenge, suggesting
solutions, useful contact people/organisations, and sharing their own
experiences of dealing with a similar situation, and how to turn the challenge
into an opportunity. This should take about 10 minutes. Finally, the group
identifies key lessons learned from this case study and the advice given (2-3
minutes).

The trainer must stress to teachers that the group members giving advice must
be positive and solution-focused and not just offer sympathy.
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This process is repeated until everyone in the group has shared their challenge
and received advice. The trainer should then facilitate a plenary discussion to
share the key lessons learned, focusing on how to turn a challenge or problem
into an opportunity or solution.

A group ofteachers during a consultancy ircIe actvity in Zambia
[Image description: 4 women and a man are sitting on chairs in a circle. They
are outside, under some trees. One woman appears to be talking as she is
gesturing with her hands. The others are looking at (listening to) her.]
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Activity 1.9b: Positive peer support @
20-30 minutes

This activity offers a slightly different version of the ‘consultancy circles’
activity. This peer support method may be useful for teachers to practice so
that they can use it after the workshop with their other colleagues.

Teachers should work in pairs. The trainer should give them these instructions
(verbally and on a hand-out):

“One person in the pair will tell a story of personal experience about
developing or supporting inclusion (in education or in the community).
Tell the story truthfully, including the positives and negatives. Take a
maximum of 5-10 minutes to tell the story.

While the person is speaking, their listening partner keeps quiet, but
writes notes. However, they are not taking notes like a transcript or
minutes of a meeting. They should write down just key words and phrases
that come to mind when listening to the story. These should be written in
two columns: strengths/positives and weaknesses/negatives.

The key words or phrases that the listener writes down need to describe
or summarise the skills and experiences (or lack of) that the speaker is
telling them about. For example, they might note that the speaker’s story
suggests the speaker has a strong commitment to human rights, and good
skills with talking to parents/guardians/care-givers; but maybe lacks
confidence when writing reports, and seems to lack knowledge about the
national education policies.

When the story has finished, the listener goes through their notes with
the speaker. They explain the positive strengths, skills and experiences
that the speaker has demonstrated through their story. The listener also
explains the weaknesses that the story suggests the speaker may have.
This is done in a positive way, however. The listener can only mention a
weakness if they offer positive and practical suggestions for how the
speaker can address this (e.g., actions they can take to improve the way
they interact with parents/guardians/care-givers, or where they could
find out more information about national policies).
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When this feedback has finished (10 minutes), the two people swap
roles.”

When the pairs have finished, the trainer may facilitate a plenary discussion
about the key lessons shared, and reflections on the methodology and how it
could be used for teachers to help their colleagues with tackling inclusion
challenges.
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Session 1.10: teachers’ learning review

This session allows teachers to reflect on the workshop’s activities and begin to
plan for their own training sessions and what they will do next in their settings.

This session will focus on:
e areview their teachers’ learning during the workshop,

e forward planning.

Activity 1.10a: Next steps — a final visit to the
River of Life m

30-45 minutes

To complete the River of Life, the final activity will enable teachers to focus on
their vision for inclusive education and for the training of trainers.

Teachers should create a collage of images — using pictures they have drawn,
cut from magazines, etc. — showing the most inclusive school environment
they can imagine. It is important that teachers interpret ‘environment’ as
including teaching practices, the learning materials, the atmosphere of support
and care, and so on, and not just the physical environment.

The collages should show a vision of a positive future, based on understanding
the concepts and ideas that make up inclusive education. Teachers might want
to add a few barrier images to show the remaining challenges, but overall the
collage should be about their positive vision for the future.

The collages should be displayed in the end of the final quarter of the River of

Life, and each group should explain the images that make up their collage and
what future vision they are trying to convey.
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Activity 1.10b: Personal targets m
60 minutes

Taking the ‘vision of the future’ a step further, the trainer can encourage
teachers to think about what they personally (and/or as a team from the same
school or community) will do to move towards the vision. What will they do
straight away after the training? What will they aim to do in the next 6
months? What longer-term actions would they like to take, or plan for? If
working as a team, how will they divide up their actions so that people share
the workload of working towards various elements of the vision? They could
discuss work-plans for themselves or their school, what action research they
could undertake, and so on.

This can be undertaken as an evaluation or learning game (see ‘Other useful
activities’).



Other useful activities

In this section we will offer a few useful activities that you can insert into the
workshop(s) if you have time and think they will be appropriate. We will
explain how to run the activities, and suggest where they might usefully fit.

Agree-disagree game

This is a good warm-up or ice-breaker game. It can be useful at the start of a
workshop, to help you find out how much teachers already know, or what their
attitudes are. It can also be useful halfway through a workshop, to help you
gauge if people’s understanding or attitudes are changing.

Instructions

On one side of the room, stick a sign saying ‘Agree’. On the other side of the
room put a ‘Disagree’ sign. Make sure there is a clear space between the two
signs.

Ask teachers to gather in the middle of the space. Read out a statement
relating to inclusive education, preferably a statement that you know people
will have divided views about, or that may be a bit controversial (see some
ideas below). Ask teachers to stand next to the ‘agree’ or ‘disagree’ sign,
depending on whether they agree or disagree with the statement. If they are
not sure they stand in the middle. Encourage teachers to debate and try to
change each other’s views.

Ideas for agree/disagree statements:

e “Only teachers who have received special needs training can teach a
learner with disabilities properly.”

o “Girls who get pregnant should not be allowed to stay in school.”

e “To create inclusive education we have to close all special schools.”

e “Inclusive education is not possible when there are large class sizes.”
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Communication game

This is a lively and funny activity which offers a serious message about the
challenges of clear communication about inclusion. We might think our
method or style of communication (and the message we are trying to get
across) is clear and straightforward, but the recipients of the message may not
perceive it as we intended. We therefore need to ensure clear and consistent
messages about inclusive education and regularly check that people
understand what we are trying to say. This game helps to remind us about the
pitfalls of communication.

Instructions

Teachers should sit in a circle. The trainer whispers a message to the person
sitting next to them, so no one else can hear it. The recipient then whispers the
message to their neighbour. This continues around the circle until the message
reaches the trainer again. The trainer then tells everyone the message they
have just received, and the message they had originally given out, and
highlights the differences between these two messages.

To make the activity more challenging, the facilitator can start two messages,
flowing in different directions around the circle. When both messages finally
return to the trainer, she/he tells everyone what the original messages were
and how they had changed during the journey around the circle. If possible,
you can do the activity a third time, with two trainers starting different
messages at opposite sides of the circle.

You are likely to find that the original message gets significantly changed as it
passes from person to person around the circle. You can highlight to teachers
that this game represents the potential for misunderstanding when we are
communicating, so when we talk to people about inclusive education we need
to make sure we are communicating clearly and accessibly, and we need to
check that people are understanding our messages in the way we intended.
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Reflective diaries

Teachers can be asked to keep reflective diaries or journals. A reflective journal
is a daily written record of teachers’ own experiences of teaching and learning
and provides a systematic and structured form of reflection. Keeping this type
of journal is a good way of documenting learning over the course of a
workshop. It also demonstrates an approach which can be useful for teachers
in reflecting on their professional development after the workshop.

Instructions

Teachers can be asked to keep a record each day, using these questions to
guide them:

e What did you enjoy today?

e What was the best or most interesting thing about your learning today?
Why?

e What was the most difficult thing about your learning today? Why?

e What would you like to know more about or understand better? What can
you do to ensure that you learn this or get access to the information you
need?

You can use these diaries as part of the evaluation of your workshop, if you
want to. Teachers can also be encouraged to share and discuss their reflections
with each other, and to keep using a reflective diary in their work, to help them
record their experiences, learning and information needs.

Evaluation or learning recap game

This activity can be a fun way to help people review what they have learned,
what they will do with their learning, and what they thought of the workshop.

Instructions

Teachers stand or sit in a circle. The trainer throws a ball to one of the
teachers. If any teachers are not able to see or catch a ball, it can just be
handed to them. They have to answer one or two questions (see ideas below),
but the answers must be short. For example, you could ask them to say just
one sentence, or limit them to 10 words. When the teacher has given their
answer(s) they must throw or hand the ball to someone else in the circle. This
activity works best and is more fun if you can keep it moving quickly. If there is
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a large group, and you allow people to give long answers, it may become
boring.

Ideas for questions to answer in the circle (use a maximum of two)
e What is the main lesson you have learned at this workshop?

e What was the most unexpected aspect of the workshop?

e What will you tell your colleagues about this workshop?

e What one change will you make to your work as a result of this
workshop?

e What was the most/least enjoyable part of the workshop?

Module

Resources
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Resource 1.1: Learning styles worksheet

Preferred learning styles
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The learner...

...likes subjects that are based on photos,
diagrams, maps

...prefers activities that are based on visual
paintings

...likes reading and writing a lot

...prefers taking part in discussions and
arguments in class

...prefers to stay silent and does not take part in
discussions

...Is hyperactive in class

...prefers to depend on reason, logic, and figures
...has an ability to make quick relationships with
others

...prefers to stay alone for a long time without
feeling bored

...Iis able to identify his/her own strengths and
weaknesses

...is able to identify the strengths and weaknesses
of others

...tries to see things from the perspective of others
...prefers to link information together

...prefers to stand while talking

...likes stories (telling stories and listening to
them)

...likes and is good at jigsaws

...prefers to do things himself/herself instead of
watching them done or reading about them
...likes using colours and highlighting main parts
in a text

...learns better through reading texts

...learns better if someone reads out to him/her or
summarises a lesson to him/her

...likes reading books with many drawing/
illustrations

...prefers following written rather than verbal
instructions

...prefers following verbal instructions more than
written ones

...tends to influence his classmates

...is the first to leave the classroom when the bell
rings
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...like to use analogy and make stories to explain
his/her views

...prefers to see what people are talking about to
understand it better

...likes to draw and design things and look at
pictures

...enjoys traditional lessons in terms of reading,
writing, listening and discussing

...remembers names, places, dates, and trivial
things

...asks more questions and enjoys using reason,
logic, and problem solving

...likes songs, music and remembers melodies
and identifies sounds very well

...likes to work alone and does not mix with other
learners much

...likes to talk a lot with his colleagues and likes to
work with others co-operatively

...likes to share his/her ideas and what he/she is
doing with others

...remembers things better if he/she writes them
down

...remembers things better if he/she reads them
aloud

...likes to lead his/her classmates and volunteers
to solve the problems between learners

...uses his/her hands a lot while talking and
describing things

...likes sports a lot and practices sports

...makes many mistakes in reading some words

...when reading, he/she follows the words with
his/her finger

...has difficulty following what the teacher says
especially if the teacher talks a lot

...likes doodling while the teacher talks

...needs a quiet atmosphere to achieve a given
task

...can achieve and works with people around
talking

...enjoys assembling and disassembling things

...likes to explain things to his/her colleagues and
others

...cannot concentrate if somebody is talking
unless he/she looks at the speaker directly

...likes to underline words and use different
colours to mark texts

...cannot work well with noise or music in the
background

...remembers well interesting examples, stories,
and jokes

73




Resource 1.2: Cycle of discrimination diagram

Discrimination Stereotype
(The action) (The idea)
e.g. children with e.g. children with
disabilities are not allowed disabilities are slow
to enrol in mainstream and stupid

academic classes. They can
only attend special schools
or vocational classes

Prejudice

(The feeling —
pre-judging people)

e.g. | don’t want to
teach any children with
disabilities. They will
reduce the average
marks in my class
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Resource 1.3: ‘My teacher...” cards

Print out the following and cut them into individual cards. Make one set of
cards for each group of teachers. Make sure you mix up the cards well.

‘My teacher really listens to me and is
always smiling.’

‘My teacher hits me when | am not
quick enough in class.’

‘My teacher treats me with respect and
doesn’t get angry when | lose my
concentration in class.’

‘My teacher doesn’t stop the other
learners from bullying me when | get an
answer wrong.’

‘My teacher lets everyone in class be the
teacher for a day.

‘My teacher doesn’t let us talk in class
unless we are answering her questions.’

‘My teacher gets us to work in groups
and we help each other with learning.’

‘My teacher always makes us sit in
rows.’

‘When we are naughty in class, my
teacher has us decide our own
punishments.’

‘My teacher shouts at us if we make
mistakes in class.’

‘My teacher has us sing and do
drawings.’

‘My teacher arrives late for some
lessons. Sometimes he spends the
lesson using his mobile phone instead
of teaching us.’

‘My teacher sometimes teaches lessons
outside the classroom.’

‘My teacher takes ages to mark our
books or homework.’

‘My teacher encouraged me to keep
coming to school even when | didn’t
want to.’

‘My teacher will not let me go to the
toilet when | need to.’
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Resource 1.4: The social model

Box 1: Explaining the social model

In its simplest form, the social model is about changing the system to fit the
learner, not changing the learner to fit the system. It locates the ‘problem’ of
exclusion firmly within the system, not within the person or their
characteristics. It has its origins in the early days of the disabled people’s civil
rights movement and provided a radically different definition of disability
that influenced understanding and practice. It states that society is disabling,
not the particular impairment or condition that a person may have.

The social model is contrasted with the medical, charity or individual models
of disability, and helps us to understand the differences between special,
integrated and inclusive education. The social model is a useful way of
promoting inclusion not just in relation to people with disabilities, but in
relation to any excluded or marginalised group.
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Box 2: Defining the problem

The process of defining a problem is made up of two parts:
a) What is actually happening, what are the facts?

b) Why is this happening?

If we look at the problem of exclusion, then we can define the problem in

different ways:

a) What is actually happening, what are the facts? (e.g., the learner is not
learning, they are not attending school)

b) Why is this happening? We can answer this question in many different
ways. Our values and beliefs influence how we answer this question.

o If we believe ‘all learners can learn’, and if we know that teaching
environments, attitudes and methods can make a big difference to
how learners learn, we will try to find out what could be improved in
these areas.

o If we believe that some learners are not ‘OK’ due to their appearance

or behaviour, if we believe that the learners themselves are

‘problems’, then we will blame the learner, try to change the learner,

maybe try to hand them over to someone else, or even exclude
them.

The social model provides a framework for defining problems and solutions
by focusing on the society (environments, attitudes, systems, structures)
rather than on the individual. It takes some time and some practice to
change our way of thinking so that we can define and find solutions to all
problems using this social framework.
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Example of questions from an individual and a social model

X Individual Model X

Beliefs and values.

Results in practice

v Social/rights-based Model v

Beliefs and values

Results in practice

The problem is the
learner with a
disability/from the
ethnic minority, etc.
They are different
from us, they are
defined by their
disability/ethnicity/
gender.

Survey to find out
the ‘size of the
problem.’ Listing and
labelling learners
who are different.

People (children and
adults) have different
characteristics,
different abilities,
strengths, behaviours

Survey to identify
barriers in society faced
by learners and their
families; policies,
prejudice,
environmental,
institutional barriers.

They are ‘objects’ of
charity, medical
treatment or social
protection

Setting up ‘services’
for learners who are
‘different’, putting
them in homes and
institutions

Learners are subjects
with rights, capable of
claiming their rights

Promoting
empowerment through
knowledge about and
access to their rights

The problem is that
they are not normal,
not ‘one of us’

Separate
environments and
schools, special
environments and
schools, separate/
special teachers

The problem is that
learners and their
families experience
discrimination and are
denied their rights

Programmes target the
discriminatory practices
in society, and work
with learners and their
families to access and
protect their rights

Take care of them,
create dependency,
make decisions on
their behalf about

Learners have a right
to appropriate health

Health and
rehabilitation services
are fully inclusive, and

like us, look like us
etc then they are
tragic/hopeless cases

interests must be
taken into account

Not capable e
P health care and and rehabilitation promote the
rehabilitation. Or services independence and full
blame, abuse, participation of learners
abandonment.
If they can’t speak Fully inclusive
Learners are not a
our language, have programmes that
. homogenous group —

our habits, behave L respond to learners as

Not OK their views and best

individuals, offering
appropriate support,
aids and equipment

Prevention of people
with disabilities,
ethnic ‘cleansing’, etc

Abortion assumed to
be the ‘best’ option,
infanticide or
genocide, special
programmes,
ghettos

Prevention of
discrimination against
learners who are
perceived to be
‘different’

Promoting health and
well-being for all and
fully accepting and
embracing diversity and
by combating exclusion
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Individual Model

Social / Rights Model

Questions to learners

What is wrong with you?

What is wrong with the education system?

Do you have difficulty
travelling to school?

Is your school accessible to you? Is
transport available or provided?

Can you stand up for yourself?

Does your school have an anti-bullying
policy that works?

Can you keep up with your
lessons?

Does the teacher help you to learn in ways
that work for you?

Do you understand what the
teacher says?

Does your school offer tuition in your own
language?

Do you have to miss school at
certain times of the month?

Does your school have proper toilet and
hygiene facilities and a sensitive approach
to supporting the needs of teenage girls?

Does your difficulty in
seeing/hearing mean that you
can’t attend school or learn
along with your friends?

What problems do the
learners in your class have?

Does your school make sure you can
access the curriculum by providing
appropriate support within the classroom?

Questions to teachers

What further support or training do you
need as a teacher to ensure all learners
are learning?

How many disabled/ethnic
minority learners are there in
your class?

What sort of barriers do learners face in
being able to fully participate in your
class?

Are some learners slower than
others?

Are your teaching methods able to
respond to different learning needs and
speeds?

Is it difficult for you to fit in as
a teacher who is disabled/from
an ethnic minority?

Do people’s negative attitudes and
prejudice cause discomfort to you?
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Resource 1.5: ‘Is this inclusive education?’ Case
studies

Remove the answers before copying this sheet and giving it to teachers!

1. Some girls have stopped coming to primary school, because they keep
getting sick. It turns out that when they were in school they never used the
school toilets. The school toilets were always very dirty and the girls were
scared of getting bullied. When the girls complained to the head teacher, she
started making sure the toilets were cleaned, but she also started locking them
and keeping the key so girls would need to ask for the key whenever they
needed to use the toilet. Sometimes girls can’t find the head teacher when
they need the toilet.

Answer: Exclusion

2. A teacher has 50 learners in her secondary school class. The teaching style
she is most familiar with is standing at the front of the classroom and lecturing
to the learners, but she notices that many learners do not seem to understand
what she is teaching. She has tried different seating arrangements, but now
she is putting her quickest learners in the front and she mostly asks them
qguestions because the other learners do not seem very engaged with the
lessons.

Answer: Integration

3. A teacher is struggling to control a group of boys in his class. They seem
bored, will not sit still and often interrupt the teacher and other learners. The
teacher has started sending the boys out of the classroom when they cause
trouble in his class. When this happens, the boys run around the school
disturbing other classes. The teacher is frustrated and the boys are not learning
much.

Answer: Integration and exclusion
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4. Sarah uses a wheelchair. She wants to attend her local school with friends
from home. The school has no wheelchair access, so her cousin who was
unemployed accompanied her to school to lift her up the stairs and move her
through the doorways. Her cousin has now got a job and he can no longer
accompany her. Sarah’s teacher says she cannot attend school without a
helper. She has been at home ever since.

Answer: Integration then exclusion

5. Natasha in Grade 1 has Down’s Syndrome. She can say a few words but
mainly uses gestures to communicate. The other learners love playing with her
because she has a great sense of humour. Because she is very animated, they
are able to understand her. Her teacher thinks Natasha is a clown and would
prefer her not to be there because she interferes with the other learners.
Because Natasha can’t speak well, the teacher never bothers to ask her any
guestions and lets her do as she pleases in class.

Answer: Integration

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

Answer: Integration

7. Michael has a learning difficulty, he struggles with maths and literacy.
Michael needs to have someone explain clearly what is going on in class. His
teacher has paired him up with a learner who enjoys ‘playing teacher’ with
whom he gets along. The teacher has also allowed him to take his exams orally.
He goes for extra lessons to improve his maths and reading.

Answer: Inclusion
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Resource 1.6: Sample photos for photo
elicitation

The details below the photographs explain what they depict, according to the
photographers who took them.

e This is a dangerous road the learners have to cross to get to school.

o Cars drive too fast. The drivers need to be advised to slow down near the
school.

[Image description: Two boys and a girl are holding hands. They are walking

across a road. A car is approaching and is very close to them.]
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e Areas of school like this corridor are barriers to inclusion, where some
learners can intimidate (bully) others who are smaller and/or weaker.
[Image description: Two boys stand in a dark, narrow corridor. One is
leaning on the wall.]
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o Clean, safe, accessible water supply is needed. Without it learners say they
can’t get through the day, can’t think, can’t wash their hands after using the
toilet, which leads to disease, illness, etc.

e The ground around the taps is uneven, so the water is not accessible to all,
e.g., itis inaccessible to learners with visual impairments and those using
wheelchairs.

[Image description: Two metal buckets filled with water stand under a tap.
The ground around the tap is earth with many large stones.]
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Learners took this picture because of the new pile of bricks outside — they
are happy because they are having a new classroom built, therefore, there
is more space to learn.

[Image description: The picture was taken from inside the classroom,
looking out of a window. The inside of the room is very dark so no details
are visible. Outside the window there is blue sky, bare earth and in the
background a huge pile of bricks.]

85



e There are other toilets for girls which are not seen in the picture.

e The learners who took the photo are happy because now they have toilets —
before it was just a barren landscape with nowhere to go to the toilet.

[Image description: There is a large open area of flat ground. It is bare earth

with no vegetation. Three separate latrine buildings stand on one side of the
space. Each building contains 2 latrine toilets.]
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e Inaccessible books: learners can’t get to them easily because of how and
where they are stored. There is no Braille, only printed materials.
e Having a good supply of books is positive as learners don’t have to share.

[Image description: There are three shelves. Piles of books/booklets are
stacked vertically on the shelves. The shelves are full. No book spines/titles
can be seen.]
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e Bullying is a barrier to inclusion.

e Poor discipline is a barrier to inclusion.

[Image description: Three boys — one seated at a desk, two standing — are
fighting. The two standing boys are both grabbing the seated boy. A teacher
stands behind them, trying to separate them. His mouth is open, shouting. A
girl sits at a desk behind the fight.]
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e There is a very friendly teaching style — a learner is being praised in a cool
way

e This is a teacher with confidence who has control of the class and can praise
his learners while knowing the others will appreciate this response.

[Image description: Female and male learners are sitting at desks. At the back
of the class two people are standing up and slapping hands. Other learners
are turning round to watch.]
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e The learners are doing a participatory activity to discuss what makes
education inclusive. Potentially the boys are not being included in the
discussion by their female teacher, and some seem to be bored.

[Image description: Girls and boys are sitting around a table, with other
children standing behind them. A smiling female teacher is talking to some of
the girls who are laughing. The boys are listening/watching but not laughing.]
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e Some learners took this photo to show how important play time is for them
—it’s a barrier to inclusion when they can’t play.

e Good accessibility — the flat playing field is good.

[Image description: There is a large, flat field with trees around the edge in
the background. Lots of learners are running and playing.]
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o Teachers working together and exchanging ideas and finding solutions.

[Image description: Four female teachers are sitting around a table looking
at sheets of paper.]
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e The learners who took this photo wanted to show that their teacher smiles,
which makes them feel included.

[Image description: A smiling male teacher is standing in the aisle. Either side
of him, male and female learners are seated at their desks in rows. A few
learners at the back, behind the teacher, have their hands raised.]
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e A parent being supported to work with their child, to support learning at
home.

[Image description: A woman and a young boy are kneeling on the floor.
They are playing with a toy that involves putting disks of plastic onto wooden
sticks.]
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e One boy is deaf and his friend is helping to explain the lesson to him —
learner-to-learner methodology.

[Image description: Two boys are facing each other at a table. There are

paper and objects on the table. One boy is leaning across the table towards
the other. Pairs of boys are sitting at other tables in the background.]
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o Alearner with physical disabilities is working in a group with friends without
visible disabilities.

[Image description: Three young girls are standing at a table. A fourth girl is
seated in a chair, playing with shapes on a board on the table. The other girls
watch her.]
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Resource 1.7: Examples of action research
drawing activities

Mountain diagram from Zambia
[Image description: A line drawing showing a path going uphill. At the top of
the mountain is a drawing of a school labelled inclusive school. Along the
path are various images and labels showing the challenges and support on

the path to inclusive education.]
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Daily activity timeline
[Image description: A line at the bottom of this diagram has numbers written
along it, representing the time from 7am until 2pm. Above the line are simple
children’s pictures, for instance of animals, a religious cross, people and other
unclear drawings. These depict activities, such as feeding animals at 10am.
Words also explain the activities.]
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Timeline example showing positive and negative events
[Image description: This diagram has a horizontal line through the middle, and
another wavy line that snakes above and below the central line. At different
points on the wavy line there are very basic sketches of people in groups,
talking, sitting at a table, and so on, as well as words to explain what these
drawings represent. The drawings/text above the central line represent positive
events on the timeline such as ‘meeting with parents’, while those below the
central line represent negatives, such as ‘2 enthusiastic teachers move away’.
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Mind map created by workshop teachers
[Image description: This diagram is a mind map. There are many circles,
containing words, connected by arrows.]
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Jamaica

Networking diagram (more complex)
[Image description: This diagram has a large oval labelled ‘international’. Inside
it is a smaller oval labelled ‘Africa’ and inside that is a smaller circle labelled
‘Lesotho’. Each oval/circle contains the names of organisations.
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