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[bookmark: _Toc505443392]Introduction
The Agra seminar was an international seminar with a difference. It was a collaborative venture between a small number of international non-governmental organisations (NGOs) and the Enabling Education Network (EENET). The International Disability and Development Consortium (IDDC) has no headquarters, staff or budget of its own. The organisation of the seminar was guided by IDDC's current chairperson and Save the Children Fund (SCF {UK})'s Disability Adviser, Ms Sue Stubbs; but responsibility for the various tasks was shared out between the organisations. Some gave generously of their time and others were able to provide the necessary capital to enable the seminar to take place.
Participation in the seminar was conditional upon the satisfactory completion of an application form. This included an explanation of the relevance of the seminar to the applicant's work and a definition of the term inclusive education. This was not a seminar for those who wanted to further their careers, it was to help practitioners improve their practice. IDDC had an obligation to ensure that the time and resources used would directly benefit the lives of marginalised groups, such as disabled children.
It was a seminar without an agenda. The methodology used to structure the participants' questions into a problem-solving and experience-sharing agenda was fundamentally linked to the philosophy of inclusive education. It was highly flexible and constantly changing in order to cater to individual needs. The seminar became a microcosm of an inclusive society. A variety of active teaching and learning methods were used in order to demonstrate the changes which need to take place in most educational settings and to experience them at first hand. The description and analysis of this methodology takes up almost as much space in the report as the content of the seminar. Both are considered equally important, since the medium is the message.
[bookmark: _Toc505443393]1. Why was the Seminar Held?
This section outlines the reasons for holding the seminar.
International recognition that education systems should cater for diversity has been growing steadily in recent years. The 1990 United Nations (UN) Conference in Jomtien focused on 'Education for All' and the 1994 Salamanca Conference on Special Needs added to this impetus by drawing attention to the large numbers of groups of children currently excluded from mainstream education. The world's disabled children, who are often hidden away in back rooms or sometimes separated from other children by being placed in special schools, form one of these excluded groups. Other groups include street children, girl children and the children of nomads.
The industrialised countries of 'the West' are often seen to be taking the lead in policy and practice on inclusive education, yet in reality, this is far from the case. In three quarters of the world, the so-called 'developing countries', have many examples of excellent policy and practice in inclusive education, despite large class sizes, few material resources, and limited access to information. In many cases:
· they are not hindered by a legacy of segregation
· there is more community solidarity
· they have more expertise in utilising existing local resources
However, people involved in developing policy and implementing inclusive education in these countries are often extremely isolated from other practitioners and have few opportunities to learn from each other. The lessons of their experience are not only relevant to other 'developing' countries, but also to the industrialised countries of 'the north', particularly in the current climate of declining resources. Yet practitioners from the South have very few opportunities to attend the many so-called 'international' conferences which tend to be held in the North and to be dominated by Northern agendas. Token representation of people from the South at international conferences rarely leads to a genuine exchange of ideas and experience taking place. For all these reasons, the IDDC decided to organise a seminar which would:
'provide a forum for sharing experiences and identifying common issues on inclusive education in countries with few economic resources and/or limited access to information and experience'
The ultimate aim of this seminar was to actively contribute to policy and practice development resulting in increased and improved inclusive education (IE) for all.
[bookmark: _Toc505443394]2. What we Talked About
This section summarises the main outcomes of the discussions which took place during the seminar. They are reflected here under five broad headings: policy; attitudes; school issues; practice; and monitoring and evaluation. Each section includes a summary of the constraints, key questions and existing strengths of the IE programmes represented at the seminar. Examples of good practice are given in the form of short case studies, or vignettes, and are based upon the presentations and background papers prepared by the participants. Participants from Laos and Mozambique were unfortunately unable to attend, but examples of their work have been quoted, where appropriate.
Poverty, and the need for resources and funding, underpinned all the discussions. Political instability, refugee and conflict situations, natural disasters and the lack of a basic infrastructure were identified as conditions which make the enormous challenge of implementing IE more difficult. Isolation from relevant information, and from opportunities to share and reflect on experience, is another aspect of that poverty.
Participants were helped to think through their own situations and to work out their own context-specific solutions. They were also encouraged to take responsibility for their own learning by identifying the individuals who could help them most with their particular questions and by referring to the resource materials set out on the displays on each project which remained on display throughout the seminar.
There was very little time spent discussing the definition of inclusive education since the aim of the seminar was to share experiences of well established programmes, rather than to debate the meaning of inclusion. Interestingly no-one signed up for the interest group entitled 'philosophy' which would have discussed the definitions of concepts in detail. The following diagrams were used as a basic introduction to the definition of inclusion and to distinguish between integration and inclusion.
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Figure 1 - Integrated Education
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Figure 2 - Inclusive Education
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The situation faced by most practitioners is that there is either no legislation, or bad legislation, and there is often no government recognition of IE. A lack of inter-ministerial and inter-agency collaboration makes it very difficult to introduce new ideas. And, sadly, there is corruption. A tradition of segregated provision for disabled children and a single-category approach to impairment often restricts the possibility for change. The dominant medical model of disability, the philosophy of defectology, and resistance to change from professionals are just some of the barriers to the development of policy on IE. Isolation from examples of good practice, the difficulty in finding appropriate and committed human resources, and funding agencies pursuing their own agenda further exacerbate an already difficult situation.
[bookmark: _Toc505443396]How can we encourage segregated systems to move towards inclusion?
Case study: Federal Republic of Yugoslavia
Save the Children Fund (SCF-UK)'s disability work in the Federal Republic of Yugoslavia (FRY) is being carried out in a situation of political instability and political change from communism to democracy. A dominant medical model of defectology focuses on the 'defect' or impairment, rather than on the child's ability and potential. Strong negative attitudes towards disabled people held by parents, professionals and society in general are perhaps the greatest barrier to inclusion. The vast majority of disabled children, particularly those living in rural areas, are excluded from all services and have no means of accessing education. Some ad hoc integration is taking place, mostly in the capital city, but those children who attend special units have a segregated educational experience, with no parental involvement.
"Institutionalisation is still seen as an appropriate response to disability, and segregation, rather than integration, characterises the whole pattern of services."
SCF's disability programme began in 1996 with a strong focus on children's rights and with a close partnership with local agencies, and parents' associations in particular. Its aim is to promote community, rather than institutional ways of working and to influence professionals and policy makers to consider adopting new methods of working with disabled children. The target group is young children with learning difficulties under the age of eight years. The main focus of the work has been to empower and support parents to form organisationsand to encourage them to challenge public attitudes and current policy.
Seminars have been held for parents, professionals and policy makers to promote the concept of 'parents as partners' and to facilitate dialogue between the three groups. Parents and professionals from day care centres have received training and individual programmes have been developed for each child. Parents have been trained in the development and evaluation of care programmes for their own children and in the management of toy libraries. SCF has opened three toy libraries for disabled children and their parents which represents a community based alternative to the current institutional provision.
Although the overall system remains segregated, there have been some significant moves towards a more inclusive approach. Parents' organisations have been formed in which parents are playing an active role. More structured links have been developed between parents and professionals in the institutions involved in the programme and this has led to a better understanding between the two and to the children making greater progress. Finally, there has been greater press coverage of disability issues since the programme started.
[bookmark: _Toc505443397]How can we influence governments to change their national policies towards disabled children and other marginalised groups?
The starting point for influencing policy should be human rights and the improvement of education for all children. Existing national and international legislation and documentation on IE should be collected and used as reference material to initiate policy development. The United Nations (UN) Convention on the Rights of the Child (1989) and UNESCO's Salamanca Statement and Framework for Action (1994) are crucial documents for all IE practitioners wishing to influence policy development. (See Appendix 6.)
Case study: South Africa
"Quality education for all: Overcoming barriers to learning and development" is the title of a report commissioned by the President of South Africa which was completed in 1997. The report involved extensive consultation with all the key stake-holders in special needs education and took one year to complete. The document will form the basis of a new national policy on special needs education, which is directly in line with general education transformation initiatives. The principles underpinning this educational transformation include: human rights and justice for all learners, equal access to a single, inclusive education system, removing past inequalities, the development of strong links between the community and the centres of learning, and cost-effectiveness. Educational provision and support for all learners must be appropriate, effective, affordable, implementable and sustainable. Starting from the basis of respecting the human rights of all individuals, this radical new policy paves the way for an education system, which welcomes and responds to diversity.
Advocacy groups such as parents' pressure groups and disabled people's organisations have an important role to play in lobbying government to bring about changes in line with international legislation. Information about IE should be widely disseminated in mainstream journals and newsletters. The media should be used as much as possible to raise the profile of IE issues.
[bookmark: _Toc505443398]What is the role of NGOs in IE and how can they be more effective in promoting IE, especially where there is no legislation?
Case study: Papua New Guinea
Papua New Guinea (PNG) has a unified education system made up of various government and church agencies. All salaries are paid by the government and diverse identities and philosophies of the agencies working in partnership with government are respected and upheld. It is therefore possible for an educational initiative taken by one agency to be recognised, owned and adopted by the larger system.
Callan Services for Disabled Persons was created in 1990 by the Christian Brothers of Papua New Guinea as an NGO which would promote training in special education within the ordinary school system. The Christian Brothers had established a centre for blind children in 1982, outside the regular school system and had found themselves negotiating with mainstream schools to accept blind children. Yet it should have been an automatic right that the children had a place in mainstream school. Also in the 1980s they became aware of the lack of educational opportunities for deaf children.
In collaboration with other NGOs, Callan Services called upon the National Department of Education to take up its responsibility for approximately 60,000 severely disabled children by making the regular school system inclusive. Christoffel Blinden Mission (CBM) assisted Callan Services in introducing special education into the three year curriculum at Wewak teacher training college in 1991. An inclusive pre-school was established on the campus which would feed into the demonstration primary school. Wewak became a model for the future development of all teacher training colleges. A National Plan for Special Education was developed and approved by cabinet in early 1993 and funding for the first phase of the plan was released in 1994. Currently 7 pre-service teachers' colleges and 1 in-service teachers' college have a lectureship in special education which is supported by a Special Education Resource Centre, each with a core staff of 4 teachers salaried by government.
Attitudes
A limited understanding of the concept of disability, negative attitudes towards disabled people and a deep resistance to change are major barriers to inclusive education. Lack of knowledge, and an unwillingness to share knowledge and information, feed prejudice and discrimination against disabled people. Mass media stereotypes of disabled people serve to encourage and reinforce negative attitudes. The marginalisation of parents by professionals and the desire of some disabled adults for a more luxurious specialist system further complicate the issues. Promoting positive attitudes and respect for difference is a pre-requisite for policy development and the implementation of IE at school and community level.
[bookmark: _Toc505443399]What methods can be used to create positive attitudes in policy makers, families, disabled people and learners?
Before reaching out to challenge the negative attitudes of others, it is essential to start by addressing our own attitudes and those of our nearest colleagues. We must set a living example of the concept of inclusion. It is important to use positive language and to avoid labelling, especially where non exists. Educational literature should be reviewed and negative language and stereotyping should be removed. The media should be monitored for any negative portrayal of disabled people and should be encouraged to portray positive images.
It is also important to identify existing examples of positive attitude change such as health promoting schools or the enrolment of larger numbers of girl children. Links can then be made with other issues of difference prior to embarking upon an awareness raising campaign. The campaign should focus on teachers, parents, community workers, children, architects, policy makers and all personnel involved in education. By providing basic information about disability and about the abilities of disabled people, and by encouraging disabled people to act as role models, self-advocates and information providers, there will be a gradual shift towards more positive attitudes.
[bookmark: _Toc505443400]How can we change traditional education systems into an IE system?
It is important to start by challenging and influencing the attitudes of policy makers and service providers. This could be done by identifying key policy makers and arranging personal meetings with them to discuss IE and its potential to transform the whole educational system. Continuous exposure to IE issues could be provided by inviting the policy makers and service providers to exhibitions and seminars. Attractive and informative publicity material could be produced which highlight the issues, such as videos and calendars. Finally, information on the cost-effectiveness of inclusion in transport, buildings and staffing terms should be provided.
Case study: Nicaragua
The Ministry of Education has been promoting the integration of children with special educational needs into regular schools since 1990. However, this has been done on a very individual basis and without the full support of the education system as a whole. Responsibility for children identified as having 'special educational needs' rests with the department of special education in the ministry of education. This department is under-resourced, and, like most traditional education systems, is pre-occupied with supporting those children who attend the special schools.
"...limited resources are used to support individual children and are not potentialised to support the whole educational system"
"One school for all: the development of inclusive practices in Nicaragua" is the title of a two year UNESCO project, initiated in 1998, which will look in depth at the integration which has taken place so far and which will help point the way forward to a more inclusive approach. Three primary schools will be supported to adopt a culture of reflective enquiry, collaboration and training. Responding to diversity will become a strategy for overall school improvement and teacher development.
[bookmark: _Toc505443401]How can we empower parents to negotiate for an appropriate education for their child?
Parents need basic information about their child's ability and potential, as well as their particular impairment. The major focus should be on the importance of encouraging their children's independence through participation in family activities and developing skills and confidence in the activities of daily living. Early intervention with disabled children and their families should take place through a process of consultation, encouragement, demonstration, perseverance and information. Community Based Rehabilitation (CBR) workers and teachers should build a strong relationship with the whole family based on trust. Support for the family should be tailor-made. Parents should be given the opportunity of being involved in their children's activities so that they can observe the methods used and participate as much as possible.
Case study: Lesotho
The Special Education Unit in the Ministry of Education in Lesotho believed that IE could only be successful if teachers worked in partnership with parents. Since there was no parents' organisation in the country in 1991 when the IE programme started, they took a lead role in the formation of the Lesotho Society of Mentally Handicapped Persons (LSMHP). Parents have therefore played an active part in the IE programme from the beginning. They have contributed to the development of in-service teacher training materials and are often asked to give talks during teachers' seminars. They provide valuable support to teachers who have disabled children in their class. As a result of this close collaboration, parents have become both more aware of their children's needs and more confident in dealing with professionals. Information about IE is spread all over the country by the parents, far beyond the ten pilot schools where it was initially introduced. Where there is no IE programme the parents have taken the initiative to introduce the concept. In turn, the teachers involved in implementing IE are promoting the parents' message about the rights of disabled children to attend school. 
Parents should be encouraged to set up their own support groups. Meetings could be set up between disabled people and parents of disabled children. Information should be made available to both groups on how to access services and resources and about children's rights. Parents with positive experiences can be more involved with lobbying and consulting. If necessary, support groups, or self-help organisations, for people with similar disabilities could be set up which will provide role models for attitude change among disabled people themselves and in the community.
[bookmark: _Toc505443402]How do we prepare non-disabled children and their families for IE and how do we address the needs of both disabled and non-disabled children through inclusion?
Case study: Vietnam
A Care in the Community Project for disabled children was initiated by SCF(UK) in Ho Chi Minh City in 1992. At that time SCF's main partner was the Centre for Research and Education of Disabled Children in the Education Department. Together they organised an 'Education for All ' seminar in 1993. The seminar was based on the UNESCO Resource Pack . Several of the districts represented were so interested in the ideas that they established contact with SCF without waiting for a directive from the Education Department. Regulations prohibited mainstream schools from accepting disabled children, yet it was discovered that one of the kindergartens had accepted some disabled children. SCF began to support this initiative unofficially.
An awareness raising workshop was organised for the parents of non-disabled children and for those teachers who had disabled children in their class. The parents of non-disabled children were reassured in the workshop that the presence of disabled children did not mean that the teachers were less caring towards their children. They also realised that relationships between the children in the class were not adversely affected by the inclusion of a disabled child. There had been some resistance from the teachers at the beginning of the project, but once they had gained confidence in working with disabled children they were able to initiate similar workshops for parents. 
"Committed and convinced parents of non-disabled children are necessary for the success of IE."
Is social stigma considered as a disability?
Children who have AIDS, TB or leprosy or whose family members have any of these conditions are likely to experience discrimination and possibly exclusion from school. If the social stigma resulting from these medical conditions leads to a child being excluded from education then it is necessary to target these groups as part of an inclusive education initiative.
Participants produced a series of awareness-raising posters for children, parents, teachers, policy-makers and community members.

School Issues
The stark reality facing most practitioners when introducing IE at school level can be very off-putting: rigid school systems; an inflexible curriculum; poorly paid and poorly trained teachers; a lack of basic facilities, such as books and desks; and buildings in a state of disrepair. This situation was borne out by the school visits made during the seminar to local schools in Agra. However, despite these difficulties, exciting and innovative work is going on in schools. By building upon the strengths of even the most impoverished schools, it is possible to introduce fundamental changes in educational practice.
Are there any criteria for selecting teachers and schools for IE?
Inclusive education, by its definition, includes all children and all schools. It may be necessary to be selective in the initial pilot stages in order to develop models of good practice, but ultimately inclusive education is for all children in all schools.
Case study: Lao People's Democratic Republic
The Lao government is a signatory to the UN Convention on Child Rights and the Salamanca Statement and in 1996 it adopted a decree on compulsory education, which includes disabled children. The needs of girl children and the complex cultural and linguistic context of education are two other major issues of marginalisation being considered by the Ministry of Education.
Inclusive education is being introduced as part of a school improvement initiative. In 1989 plans were made to improve the quality of teacher education, teaching methodology and of the curriculum. SCF (UK) was invited to help with pre- and in-service teacher training programmes in the pre-school and primary school sectors. Some of the key questions which were asked were: 'Why do so many children fail?' And 'How can we teach in ways that limit failure and enhance learning with our limited resources?' The need for more child-centred and active teaching approaches in the classroom, planning and recording, and the recognition of individual differences among children provided some of the answers to these questions.
Changes were first introduced through the 'demonstration kindergarten' attached to the teacher training institute. This enabled students to acquire practical skills while at the same time providing the administrators and teacher trainers with an experimental situation from which to devise the programme in schools. This in-service training continues through regional and provincial centres. Lao educationalists have had access to relevant international research and experience through documents and study visits and the presence of an SCF adviser. This educational transformation has taken place with a relatively small budget in a culturally appropriate way. The ministry now has its own team of advisers who are responsible for planning and implementing educational change and managing the inclusion of disabled children.
The programme has been particularly successful in the pre-schools where staff have quickly recognised the connection between school improvement and inclusion. Any difficulties faced in the primary schools have been where school improvement had not been adequately addressed before including the disabled children. Also some schools had given in to the very real pressure of admitting too many disabled children, causing overload. One of the unexpected outcomes has been the reduction in the exam failure and repetition rates in many primary schools.
"1995 was the very last year of high repetition rates. We can now recognise difficulties long before the exam and put in extra help."
What are the criteria for screening the type and degree of disability and the child's potential for IE? Since education is for all children, theoretically it should not be necessary to screen children prior to inclusion. All children have a right to be included, so the question should perhaps be re-phrased in line with the social model of disability: What is the school's potential for inclusion? However for the minority of severely and multiply disabled children the most appropriate educational context for the child may be the family or community setting. These decisions can only be made in context.
Case Study: China
The Law on Compulsory Education (1986) and the Law on the Protection of the Rights of the Disabled (1991) have required and empowered provinces to introduce 'education for all'. Anhui Province Integrated Education Project was initiated in 1988 with the support of SCF(UK). It was decided to focus initially on the integration of children with mild learning difficulties, since they constitute the majority of school-aged children who require some form of special provision. It was also decided to start with children of kindergarten age.
Training was not only focused on the class teachers, but also on the local administrators, whose support is essential to the success of the project. Initially this training took place in the Salvation Army kindergartens in Hong Kong, but, following the success of the pilot project, it now takes place in Anhui.
There have been three main phases of this project. The pilot stage (1988-1993) when integration took place in only two kindergartens. The second stage which involved expanding the project to the municipal level (1994-5). The third stage, from 1996 onwards, the project has been expanded to the county level. To date 68 kindergartens have become involved, with approximately 350 children with mild learning difficulties being educated. Some of these children have been successfully integrated into primary schools, but the project has not yet expanded into the primary school sector. By the year 2000 it is intended that there will be 100 kindergartens involved, and that children with other disabilities will be involved in the project and that it will expand into the primary school sector.
The number of disabled children in any one class never exceeds 6%. In order to cater for these children the teaching methodology in the kindergartens has been transformed. Small group teaching and imaginative and exploratory play have contributed to an improvement in linguistic and cognitive development. Greater attention to individual learning rates and styles, introduced for the benefit of the 6%, has resulted in an improved educational environment for all children.
How can we teach children with a variety of special needs in the same class?
It is highly unlikely that there will be children with a wide range of disabilities in the same class if children attend their local school. It is much more likely that there will be an even distribution of disabled children throughout the various grades and schools. However most schools have mixed ability classes, containing children with a variety of learning speeds and needs. It is the task of the IE practitioner to alert teachers to this fact and to guide them in their responses to diversity in the classroom.
What curriculum input is needed to make classroom teachers more competent? Curriculum developed for training teachers to respond to the full range of impairments has been shown to produce better teachers and to reduce the drop-out and repetition rates. Teacher competency is therefore likely to improve with IE training and implementation.
"Inclusive education is better education."
What type & length should the training be and can it be incorporated into teacher training? Training in IE should be for all teachers and related educational staff. Additional training should be given to heads and deputies in the management of IE. The length of teacher training will differ from country to country, depending on the content of curriculum developed. Training could be arranged in a variety of ways: a cluster of schools; between two schools; within schools; or teacher to teacher. Training should be ongoing and sustainability should be built into the training process. Teachers should be trained to be self-resourcing. Training should involve local resource persons, such as disabled people.
Different types of teacher training material
In Lesotho in-service teacher training materials have been developed and successfully piloted. These include teachers' guides to the four basic categories of impairment, an assessment booklet and a parent training manual. The in-service course material has been adapted for use in the teacher training college. A video-based training package for use in pre-and in-service teacher training courses has been produced. There are four parts to the video: Foundations; Overcoming impairments; Adapting the curriculum; and Responding to difference. There is also a manual which contains activities developed by the IE trainers.
In Papua New Guinea a draft core curriculum on IE has been developed for all primary teachers' colleges which is currently being piloted. An in-service training package has also been produced which includes a resource book, a presenters' manual and a participants' handbook.
The UNESCO Teacher Education Resource Pack consists of workshop materials and activities that can be used to support the development of more inclusive practices in the classroom. There are two videos which accompany the pack: the first puts forward the rationale for the UNESCO project and the second illustrates the experiences of schools in Spain, England, Portugal, New Zealand and Jordan. Workshops are conducted by UNESCO-trained personnel and last for 1-2 weeks. The pack has been introduced into 60 countries and translated into fifteen different languages.
"The UNESCO pack is not an imposition from the West - it contains practical, useful and relevant material which goes beyond the classroom."
In Bangladesh 5 day basic training courses on disability and IE for non-formal primary education teachers are run by the Community Approaches to Handicap and Disability (CAHD) programme. This is essentially a CBR initiative aimed at community development NGOs which run literacy programmes.
How can we adapt the curriculum to the needs of disabled learners?
A developmental profile of a disabled learner will be more useful than a psychometric assessment. The whole family should be included in the assessment which should include family values, resources and literacy. An assessment should not be confined to intelligence and achievement. Continuous assessment through a wide variety of methods, such as drama, group work and multiple choice will reflect the child's strengths more accurately than standard tests.
"When mainstream teachers are motivated to include disabled children in their classes, they find it so rewarding that they often work longer hours. They no longer see disabled children as a burden."
Practice
The seminar participants represented many different stages in the implementation process. Some were at the beginning and were unsure of the philosophy of IE, whereas others had been actively involved in IE for almost ten years. Many community workers came to the seminar assuming that they had a lot to learn about how to implement IE and realised that they had been 'doing it all along', since attitude change and community mobilisation for social inclusion is all part of IE.
The lack of interest in IE by management and the inflated egos of individuals and organisations were identified as two of the major constraints facing implementers of IE. It was recognised that many of the possible constraints haven't yet been identified as most practitioners are just getting started with IE programmes.
What are the pre-requisites for implementing IE?
In preparation for the implementation of IE there should be a thorough situation analysis. This should include general access to education services and drop-out and repetition rates. An analysis of factors which are potentially supportive of IE, such as the country's development goals and community aspirations, the national vision, current concerns of education policy makers and senior management.
Schools and communities should be identified which are more likely to be successful. This will build confidence and provide examples for attitude change. If possible, IE should be started at pre-school level and there should be strong parental and community involvement.
Is IE possible in rural areas, and if so, how can we develop and define context-specific models for IE in rural areas?
"There is no other option in rural areas except to implement IE."
It is essential to develop a sustainable support system for the implementation of IE in all schools, but this is perhaps especially true of remote, rural schools. Greater autonomy through decentralisation will enable schools to be more flexible. Teachers must have access to monitoring, on-going training and follow-up support. IE support groups should be formed, composed of disabled adults and youth, parents of disabled and non-disabled children, teachers and community workers. A problem-solving approach to IE should be encouraged which empowers all members of the support group.
In Lesotho traditional healers have been invited to awareness raising and training sessions run by the Ministry of Education as part of their strategy to harness existing community resources for the support of IE. Traditional healers are far more numerous than medical doctors, especially in rural areas, and are therefore an important and influential section of the community which needs to be mobilised if inclusion is to succeed.
How can we promote informal education in a family setting?
Community Based Rehabilitation (CBR) programmes promote informal education for children in their home setting. Examples were given from India, Bangladesh, Uganda and Swaziland where CBR programmes are providing informal education opportunities in the absence of an IE programme. Many children are identified by CBR programmes when they are too old to start school, but they are able to follow a programme of home learning with the support of CBR workers. Age is not a barrier, neither is the degree of their disability, since home learning can be adapted to the need of the individual.
[bookmark: _Toc505443403]How can we promote effective co-operation between CBR programmes and IE?
Case study: Ghana
In 1992 the Ministry of Employment and Social Welfare initiated a CBR programme in collaboration with the ministries of education and health and with disabled people's organisations. Its aims are to improve the quality of life of disabled people through the mobilisation of community resources, the provision of services and the creation of educational, vocational and social opportunities. The UN agencies of UNESCO, WHO (World Health Organisation) and International Labour Organisation (ILO) through United Nations Development Programme (UNDP) are jointly collaborating on this project. Additional financial support has been provided by the Norwegian Association of the Disabled (NAD) and the Swedish Organisation of Disabled International Aid Association (SHIA). The programme is being piloted in 20 CBR target districts.
The educational component is managed at district level by peripatetic teachers, who are specialists in specific impairments. Although knowledgeable about the impairments, the peripatetic teachers lacked adequate skills to effectively support both teachers and pupils in inclusive schools. In 1993-1994 a series of four training workshops were held, based on the UNESCO Pack. Following the training a national resource team was set up and a pilot action research project was set up in the ten teacher training colleges. Nine out of the ten colleges are now using the Pack and 200 schools and 1060 teachers are involved in the programme in 20 of Ghana's 110 districts. Model inclusive schools have been developed in three districts.
Ghana is aiming to provide free, compulsory, universal, basic education by the year 2005. The IE programme will be integrated into this educational reform process. The key issues in basic education include poor teaching outcomes, gender bias, weak management and inadequate and inefficient use of resources. The IE philosophy, in combination with CBR, has a great deal to offer this process.
"Where expertise is rare and specialists are few, it makes sense to utilise the limited expertise for both inclusive education and CBR training programmes."
What methods are there for transforming special schools into resource centres - and what is their role in inclusion?
The relationship between IE and special schools was not explored during the seminar. This may be because there are relatively few special schools in the countries represented and therefore their role in inclusion is minimal. It may also be because the discussions deliberately avoided consideration of any one category of impairment, with the exception of deaf issues. It was generally agreed that a multi-category approach to disability was more helpful than the single category approach adopted by most special schools.
Are resource rooms another form of segregation?
There is a great danger in the creation of a resource room, or specialist facility, within a regular school. It encourages the idea that only specialists can teach disabled children. Teachers in the main school are likely to send children with behaviour and other problems to the resource room rather than attempting to solve the problem themselves. The children are likely to be socially, but not academically integrated. Resource rooms have been very successful for visually impaired children in urban areas, but it is an expensive option which is unlikely to work in rural areas.
How can we empower children to be more involved in IE?
Child-to-Child methodology is perhaps the most effective way of involving children in the process of implementing IE. Children become actively involved in researching an issue, such as disability, and in planning, implementing and evaluating the subsequent activities. The principles behind the Child-to Child approach are that children learn best by doing, they learn better from each other and they can have an influence on the attitudes and practices of adults. In this way children's own ideas for overcoming barriers to inclusion are respected and acted upon. All children take responsibility for including all children in classroom settings and in the community. 
Case study: Swaziland
The use of Child-to-Child methodology
Disabled children have been integrated into pre- and primary schools as part of the Ministry of Health's CBR programme. This has inevitably been carried out on an individual basis at community level. There has not been any commitment as yet from the Ministry of Education to address the issue of inclusive education. However the introduction of the Child-to-Child methodology as part of the integration of disabled children has had a major impact on the schools involved.
Under the supervision of the CBR workers, school children and community members have been involved in adapting the physical environment to enable children with physical disabilities to be included in regular schools. Toilets have been adapted and simple ramps built at the entrance to classrooms to allow wheelchair access. Play equipment has also been constructed which is suitable for disabled children.
Teachers have been encouraged to discuss disability issues with their classes and the children have been involved in developing short plays which depict the causes of disability and how disabled children feel about their disability. Where possible this is focused on real, rather than imaginary, children.
Case study: Palestine
A pilot project to promote inclusive education through the Child-to-Child approach was implemented in a mainstream school located within the Jerusalem Centre for Disabled Children, which is a national rehabilitation centre. The school was originally built exclusively for disabled children, but gradually the numbers of non-disabled children have increased. There are now 27 disabled children from the immediate neighbourhood attending the primary school, which has a total enrolment of 185 children. The role of rehabilitation and education professionals as resource and support personnel for IE could easily be explored because of their close proximity to the mainstream school.
"All the needs of all the children have to be addressed, otherwise our work wouldn't be taken seriously by the schools."
The overall aim of the Child-to-Child approach is that children should become more responsible for their own health and for that of their communities. It is based on the principles that children learn better by doing (active learning), they learn better from each other, and they can influence adults. The six-step approach of Child-to-Child involves: identifying a problem; researching it; planning for action; implementing the plan; sharing and evaluating the experience; and doing it better.
The main aim of the pilot project in Jerusalem was to prepare the school environment to be more welcoming to all children. Children were encouraged to take responsibility for including all children in classroom settings and in their communities. This was based on the principles that all children are special and have individual differences and needs, they all need friends, they should all be equal partners in education, and that they may have creative ideas to help overcome the barriers to inclusion.
The present Child-to-Child activity sheet on disability recommends the use of simulation activities. However since this approach has been criticised by disabled people for arousing pity, the pilot project developed a new activity sheet which focuses on the issues of inclusion and exclusion, rather than disability. A training manual for teachers, parents and professionals on the promotion of IE was also produced. An evaluation of the project by the children, teachers and disabled people concluded that the activity sheet successfully raised awareness of the issues and made the teachers question their teaching practices. The training manual helped the teachers to implement the activities with the children independently. The support system for inclusion should include professionals and administrators. Parents haven't yet been involved in school activities although they are well informed about what is happening.
What kind of follow up would be best for children who drop out of mainstream classes?
Community groups and IE support group members could take a lead in initiating community based education for disabled youth and those who have dropped out of the mainstream education system. Learning life skills through apprenticeship in vocational skills in the broader community context can and should be part of IE.
Are there any examples of good practice in secondary schools?
Although there are many examples of good practice in the UK and Sweden, which were referred to in the discussions, the majority of seminar participants did not have any direct experience of inclusion in secondary schools. Inclusive education has been very successful, however, in pre-schools and in primary schools in many different countries despite the shortage of material resources. One of the problems with secondary schools, as with the very academic and competitive schools, is that they are exam orientated. IE programmes operating with minimal resources have opted to prioritise primary schools and primary teacher training colleges. In Papua New Guinea, for example, the policy on IE has not been applied to secondary education and the secondary teacher training college has made it clear that they have other priorities.
[bookmark: _Toc505443404]How can we broaden IE beyond disability?
"This seminar is full of contradictions. We have been exclusive in our selection of participants, by focusing primarily on disability."
Case study: The Philippines
The Self-Help Education Programme Appropriate for Cultural Communities (SHEPACC) is an education programme working towards sustainable development among the Manobo communities in Mindanao in the Philippines. SHEPACC is supported by Handicap International through Action Nord-Sud, which is working in partnership with Friends of the Lumads, a university-based NGO created in 1990 to promote the culture of the indigenous communities in the Philippines. The Manobo are a minority mountain community of 300,000 people, struggling for their survival. They have been gradually pushed off their ancestral lands and have found themselves living in extreme poverty in harsher and more ecologically impoverished environments. They are reluctant to integrate with the more technologically advanced settler communities who control the schools, shops and government offices.
The SHEPACC project began by rebuilding the Manobo's self-esteem and self-worth through the provision of basic and functional education for their children. Based on community learning as an empowerment process, the Manobo have become 'the actors of their own development'. Community Learning Centres are run by para-teachers, who are identified by the community and receive community-based and culturally appropriate training. Parent-teacher associations manage the centres. Approximately 10% of the children enrolled in the programme have so far been successfully included in mainstream schools.
Monitoring and Evaluation
Participatory follow-up support and systematic monitoring are essential to the success of all development work and will ensure greater understanding of the IE process by the practitioners. It is vital that practitioners have opportunities to share and reflect on their experience of implementing IE in order to draw lessons for policy making and programme development. Seminars like this one provide this sort of opportunity.
[bookmark: _Toc505443405]How can we monitor and evaluate the success of IE?
Case study: India
In 1986 the National Policy on Education prioritised 'education for all'. Decades of planned development for education prior to this had marginalised disabled children. In order to achieve 'access for all' teacher education had to be reformed. Teacher training was therefore a key strand to the Project Integrated Education (PIED) which was introduced in the late 1980s by the National Council for Educational Research and Training (NCERT), with financial support from the Ministry of Human Resource Development (MHRD) and UNICEF.
At level one all participating teachers attended a one week orientation course. This included: classroom management; equal opportunities for disabled children and those with difficulties in learning; adapting teaching methods; and assessment procedures. At level two, 10% of participating teachers attended a six week training course in more specific skills such as the reading and writing of braille, daily living skills, orientation and mobility, and speech and language training. Finally at level three a one year course was undertaken by about ten teachers who in turn provided support to a cluster of local primary schools. Within 15-18 months this model of training enables teachers to become self-sufficient in a given geographical area.
Although there were some very positive results in terms of attitude change, improved awareness and confidence in teaching children with a range of different abilities, categorisation and labelling of children continued. Also this method of teacher training was not very cost-effective, there were some valuable spin-offs for the education system as a whole, such as improved attendance rates.
"PIED in India has improved the enrolment, attendance and involvement of non-disabled children."
Key staff involved in PIED were subsequently invited to become part of the international team of advisers developing the UNESCO Teacher Education Resource Pack. The philosophy behind the development of the Pack helped to address some of the issues arising from the PIED experience. A multi-site action research project was established in many different parts of India to study the effectiveness of the strategies in the UNESCO Pack in changing teachers' and pupils' attitudes to teaching and learning and to pupil achievement.
The project aims to equip teachers to organise their schools and their teaching to meet the educational needs of all children. Teachers should be able to respond to the diversity of educational needs in the classroom. 
Positive outcomes
· Teachers have very few reservations about meeting a variety of educational needs in the classroom, provided that they are well supported;
· Teachers became good problem-solvers in all aspects of their work and became more reflective about their practice;
· Teachers and pupils have learnt to take responsibility for their own learning;
· Despite the relative inflexibility of the school system, teachers realised that they could exercise some autonomy in curriculum delivery while still achieving the prescribed goals.
Problems encountered
· The negative attitude of the administrators proved to be a major obstacle to success. In future a training programme should be developed for the administrators to convince them of the importance of the work;
· Difficulties with spoken and written English meant that the language of the training sessions often had to be modified;
· The understanding of educational principles of both trainers and teachers was of a lower level than anticipated. This meant that instructions on how to use the Pack had to be elaborated;
· The prescriptive, exam-oriented curriculum discouraged teachers from innovation.
District Primary Education Programme
The District Primary Education Programme (DPEP) is a multi-faceted scheme which aims to overhaul the primary education system and is giving the movement towards inclusion a much needed boost. It involves decentralised planning which is highly flexible and contextual. The spiral capacity building model advocates recurrent short-term training and aims to build capacity over time, with ample opportunity for practice and feedback at the district level. This is based on an initial one month course. Subsequently training involves 5 refresher courses of 10-15 days duration. The advantage of this model is that teachers are not away from their schools for long periods, so the training does not disrupt the regular functioning of schools in the DPEP areas. There is continuous feedback and problem solving. All teachers in all schools are prepared to teach in an inclusive setting.
[bookmark: _Toc505443406]How can we measure the effectiveness of IE for deaf children?
"Deaf people need a strong deaf community. Once this has been strengthened deaf people can enjoy a full share of the benefit of living in a hearing society."
The participation of the director of the Kathmandu Association of the Deaf, Nepal, and his interpreter, helped to focus on the need for greater deaf awareness in society in general and among IE practitioners. The need for sign language development was stressed throughout the seminar. "The days of oralism are gone." Until all profoundly deaf children have access to sign language at an early age and have interpreters in the classroom, it is perhaps not possible to assess the effectiveness of IE for deaf children. It was acknowledged, however, that 'hard of hearing' children may be able to make use of lip-reading and speech, but for profoundly deaf children sign language is the only possible form of communication
A video of the Lesotho programme showed whole classes learning to sign in order to be able to communicate with the one or two deaf children in the school. Experience in Ghana has shown that mainstream teachers are much more open to learning to sign than the specialist teachers of the deaf who tend to be unwilling to change from an oralist approach. Where signing has been introduced into pre-schools in PNG, children have shown great competence and enthusiasm. An example was quoted from Mozambique of deaf adults becoming heavily involved in the teaching of small classes of deaf children as part of a CBR programme. The systematic creation of a Mozambican sign language is taking place alongside the community based classes for deaf children
How much is IE going to cost?
It is likely that the interim costs of changing the focus from special to inclusive will incur extra expenditure, but once it has been established it will be more cost-effective than running parallel systems, and it may be possible to redistribute some of the income allocated to special schools. In the early stages it may be necessary to raise funds from NGO sources to cover the cost of developing a teacher training curriculum and setting up a pilot project, but long-term costs should be kept to a minimum. The main cost of IE should be borne by the Ministry of Education. 
[bookmark: _Toc505443407]3. How it Happened
This section describes the methodology used at the seminar.
The methodology used in the Agra seminar was not an optional extra; it was fundamentally linked to the aims and philosophy, and resulted in a process that was in itself an output - the seminar became a micro-model of an inclusive society, resulting in mutual enrichment and empowerment.
The medium is the message...
The Agra seminar had a clearly defined aim to help participants improve their practice so that education could become more inclusive. As international NGOs, we had a responsibility to ensure that our time and resources would be used to directly benefit the lives of children, particularly marginalised groups such as disabled children. Within the broad framework of 'inclusive education', there are also some clear underlying principles and values which would underpin the seminar. Therefore we could not justify organising an event which would seek to develop the careers of academics, or attract participants who did not have a clear commitment and responsibility to improving practice.
In addition, we felt strongly that the seminar itself should be a model of the inclusion it was seeking to promote; to respond to diversity, to be learner-focused, to ensure the format and structure evolved from participant's needs.
Experience and research from both the fields of development and of education had proved that sustainable learning and outcomes can best be achieved through a participatory approach. This combination of aims, beliefs and experience required us to find an appropriate methodology which would result in effective learning and outcomes, while respecting the fundamental aims of the seminar.
The approach to planning, the formulation of the parameters of the seminar, the criteria for selection of participants and facilitators and the choice of venue were all integral to the overall methodological approach. The methodology is an all-embracing philosophy and approach from initial planning to follow-up, and is much more than a collection of 'methods'. This section describes and reflects upon the approach and activities used during the six days of the seminar. The background and preparation for the seminar are described in Appendix 1 and Appendix 2.
'who is in charge? what are we going to do?'
When the facilitation team met for the first time in Delhi the day before the seminar began, there was an understandable anxiety about the task ahead. Even with the participant criteria, we were not sure who would actually arrive at the seminar and what their knowledge, skills and experiences would be. In beginning to get to know each other, it soon became apparent that between us, we had around 100 years of experience in development, education, work with disabled people, training and facilitation. We brought a wide range of different perspectives according to culture, gender, and personal experience of disability. What probably united us more than anything else, was a strong, tried and tested belief in:-
the capacity of all people, with and without formal education, rich or poor, young or old, whatever abilities and disabilities, to be active in their own learning, to set their own agendas, analyse their own problems, learn from each other and ultimately to find their own solutions.
This gave us both the confidence and the overall approach to facilitation. Our main task was to provide the means for participants to do their own learning, and to keep transferring the ownership of the seminar to the participants themselves.
We developed a basic structure for planning and facilitation:
· meeting as a team every evening to review and plan;
· allocating responsibility for half-days to one facilitator, who would be supported by the other four throughout;
· bringing all participants together at the beginning and the end of each day;
· involving all participants in a small evaluation exercise at the end of each day.
This enabled both the facilitation team and participants to create the seminar on a daily basis, and to make adjustments based on lessons learnt during each day.
Getting to know each other
On the first evening, a buffet was held on the roof-top of the hotel to enable participants to mingle and to meet each other. The seminar had not formally started, but name-badges were ready to be collected. All the name-badges were placed face down on a table, and each participant chose one. The task was to then find the person whose name-badge they had and to go and introduce themselves. This was a successful exercise, and generated a lot of energy. In the process of seeking the named person, participants had to talk to many others.
'where is the agenda?'.. 'there isn't one.. you have to develop it'
After the introductions on the first day, participants were divided into small pre-assigned groups. Facilitators had compiled the groups to ensure a balance of experience and geographical region. Participants were asked to list the key questions which they wanted answered during the seminar, after briefly introducing each other.
Volunteers from each group then got together and compiled the questions into key themes, e.g. 'policy', 'attitudes'. These themes became working groups which met each day to try to answer some of the questions. Several groups organised extra meetings out of seminar hours in order to pursue their very useful discussions.
'what is your experience? have we got anything in common?'
Another exercise which helped participants get to make an initial analysis was the 'mountain journey' group exercise (Appendix 8: Mountain Posters). Participants were again divided into groups. They created a picture of a large mountain with 'inclusive education' as the goal at the top. Boulders were drawn to represent the blocks to achieving this goal as experienced by participants. Signposts were drawn to represent ideas, events or issues which pointed the way to inclusion, and areas of green grass were drawn to represent existing strengths or achievements. This exercise was very successful resulting in very animated participation and some interesting posters. Participants were encouraged to make note of the way in which the seminar helped to remove some of the boulders as the week progressed.
"The seminar was a safe haven in a sea of conflict"
On-going evaluation exercises;
Central to the methodology was a continuous process of transferring 'ownership' onto the participants. This is not something that can be achieved by a one-off statement at the beginning of a workshop. People in groups will often naturally expect and allow others to lead and to make decisions on their behalf - and then often complain when the decisions do not meet their needs. The facilitators made a point of giving all participants an opportunity at the beginning and end of each day to evaluate the seminar and to make changes which would meet their needs. Some examples of evaluation activities are as follows:
Take Responsibility...
Find a partner. Sit with them and write down on a piece of paper one 'problem' or 'complaint' you have in the seminar. This could be an unanswered question, a difficulty with the venue, a problem with the activities. Then write down a possible solution to this problem, or let people know about your complaint. For example:
Problem: "I wanted to find out how to include children with cerebral palsy in my classroom"
Solution: "I will arrange to have breakfast with Mrs X who may be able to help me".
or
Problem: "I wanted to make a presentation but no-one has asked me to present".
Solution: "I will ask the facilitators to give me a space for tomorrow".
or
Problem: "We don't have enough time in small groups".
Solution: "I will raise this issue at the end of today to see if we can have more time in small groups tomorrow".
Then give the piece of paper to your partner, whose job is to make sure you act upon this and find a solution to your problem.
This simple exercise places the responsibility for meeting needs firmly with the participants. Daily evaluation ensures that participants' complaints and concerns can be dealt with each day. Feedback at the end of seminars may be useful for facilitators, but it is unlikely to benefit the participants.
Confidential Complaints...
In this exercise, participants are asked to give feedback on 'one thing you liked about today, or one thing you learned'. This feedback is given verbally in the large group. Then they are asked to 'write down one thing you were not happy with today' and to give this piece of paper to the facilitators.
The advantage of this exercise is that participants have a chance to really voice their opinion without fear of being criticised. For the facilitators it can provoke discomfort and anxiety because criticism comes from an anonymous source which means it can be difficult to address it directly. It also means that by being anonymous, participants are not taking full responsibility for their own opinions and complaints.
Inevitably there were many contradictory opinions. These were written up on an overhead and fed back to participants the next day. Some examples are as follows:
'too much group work'.
'not enough time for group work in the afternoon'.
'Presentations too long'.
'Participants' presentations' too brief'.
This exercise proved that it is impossible for everyone to be kept happy all of the time, and that humour and compromise are necessary.
Reflective Journal...
Participants were asked to spend ten minutes writing down some of their reflections on the day. 'What you learnt, what you most enjoyed, what you would like changed.'
This was essentially a private and personal reflection exercise which the participants were encouraged to do throughout. Some reflections were shared with the whole group on the day it was introduced. 
Learning from each other
Presentations
It was decided that the seminar would not consist of presentations of papers and key note speeches, but instead there would be mostly group work and opportunities for participants to discuss and problem-solve together. But we also felt that in order to get discussions going, it would be useful to have presentations which would give participants an overview of other programmes, and the issues which were being addressed. Some participants obviously had more experience than others, and these people were asked to make presentations early in the week, keeping them short (around 15-20 minutes) and highlighting issues relevant to the themes of the working groups. Some people gave verbal presentations, others used overheads, slides or video.
On reflection, the overall balance of small-group work with short presentations was a good one. However, one main problem was the high level of skill and experience needed for a presentation to be stimulating and succinct in such a short time, often not in the mother-tongue, or through an interpreter, and often with no common background knowledge of the country, culture, geography, political situation etc. A key frustration for facilitators, was knowing that a particular presenter had a lot of extremely useful experience and lessons to share, and yet this sometimes did not come through in a presentation.
· Effectively communicating one's experience is increasingly crucial to being able to gain support for one's projects, and to being able to share with others and improve practice and policy.
· It may be better in future to spend a few days prior to the seminar, to help presenters to develop presentation skills, and to maybe have a 'co-presenter' who can support them and help them make sure they communicate key issues and the most relevant information.
Such a workshop could also help people develop useful written materials on their work. Preparing hand-outs on basic geographical, socio-economic, political and education backgrounds of participants' countries could also save time.
A successful outcome of having daily evaluations and an on-going opportunity for participants to offer to present their work, was that those who were initially too shy, or who felt their experience was not so relevant, gradually began to come forward and insist that they had some time to present. In short, they became empowered as a result of the process. Later in the week, due to the larger number of participants who wanted to present, parallel groups were formed which also gave more opportunity for small group discussion.
Small Groups
In order to enable participants to have in-depth discussions on issues of relevance to themselves, small-groups formed the main part of the seminar. Working groups on key themes chosen by participants took place most days, and in addition, 'level' groups were formed. These arose from the expressed need by participants to meet with others who had a similar level of experience as themselves. This came mainly from those with most experience, who were frustrated at going over old ground with 'beginners'. Four groups were formed based on participants' backgrounds:
a) Those with around 10 years experience of IE
b) Those with some experience, including those involved in segregated special education trying to become more inclusive;
c) Those who defined themselves as 'beginners';
d) Those involved in CBR or other community development work, wanting to link into IE.
Facilitators were a bit concerned that this was similar to a grading or 'streaming' approach in schools which creates marginalisation and segregation! However, the difference was that this was short term, had clearly defined aims, and opportunities for other types of interaction. Not surprisingly, members of groups (b), (c), and (d) decided that they wanted to learn from the vast expertise of group (a), and demanded an opportunity to do so. Although facilitators felt that no-one was an 'expert' and each had different, but equally valid, contributions, we felt that we had to respond to participants' requests to avoid frustration and resentment. A panel session was therefore planned.
Panel Debate
Members of group (a) sat on a panel and were asked prepared questions from the other groups. This proved to be an invaluable learning experience. Although panel members had a wealth of experience, they rarely answered the questions in detail or accurately, they naturally spoke from their own experience which was very grounded in their own culture and context. Eventually one frustrated participant declared;
'I have asked my question but no-one is giving me the answer. Therefore I will answer my own question...'
This demonstrated perfectly the message that we all have our own expertise and only we can find solutions to our problems. 
Lessons learnt from the process
Language and Communication
Small group work certainly facilitated more participation by those who were not using their mother-tongue and who used interpreters. However maybe there was insufficient background material disseminated prior to the seminar, which would have enabled people to translate in advance and get some idea of the issues.
· Not everyone was comfortable or familiar with communicating with people through an interpreter. As part of helping people promote an inclusive society, maybe some sort of input on this would have been good, and would have encouraged more people to be pro-active in speaking to the deaf representative, or participants from China or Vietnam. The idea of a pre-seminar workshop on presentation skills would have helped considerably.
Promoting critical thinking and problem-solving
There was an extremely wide range of views and experience within participants, despite having criteria for participation. This meant that it was a bigger challenge than envisaged to enable participants to find common ground to be able to really help each other to reflect critically on their work. Inevitably it was impossible to meet everyone's needs fully.
· Those with experience who wanted more depth and detail had to compromise their needs to enable those with less experience to learn. This is the reality of an inclusive society! Using the technique of 'level groups' helped to address this to a certain extent.
Disability Awareness
Facilitators had long discussions about the necessity or otherwise of a session on disability awareness. Although most participants have worked with disabled people, behaviour and awareness varied. Initially, there was some reticence and shyness because of being away from home, culture and context, so people tended to stay with those they knew, or with whom it was easiest to communicate. This changed very quickly and lively interactions took place between people from very different backgrounds (This is demonstrated well by the video of the seminar). However, facilitators noted that not everyone seemed comfortable, or aware, of how to relate to disabled people. For example:
· offering to guide a blind person, not expecting the usual guide to be permanently by their side;
· being aware of speaking clearly and slowly, describing overheads and videos for blind neighbours;
· facing a deaf person when presenting and speaking clearly and slowly;
· making the effort to speak to people using interpreters.
· On reflection, it would have been useful to have an awareness-raising session focusing on our own attitudes and behaviours, before going on to discuss other people's. But this cannot be done in a hurry, and needs sensitive handling.
Facilitation Skills
The facilitation team felt that the seminar was an extremely challenging and stimulating experience. We felt that a team which combined people of different gender, culture, disability and experience was not only enriching but essential to the success of the seminar. Some of the skills which made the seminar work were:
· being able to make a group relax and laugh;
· having an overview of the overall aims and philosophy, and keeping the seminar 'on course';
· being an efficient and willing organiser and administrator;
· noticing whether participants were being included or excluded;
· having lots of ideas, but being prepared not to use them;
· having directly relevant personal experience;
· being able to 'let go' and trust the participants. 
The Agra seminar proved that it is possible for a large group of very diverse persons to come together to learn in the same environment. Learning was fun, participant-focused, and relevant to people's lives. Diversity of background, culture, language, age, disability and gender was welcomed, celebrated and catered for.
The facilitators "managed to create an atmosphere which was completely different from any other seminar I have ever attended"
Yet there is plenty of room for improvement. At the next seminar we want to see children, ex-pupils, people with other types of disability, and people representing other issues of difference. We need to continue learning to listen, to examine our own attitudes and beliefs, to question our assumptions, to be prepared to learn from others in surprising ways, and to share generously from our own knowledge
[bookmark: _Toc505443408]4. Lessons Learned
This section summarises the main lessons learnt and conclusions drawn. It also highlights some issues which need further attention.
Issues that were resolved
· IE is still an evolving concept, but now there is a clearer focus on how to change systems, methodologies, policies, curricula and environments, rather than on how to prepare or change individual children. Five years ago the discussion tended to focus on 'special' or 'integrated', whereas now it has moved on to 'integrated' or 'inclusive' thus indicating a belief that IE is possible;
· IE need not be restricted by large class sizes or a lack of material resources. Attitudinal barriers to inclusion are greater than economic difficulties;
"This seminar has helped me to see the positive aspects of globalisation. Instead of exploiting the poor, we have developed strategies to address poverty."
· Inclusive classrooms will not work in isolation. Strong links with community based development organisations are essential to the success of IE. The importance of family support in IE was highlighted by participants with a CBR background, thus reinforcing that education is broader than schooling;
· It is important to learn from disabled ex-pupils who have direct personal experience of segregated, integrated and inclusive education, and from parents who have fought and won impossible battles to have their children included;
· Effective school-based support means empowering everyone to implement IE. Specialist support should not be school-based;
"It was truly an enriching and exciting workshop where ideas, initiatives and opportunities were discussed in a participatory manner."
· IE does not mean that there will be large numbers of disabled children in every class;
· A deeper understanding of IE as an appropriate strategy for achieving quality education for all. In South Africa the term special needs education has been replaced by 'barrier-free learning'. In many countries IE has reduced the drop-out and repetition rates by improving the general standard of teaching and learning;
"The beauty of IE is its flexibility"
· Increased awareness of the relevance of IE to all marginalised groups, for example, linguistic minorities, nomadic peoples, people with leprosy, TB or HIV status; 
· The ongoing and increasing need for useful resource materials and training courses on inclusive education and related issues, such as Child to Child. The need to publicise and disseminate already existing useful documentation such as the Salamanca Framework for Action, Education For All and legislation on the rights of the child. These documents are needed by practitioners for the lobbying of policy makers. This need for information further highlights the role of the Enabling Education Network (EENET) as an information sharing network which promotes IE in countries with limited access to basic information and/or material resources.
Issues which still require further discussion
· The role of special schools in inclusion;
· Deaf issues and inclusion;
· How to broaden IE to include all issues of difference.
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The report
The report, and the accompanying video, can be used by participants as promotional material for influencing policy makers and as reference material for their own practice. EENET's newsletter, 'Enabling Education' Issue No 2, focuses on the Agra seminar and can therefore also be used as reference and promotional material.
The experiences shared and material collected at the Agra seminar will form the basis of a more substantial publication in the longer term. The provisional title for this publication is 'Lessons from the South' and it will consist of a collection of case studies illustrating the key themes identified at the seminar. The publication will be commissioned and edited by EENET.
Participants
Individual and country action plans were written by participants on the last day of the seminar. They included plans to disseminate the papers shared, and lessons learnt; to use the UNESCO Resource Pack; to hold inter-ministerial meetings on IE; and to establish greater links between IE and CBR.
"The development of further certificate studies in Inclusive Education with an emphasis on school renewal revitalisation of the teaching process, flexible and creative methodologies and diverse strategies for removing barriers that are limiting for children"
Graham Leach, PNG.
Participants pledged to publicise EENET in their home countries and to submit project information, stories of success and failure for the newsletter, photos, jokes and cartoons. Already EENET has received several papers from participants who have re-written their presentations in the light of the discussions at the seminar. Information about the Palestine Child-to-Child project was submitted on disk and this is now available. Finally many of the photos featured in the report were submitted by participants.
Seminars
The seminar participants in Agra proposed a follow-up seminar in the year 2000. Several venues were suggested, but there has been no agreement about the exact date or location. It was suggested that it could be useful for the next seminar to be linked in some way with two international conferences due to be held in the year 2000. These are: the International Special Education Congress (ISEC), which is due to be held in Manchester, UK, in July, and a UN Education for All conference which is a follow up to the Jomtien Conference of 1990.
It may be more appropriate to plan for a regional, rather than an international, seminar. It is likely that any follow up meetings or seminars would be organised by EENET, with support from IDDC. Applications from agencies and/or countries wishing to host any future seminars should therefore be addressed to EENET.
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[bookmark: _Toc505443411]Appendix 1: Preparation for the seminar

1. Facilitators' Terms of Reference Role of facilitation team
The overall responsibility of the facilitation team is to ensure that the participants are able to share their experience, identify and discuss their concerns and issues in productive ways. The team will also ensure that the seminar is well documented to enable the production of a comprehensive report, and later, possibly a book.
Tasks and responsibilities Prior to the seminar
Facilitators are responsible for reviewing and collating information about participants using the information on the application forms and any programme material submitted. Meetings will be held prior to the seminar to clarify roles and responsibilities; share experience and skills; and finalise the initial agenda, and structure and methodology of the seminar.This will involve:
· Grouping the participants' lessons of experience and issues of concern into key categories;
· Defining key questions and objectives around each theme;
· Preparing a range of participatory methodologies which will facilitate participants to address each theme;
· Allocating roles and responsibilities.
During the seminar
· To help create an atmosphere of trust, confidence, support and relaxation amongst an integrated group with a wide range of cultural backgrounds.
· To transfer a sense of ownership and responsibility to the participants for the success and productivity of the seminar.
· To allocate key participants as resource persons.
· To meet regularly throughout the seminar to review the whole process.
· To ensure that discussions are well documented and to oversee the daily management of minutes and group outputs.
· To take responsibility for the smooth running of each day - facilitators could work in pairs.
· To divide participants into teams to work with facilitators in the planning and reviewing of each day.
· To ensure that discussions are brought to some practical and useful conclusions at the end of the week enabling participants to leave with some clear action plans.
Skills required
· Experience in facilitation and promoting the empowerment of other people.
· Knowledge and experience of using a range of participatory methodology e.g. ice-breakers, games and activities using posters, diagrams, role play.
· Ability to manage a range of different or conflicting views.
· Ability to facilitate a group to reach basic levels of concensus or conclusion.
· Listening and feedback skills and ability to work as part of a team.
2. Inclusive Education
The following broad definitions of inclusive education were circulated prior to the seminar as a guide to participants of what the facilitators understood by the term.
Inclusive education:
· Is broader than formal schooling: it includes the home; the community; non-formal and informal systems;
· Acknowledges that all children can learn;
· Enables education structures, systems and methodologies to meet the needs of all children;
· Acknowledges and respects differences in children: age, gender, ethnicity, language, disability, HIV/TB status etc.;
· Is a dynamic process which is constantly evolving according to the culture and context;
· Is part of a wider strategy to promote an inclusive society.
3. Participants' Application Form
· What is your current involvement in IE?
· What relevant experience do you have? Please state any specific skills and experience which you feel you will be able to contribute to the seminar eg working with parents, influencing national policy, in-service training etc?
· Do you have direct personal experience as a disabled person, parent or as an ex-pupil of IE?
· Are you able to commit yourself to do some basic preparation for this seminar e.g. to prepare some background materials on your work and the key issues which are important to you and/or to organise discussion groups in your own situation prior to the seminar?
· Are you in a position to use what you learn in the seminar in order to influence policy and practice in your own country/situation? Please describe how this could happen.
· What are your personal objectives in wanting to attend this seminar?
· Please outline at least three key issues/questions which you would want on the agenda.
· What do you think should be the outcome of the seminar?
· What is your definition of inclusive education? 
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The criteria for the selection of the participants
The theory
The preparation time for the seminar was relatively short as the final decision to go ahead with the dates in March was only taken in early January. However the strict criteria for screening the participants which had been agreed at the planning meeting held in Delhi in November 1997 was still applied. Each participant had to complete an application form. It was intended that the numbers of participants would be limited to approximately 35.
The practice
Although the criteria was strict and clear, it was interpreted differently by each of the IDC member organisations. The selection process became a combination of pragmatics and principles. The varying needs of the IDC members had to be catered to, since this was, after all, an IDC seminar. This meant that there was a substantial group of participants who had very little experience of inclusive education, and several of these were based in Europe. The greater number, and the broader range of experience, of the participants therefore determined the way the seminar developed.
There were 50 participants and 5 facilitators from 23 different countries. Although there was representation from a wide variety of geographical locations, namely SE Asia; S Asia; Africa; Middle East; Central America; and Europe, the majority of participants came from Asia. There were seven Africans, each representing a different country; three Palestinians; one central American; and five Europeans, excluding the three facilitators from the UK.
The experience of the participants was extremely wide ranging, in the level, type and length of experience. The level ranged from policy makers in the ministry of education, to teachers and teacher trainers, and to grass roots community workers and priests. The type of experience was even more varied: CBR trainers; members of an organisation of the deaf; an ex-pupil of a residential special school; parents of disabled children; national co-ordinators of special and inclusive education. The length of time participants have been involved in inclusive education ranged from those who have not yet started to those who have had almost ten years' experience.
Finally, the participants' understanding of English varied enormously. There was a Chinese and a Vietnamese interpreter. The Russian interpreter was not able to attend due to visa problems which left the participant from Kyrgyzstan without an interpreter. For the first few days she shared the Vietnamese interpreter, who also spoke Russian, and for the last few days an interpreter was hired from Delhi. The only deaf participant came with his own interpreter. There were several other participants, however, who had great difficulty in expressing themselves in English which limited their participation.
The facilitators
There was a team of five facilitators who had never worked together as a team before, and some of whom had never met. Their terms of reference was drafted by the planning committee in November, but the first planning meeting only took place on February 28 in Delhi, the day before departure for Agra.
It was intended that the facilitation team would comprise ten individuals representing a wide range of experience and background. However the team of five represented a wide range of international experience of inclusive education and disability and development work. Four of the five facilitators were women, each representing a different organisation: SCF, EENET, Leonard Cheshire Foundation International and the National Council for Educational Research (NCERT), India. The only man on the team is a blind person who is self-employed and has extensive experience of supporting grass-roots disability organisations. Two of the team members are Indian nationals based in India and the other three are based in the UK.
The funding
Core funding for the seminar was provided by Handicap International and Radda Barnen (Sweden). This covered the salary of the seminar administrator, the travel company which arranged the hotel and travel within India, the production of a video, and the cost of producing and disseminating the report. Each participant was fully funded by the IDDC organisation who sponsored them and this covered travel and accommodation costs and a seminar fee.
The location
The seminar was held in India because five IDDC member organisations are working there and because it was a convenient venue for participants from South East Asia, where a great deal of pioneering work in inclusive education has been carried out. It was also chosen to support the growing interest in inclusive education in India. The hotel in Agra was chosen because it was cheaper than hotels in Delhi and it was wheelchair accessible.
The agenda
The agenda was planned in India, one day at a time, in order to respond to the needs of the group. No provisional agenda was circulated prior to the seminar. Ideas for the agenda were suggested by participants on their application forms, but these only served as a guide to the facilitators in planning the first day's agenda and in familiarising themselves with the group. However the overall agenda emerged as the seminar progressed.
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March 1998
Sunday 1st 
am:
Travel to Agra by train
pm:
Visit to Taj Mahal. Welcome dinner hosted by SCF
Monday 2nd 
am:
Introductions & Background to the seminar - Abdul Jetha & Sue Stubbs
Brainstorm on key questions & Mountain drawing - Anupam Ahuja
pm:
SCF's perspective on IE - Sue Stubbs
Lesotho's IE programme - Lineo Phachaka
South Africa's IE policy & personal story - Marie Schoeman
Tuesday 3rd 
am:
Experience of IE in Anhui, China - Chen Xian Zhong
Interest groups - based on key issues identified in day one
'Level' Groups: IE; CBR; mid-way; & learners
pm:
Project Integrated Education for Disabled Children (PIED) - Dr. Mani
District Primary Education Programme (DPEP). Aloka Guha
Wednesday 4th 
am:
Panel discussion ('Level' groups prepare questions beforehand)
pm:
School visits' preparation, Interest groups
Thursday 5th 
am:
School visits in Agra
Evaluation of school visits in small groups and plenary - Anupam Ahuja
pm:
Two national programmes: Vietnam & Papua New Guinea - Tran Thi Nhieu & Dr Trinh Duc Duy, Graeme Leach
Focus on CBR: Bangladesh; Ghana; and India - Afroza Parvin; Mr Worgbeyi; PK Venugopal
Friday 6th 
am:
An introduction to the UNESCO resource pack - Anupam Ahuja
Inclusive schools in Palestine - Omar Nofal & Maysa Hawwash & Naela Rabah
Child-to-child activities in Swaziland & Palestine - Sindi Dube & Maysa Hawwash pm:
Personal stories: whole group - Ulrika Norelius Small groups: Evelina Tan; Josephine Gabriel, Mr Joshi Deaf issues: a focus on Nepal - Raghav Bir Joshi
Parallel sessions
am:
Session One: Federal Republic of Yugoslavia, Kyrgyzstan; Nicaragua - Dragana Sretenov; Turdu Shamurato; Desiree Roman Stadthagen
Session Two: Uganda; Philippines; India - Maria Kangere; Evelina Tabares; Saraswati Rao
pm:
Interest groups: Implementation steps; attitudes; policy; curriculum; teacher training; assessment and evaluation. Cultural Evening: Omar Nofal
Saturday 6th 
am:
Action plans
What is the Enabling Education network (EENET) - Susie Miles
Evaluation & Closing Ceremony: "tickling a rhinoceros"
pm:
Departure
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Programmes (represented by participants)
Bangladesh
Training of non-formal primary school teachers working in NGO schools;
Five day training for teachers on disability and IE.
China
The Law on Compulsory Education was passed in 1986;
Integrated Education programme began in Anhui province in1988;
The Law on the Protection on the Rights of the Disabled, passed in 1991;
Children with mild learning difficulties have been successfully integrated into kindergartens, with support from SCF(UK).
Ethiopia
In-service teacher training and community development work in the Somali region of Ethiopia supported by SCF(UK);
The concept of IE is being introduced to the Ministry of Education through the regular teacher training programme.
Federal Republic of Yugoslavia
Strong tradition of institutional care and medical model of defectology;
Encouragement of parents' organisations. Development of community responses to disability;
IE being implemented in early years education with SCF(UK) support.
Ghana
National IE programme supported by UNESCO;
Training of teachers is based on UNESCO pack;
Collaboration at national level on special education and rehabilitation issues between ministries of Health, Education and Social Welfare;
Joint funding by WHO, ILO and UNESCO. No national policy on IE.
India
Disabled Person's Act of 1990 means that IE is now a right;
Project Integration Education (PIED) was started in the late 1980s by the National Council for Educational Research and Training (NCERT) with supported from the Ministry of Human Resource Development & UNICEF;
UNESCO Teacher Education pack has been implemented & evaluated in a multi-site action research project;
NGO-run CBR programmes are widespread;
Mobilisation of disabled people for social action;
Blind Men's Association trains parents and teachers;
Leprosy work as part of Primary Health Care.
Kyrgyzstan
Only a few disabled children attending mainstream school;
IE supported by local NGO and SCF(UK).
Lesotho
National policy on inclusive education (IE) developed in1987;
National IE programme implemented by the Ministry of Education's Special Education Unit;
Pre-service and in-service teacher training materials, including a video package, have been produced. National parents' organisation plays an active role in IE;
Sign language is taught in schools where IE has been introduced.
Nepal
Sign language development programme is linked with CBR.
Nicaragua
Promotion of 'integration' since 1990 by the Special Education Department in the Ministry of Education;
Pilot IE project based on UNESCO pack will start in 1998;
Close collaboration with national CBR programme & parents' organisation.
Palestine
A three year pilot project on IE has been set up by the Palestinian National Authority in the Ministry of Education;
Child-to-Child methodology is used as an entry point to schools.
Papua New
Guinea A national IE policy was developed in 1990 as a result of NGO lobbying;
IE has been included in the primary teacher training syllabus;
Close collaboration with CBR;
Sign language has been successfully introduced in some pre-schools.
Philippines
Special school for autistic children;
Some children are integrated on a part-time basis.
Literacy and development work with tribal peoples.
South Africa
A national policy on IE has been developed as an integral part of the overall educational reform process;
"Barrier-free learning" is replacing the term special needs education;
National parents' organisation is campaigning for inclusion.
Sri Lanka
CBR programmes and units in regular schools.
Sudan
Large numbers of children not attending school due to poverty and war;
IE has not yet been introduced.
Swaziland
Disabled children have been integrated into their local schools through the Ministry of Health's CBR programme;
Child to child methodology is used by CBR workers to introduce the concept of IE to teachers and children in mainstream schools.
Uganda 
CBR training for grassroots workers from east and southern Africa;
Home based education on the Activities of Daily Living for parents of severely disabled children;
Children with mild impairments encouraged to attend local schools.
Vietnam
South Vietnam:
Community-based approach to IE supported by SCF(UK)
IE succesfully implemented in a small number of kindergartens.
North Vietnam:
National policy on IE is in the process of being developed with support from Radda Barnen (SCF-Sweden).
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Africa
Ms Sindi Dube . Save the Children Fund . PO Box 472 . Mbabane . Swaziland . Southern Africa . Tel: 268 71111 . Fax: 268 44719
Ms Marie Kangere . COMBRA . PO Box 708 . Kampala . Uganda . Tel: 256 41 290803
Ms Anna Lamon . Sacred Heart Sisters School . PO Box 1 . Juba . Sudan . Tel: 249 11 468198 (Khartoum)
Ms Lineo Phachaka . Special Education Unit . Ministry of Education . PO Box 47 . Maseru . Lesotho . Southern Africa . Tel: 266 316196 . Fax: 266 310206
Ms Marie Schoeman . Gauteng Provincial Department of Education . PO Box 12962 . Hatfield . 0028 Pretoria . South Africa . Tel: 27 12 460165 . Fax: 27 12 465999 . Email: dssa@icon.co.za or schoemj@libarts.up.ac.za
Mr Abiti Tadele . c/o POBox 7165 . Addis Ababa . Ethiopia . Tel: 251 1 61 1177 . Fax: 251 1 611055 (att'n SCF UK)
Mr N Worgbeyi . Special Education Division . PO Box K451 . Accra-New Town . Ghana . Tel: 233 21 231 469 . Fax: 233 21 66 36 15
Asia
Mr Vu Manh Cuong . 51 Hang Bo Street . Hanoi . Vietnam . Tel: 84 4 825 2441 . Fax: 84 4 825 4441 . Email: loadong@jpt.vn
Dr Trinh Duc Duy . 101 Tran Hung Dao Street . Hanoi .Vietnam . Tel: 84 4 825 2938
Mr Rajhav Bir Joshi - Mr Tulsi R Chhunju . Kathmandu Association of the Deaf . PO Box 4601 . Dhobi Dhara . Kathmandu . Nepal . Tel: 977 1 410814 .Fax: 977 1 227160
Mr KLG Kithsiri . Southern Provincial Education Dept . Fort . Galle . Sri Lanka . Tel: 94 93 41 57
Mr Graeme Leach . Callan Services for Disabled Persons . PO Box 542 . Wewak . Papua New Guinea . Tel: 675 856 1081 . Fax: 675 856 2924
Ms Tran Thi Nhieu . 9/21 Pham Van Hai . Tan Binh District . Ho Chi Minh City . Vietnam .Tel: 84 8 8448748 . Fax: 84 8 8422300 . Email: scfukhcm@netnam.org.vn
Ms Afroza Parvin . House no D-55 . Talbag . Savar Dhaka . Bangladesh . Tel: 880 6226 425 . Email: l cdd@bangla.net
Ms Turdu Shamurato . Flat No 23 . Kyrkizsky Str 31 . Narin . Bishkek . Krygyzstan . Tel: 73312 23449
Ms Evelina Tabares . #2 Venus Corner . Chavez Street Macasandig . Cagayan de Oro . Tel: 63 8822 724 324 . Fax: 63 8822 722 308
Ms Evelina Tan - Ms Theresa Toledo . 732 N S Amoranto Avenue . Sta. Mesa Heights . Quezon City . Philippines . Tel: 63 2 712 4722
Ms San Yuenwah - Ms Anneth Hjalmefjord . ESCAP . Rajdamnern Nok Ave . Bangkok 10200 . Thailand . Tel: 662 288 1519 . Fax: 662 288 1030 . Emails: san.unescap@un.org - hjalmefjord.unescap@Un.org
Mr Yang Hai Yu . No 7 Di Zang Si Xiang . Wen Lin Jie . Kunming . Yunnan . China . Tel: 86 871 533 9005 . Email:100633.2502@Compuserve
Mr Cheng Xian Zhong . Anhui Education Commission . 321 Jinzhai Road . 230061 (Hefei) . PR China . Tel: 86 551 282 7839 . Fax: 86 551 2827749
Mr Huang Yuan Fang, Mr Liang Fa Rong & Mr Zha Qiang: as above
India
Ms Anupam Ahuja . A - 59 Malviya Nagar . New Delhi 110017 . Tel: 91 11 622 6845 . Fax: 91 11 436 27 98 . Email: akahuja@ntpcn.ernet.in
Father Arul Anthony . Malom Noatoli . Jamgain . P.O-835206 . Gumla District . Bihar.
Ms Josephine Gabriel . Cheshire Home . No 23A 3rd Seaward Road . Valmiki Nagar . Thiruvanmapur . Chennai 41 . Tamil Nadu .Tel: 91 44 417 437
Ms Aloka Guha - Mrs K Shivagami . Opp. TTTI . Taramani Road . Chennai 113 . Tamil Nadu . India . Tel: 91 44 235 5133 . Fax: 91 44 235 0047 . Emailspastn@md2vsnl.net.in
Mr B Hampanna . 3rd Phase . 3rd Cross . JP Nagar . Bangalore 78 . Tel: 91 80 663 1076
Ms Deepa Jain . Lady Irwin College . Sikandra Road . New Delhi - 1 . Tel: 9111 371 9859 (office) . Tel: 91 11 327 4411(residence)
Mr HU Joshi - Mr Bipin Mehta . BMA . Vastrapur . Ahmedabad . 380 015 . Tel: 91 79 644 2070/0082 . Fax: 91 79 656 0106 . Email: blinab@add.vsnl.net.in
Fr Vincent Kallamby . Kutch Vikas Trust . Raidhanpar Vlg . Nagor PO . Kutch Gujarat . Tel: 91 2832 50215 . Fax: 91 2832 24016
Dr. Ms Daisy Kandathil . No 58 4th Cross . Kavery Layout . Thavarethere Main Road . Dharmarah College . Bangalore 560029
Dr MG Mani . Prinicipal . Sri Ramakrishna Mission Vidyalaya College of Education . Coimbatore 641020 . Tamil Nadu . Tel: 91 0422 893414 . Fax: 91 422 892 441
Ms Deepika Nair . SCF . D-282 . Defence Colony . New Delhi - 24 . Tel: 91 11 462 5538/469 9373 . Fax: 91 11 462 0841 . Email:100633.2477@compuserve.com
Ms Saraswati G Rao . SCF . South India Programme . AL 166/4 . 1st St . 11th Main . Anna Nagar . Chennai - 600040 . Tel/Fax: 91 44 626 1113
Father Sebastian . 533-534 Double Storey . New Rajinder Nag . New Delhi - 60 . India . Tel: 91 11 573 5050
Ms Sian Tesni . 559 11th Main, HAL IInd Stage . Indiranagar . Bangalore . 560008 . Tel: 91 80 529 3440/50 . Fax: 91 80 529 3880 or: 25 Hamilton Street . Canton . Cardiff . CF1 9BP . Tel: 44 1222 236018
Mr B. Venkatesh . 197/27 Ramgopal Layout . Subbaiana palya . Banasawadi . Bangalore 560043 . Tel: 91 80 5451152 .Fax: 91 80 528 8098 . Email:venky@ilban.ernat.in
Mr P K Venugopal . Shree Ramana Maharishi Academy for the Blind . 3rd Cross . 3rd Phase . J P Nagar . Bangalore 560 078 . Tel: 91 80 663 1076 . Fax: 91 80 663 8045
Palestine
Ms Maysa Hawwash . PO Box 1616 . Nablus . Palestine .Tel: 972 9 378659
Mr Omar Nofal . PO Box 2350 . Ramallah . Palestine .Tel: 972 2 998 3211 . Fax: 972 2 998 3222
Ms Naela Rabah . PO Box 1108 . Ramallah . Palestine . Tel: 972 2 995 6853 Fax: 972 2 995 7176
Europe
Ms Alice Bradley . Leonard Cheshire . 30 Millbank . London . SW1P 4QD . Tel: 020 7802 8200 . Fax: 020 7802 8250
Ms Anna Diara - Ms Barbara Zoli . AIFO . Via Borselli 4-6 . 40135 Bologna . Italy . Tel: 39 51 433 402 . Fax: 39 51 43 40 46 . Email: aifo@iperbole.bologna.it
Mr Barry Hampshire - Ms Ulrika Norelius - Ms EM Norelius . SHIA . PO Box 4060 . Stockholm . 10261 . Sweden . Tel: 468 462 3360 . Fax: 468 714 5922 . Email: barry.hampshire@shia.se
Ms Susie Miles . EENET . Centre for Educational Needs . School of Education . University of Manche ster . Oxford Road . Manchester . M13 9PL . UK . Tel: +44 (0) 161 275 37 11 . Fax: +44 (0) 161 275 3548 . Email: info@eenet.org.uk
Ms Sue Stubbs . SCF(UK) 17 Grove Lane . Camberwell . London . SE5 8RD . Tel: +44 (0)171 703 5400 . Fax: +44 (0)171 793 7610 . E-mail: s.stubbs@scfuk.org.uk
Ms Dragana Sretenov . General Hanrisal . Belgrade 17000 . Federal Republic of Yugoslavia . Tel/Fax: 38111 3290542 . E-mail: 106007.2462@Compuserve.com
Central America
Ms Desiree Roman Stadthagen . PO Box 14 . Jinotere . Nicaragua . Tel: 505 265 0708 . E-mail:educespe@tmx.com.ni
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International guidelines
United Nations
· UN World Programme of Action Concerning Disabled Persons (1983)
· UN Convention on the Rights of the Child (1989)
· Implementation handbook for the convention for the rights of the child ISBN:92 80 63 33 76 Cost:$45
· UN Conference on Education For All, Jomtien (1990)
· UN Standard Rules on Equalization of Opportunities for Persons with Disabilities (1993)
Available from UN Department of Public Information, UN Plaza, New York, NY 10017, USA. The Convention and implementation handbook are available from UNICEF at the above address. The UN Convention is also available from http://www.crin.ch , the Child Rights Information Network (CRIN), based at SCF, 17 Grove Lane, London SE5 8RD, UK.
Centre for Studies in Inclusive Education (CSIE)
· Inclusive Education: a framework for change, national and international perspectives (1997)
Available from: CSIE, 1 Redland Close, Elm Lane, Redland, Bristol BS6 6UE, UK
Save the Children Fund(SCF)UK
· Towards Inclusion: SCF (UK)'s experience in integrated education (1995) 
· Towards inclusive education: the global experience of SCF(UK) (1997)
Available from: SCF, 17 Grove Lane, London SE5 8RD, UK, or from EENET - see below 
Newsletters
"Enabling Education" - the newsletter of the Enabling Education Network (EENET) Available from: EENET, Centre for Educational Needs, School of Education, University of Manchester, Oxford Road, Manchester M13 9PL, UK
Tel: +44 161 275 3711 . Fax: +44 161 275 3548
Email: info@eenet.org.uk
Web site: http://www.eenet.org.uk
"Inclusion" - news from Inclusion International
"Getting there - International update on Inclusive Education"
Available from: Inclusion International, Galeries de las Toison d'Or, 29 Chaussee d'Ixelles 393/32, B-1050 Brussels, Belgium. Fax: +32 2 502 28 46
"A society for all" - produced by NFU, the Norwegian Association for the mentally retarded. Available from NFU, Rosenkrantzgt 16, Oslo, Norway. Fax: +47 22 33 05 85
"Special Needs Outreach" - available from UNESCO (see above) 
Video Training Packages
"The challenge of introducing children with disabilities into mainstream schools." Filmed in Guyana.
This package consists of ten 12 minute programmes and an illustrated 60 page teaching manual. PAL copies available from: Dr Roy McConkey, School of Health Sciences, University of Ulster, Newton Abbey, Co Antrim, BT 37 0QB, N. Ireland, UK. Fax: Email: r.mcconkey@ulst.ac.uk
NTSC copies available from: Dr Brian O'Toole, CBR Programme, PO Box 10847, Georgetown, Guyana. Fax: +592 2 62615. Cost: US$80 or £50 
"Preparing Teachers for Inclusive Education." Filmed in Lesotho. This package consists of 13 video programmes, totalling over four hours and arranged in four parts. It is available from EENET, together with a manual, at a cost of £30. 
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The International Disability and Development Consortium (IDDC) was originally known as the International Disability Consortium (IDC), but change its name to IDDC in June 1998 in order to avoid confusion with the International Disability Centre in France. IDDC is a consortium of international non-governmental organisations (INGOs) base in the North. Its main aim is to improve collaboration between programmes and to share information and experience The consortium was formally established in October 1994 and meets about three times every two years. Meetings are hosted on rotational basis by IDDC members. Currently, SCG (UK) Disability Advisor is ICCD Coordinator. 
Action on Disability and Development (UK) - ADD supports the capacity building of disabled peoples' organisations.
Associazione Italiana Amici di Raoul Follereau (Italy) - AIFO's main focus in on leprosy work and CBR programmes, but is beginning to broaden its approach.
Christoffel Binden Mission (Germany) - CBM supports local NGOs and churches which provide education and rehabilitation services to children and adults with visual impairments and hearing impairments.
Handicap International (France) - HI works in conflict situations with a focus on prosthetics and aids and equipment. It is now broadening its approach.
Heathlink (UK) - Formerly known as AHRTAG, Healthlink provides information on primary health care issues. Its disability work involves the publication of 'CBR News' and the provision of a database on disability issues.
La Nostra Famiglia (Italy) - This represents a large institutional programme in Italy, which supports a very small overseas programme.
Leonard Cheshire Foundation International (UK) - This organisation is best know for its support for residential homes, but is moving towards the provision of day care centres and greater ownership by disabled people.
Norwegian Association of the Disabled (Norway) - NAD supports a range of programmes involving parents' and disabled peoples' organisations.
Radda Barnen (Sweden) - The Swedish Save the Children (RB) is very active in disability work, but is phasing out of specific disability project work.
Save the Children (UK) - SCF (UK) is the UK's leading international children's charity and works in over 50 countries. Its disability work includes CBR, IE and the support of disabled peoples' organisations.
Stichting Liliane Foundation (The Netherlands) - The Foundation provides direct, small-scale and person-centred support to disabled children.
Swedish Organisation of Disabled International Aid Association (Sweden) - SHIA links disabled peoples' organisations in Sweden with specific projects overseas.
The following organisations joined IDDC in June 1998:
PHOS - Platform Disability and Development Co-operation (Belgium)
FIDIDA - Finnish Disabled People's International Development Association (Finland) 1998
 
Address List - IDDC
Barbar Frost - ADD . 23 Lower Keyford . Frome . Somerset . BA11 4AP . UK
Tel: +44 1373 47 30 64 . Fax: +44 1373 45 20 75
Email: add@gn.apc.org
Dr Sunil Deepak, Ms Felicita Veluri . AIFO . Via Borselli 4 . 1-40135 Bologna . Italy
Tel: +39 51 43 34 02 . Fax: +39 51 43 40 46
Email: aifo@iperbole.bolgnia.it
Gisa Paul-Mechel . CBM . Nibelungenstrasse 124 . D-64625 Bensheim . Germany
Tel: +49 62 51 131215 . Fax: +49 62 51 131165
Email: CBM_Bensheim@compuserve.com
Tuija Halmari . FIDDIDA . Kumpulantie 1A . 00520 Helsinki . Finland
Tel: +358 9 613191 . Fax: +358 9 146 1443
Email: halmari@katto.kaapeli.fi
Dr Claude Simmonot, Ms Aline Robert . HI . ERAC . 14 Avenue Berthelot . 69361 Lyon . Cedex 07 . France
Tel: +33 478 697979 . Fax: +33 478 697994
Email: handicap_int_lyon@compuserve.com
Ms Heather Payne . Healthlink . Farringdon Point . 29-35 Farringdon Road . London . EC1M 3JB . UK
Tel: +44 171 242 0606 . Fax: +44 171 242 0041
Email: heathlink.org.uk . or . payne.h@heathlink.org.uk
Web site: http://www.healthlink.org.uk
Dr Elisabetta Gaitto . La Nostra Famiglia . Organismo di Volontariato per la Cooperazione Internazionale . Via Don Luigi Monza 1 . 22037 Ponte Lambro (CO) . Italy
Tel: +39 31 625 111 . Fax: +39 31 625 243
Email: ovci@pl.Inf.it
Ms Joanne Martin . Leonard Cheshire Foundation Interntional . 30 Milbank . London . SW1P 4QD . UK
Tel: +44 171 802 8200 . or +44 171 802 8218 Fax: +44 171 802 8275
Email: lcf@community.co.uk
Ms Elisabeth Bruce . NAD . PO Box 9217 Gronland . N-0134 Oslo . Norway
Tel: +47 22 17 02 55 . Fax: +47 22 17 61 77
Email: lissen.bruce@nad.nida.msmail.telemax
Mr Jean-Luc Destoop . Platform Disability Development Cooperation - PHOS . Sterrenkundelaan 30 1210 . Brussels . Belgium .
Tel/Fax: +32 2 223 08 97
Email: phos@club.innet.be
Ms Ulrika Persson . Radda Barnen . Torsgatan 4 . S-107 88 . Stockholm . Sweden
Tel: +46 8 698 91 90 Fax: +46 8 698 90 12
Email: ulrika.persson@rb.se
Ms Sue Stubbs . Save the Children Fund (UK) . 17 Grove Lane . London . SE5 8RD . UK
Tel: +44 171 703 5400 Fax: +44 171 793 76 30
Email: S.Stubbs@scfuk.org.uk
Ms Malin Edman-Alden . SHIA . PO Box 4060 . S-102 61 Stockholm . Sweden
Tel: +46 8 46 23 360 Fax: +46 8 7145922
Email: malin.ekman@shia.se
Mr Kees van den Broek . Stichting Liliane Foundation . St Catharina Staat 1 . PO Box 75 . 5250 AB Vlijmen . The Netherlands
Tel: +31 735 11 90 29 Fax: +31 735 11 73 54
Email: liliane@euronet.nl
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