Developing Inclusive Practices through 

School Children and Teachers —Uganda                                      
             Kalulu Anthony
The school is the center for all investments aimed at promoting Inclusive Education.  In Kamuli district —Uganda, a series of school-based action research has been conducted in four schools where  ‘ESEPAF’
 registers member teachers.

This is in line with ESEPAF’s upcoming school-community mapping and other projects to come forth under our new ‘Inclusion’ and ‘School-exchange’ programme.

The programme initiated by member teachers, aims at involving school children and communities in collecting information about children who are out of school children.

Findings of the pilot project are to help in demystifying the community pressures for which particular children do not enroll at school at all, or the school factors that ultimately lead to school dropout.

It will be an intervention point for ESEPAF to prompt decision making for sustainable and participatory solutions by participants—member teachers, school children and community volunteers. The project is being developed using UNESCO’s ‘ILFE
 toolkit’.

In a bid to clearly define the aspects and needs of the project, member teachers have for the last eight months tried out two informal activities for creating awareness on getting all out-of school children enrolled at school and learning:

· Classwork involves school children mentioning names of out-of-school peers living in neighborhoods.

· Our neighboring schools hold inter-school academic sharing lessons between children guided by their teachers; the teachers themselves also then share knowledge on, and the appropriate teaching approaches for, particular topics.

Context:

The government and NGOs have done much good work towards the development of inclusive schools in the country. However, emphasis is mainly on maximizing infrastructure, provision of instructional materials and reducing the teacher-pupil ratio.

Little or no concern has been taken to develop in schools and teachers a culture of sharing intellectual ideas, or expertise on child-centered curriculum adaptations.

There is the need to apprehend a broader view of classroom inclusion, not only as the modification needed for children literally seen as having disabilities or impairments, but also, the delivery approaches compatible to different interests, learning styles and experiences of a heterogeneous learner population.

In this context, it is evident that ‘factors such as poor quality of the teaching, weak school management or curriculum irrelevancy may lead to labeling, marginalization and exclusion (The Conceptual Paper, UNESCO 2003)’. 

This therefore transcends the view of inclusion in terms of meeting the learning needs of only children with spectacular defects/disabilities, but means that every child is vulnerable and prone to exclusion.

The below case study comes from one mathematics exchange lesson between Mutekanga Memorial Primary school (where I head the mathematics department) and a neighboring school (Mbalule).

The analysis therein strikes a comparison between the teaching-learning approaches exhibited in that lesson and the implications these have on the quality of educational inclusion.

In it, I primarily seek to demonstrate how the study of mathematics is, and should be developed as, an experience-based subject, that accepts, to unfathomable extents, the fundamental use of individual learners’ familiar ideas in discovering new concepts.

The lesson was an opportunity to consider how much we, as teachers have been or ought to be able to help our children to acquire, retain and apply accurate knowledge, skills, values and attitudes in a relevant and child-centered way.

“The curriculum can facilitate the development of more inclusive forms of education when it leaves room for the center of learning or the individual teacher to make adaptations so that it makes better sense in the local context and for the individual learner”.

(The Conceptual; Paper, UNESCO 2003)”.

The case study:
· Arriving at answers

Teacher (Mbalule P/S) asks:     Increase 5,000 /= by 20%.

Pupil (Mutekanga P/S) states:   5,000 + (20 ∕ 100 X 5,000)

                                                 = 5,000 + 1000 = 6, 000 /=

Teacher (Mbalule) evaluates:  Wrong method but correct answer; what I expected from you is:

 (100+20) ⁄ 100 X 5, 000 =120 ⁄ 100 X 5,000 = 6,000/=

Teachers together: Both methods are implicitly correct but teacher had a predetermined inflexible approach and/or answer. The pupil opted to first get the value of the increment, which he then added to the original value.

“…developing a curriculum, which is inclusive of all learners, may involve broadening the current definitions of learning. Inclusive curricula are based on a view of learning as something, which takes place when students are actively involved in making sense of their experiences. This emphasizes the role of the teacher as a facilitator rather than instructor”.
“…in addition, they (teachers) have to manage a complex range of classroom activities, be skilled in planning the participation of all students and know how to support their students’ learning without giving them predetermined answers”.

(The Open File on Inclusive Education, UNESCO 2003).

· Concept building 

                  Teacher (Mbalule P/S) asks:   Evaluate M4 + M8

                            Pupils (Mutekanga)             :    Gave many different answers and, all incorrect.

                  Pupils (Mbalule)                  :   M4 + M8 = M(4x8) = M32 

Teacher (Mbalule P/S)        :   M32 is the answer. Reason is that indices of similar bases are under the rule of addition, so we multiply their powers since if it were multiplication, we would have added the powers.

Teacher (Mutekanga) guides:  M4 + M8 remains as it is, because under addition, indices with both unlike bases and powers are said to be unlike terms, save for multiplication and division.

Teacher (Mutekanga) gives illustrative examples;

· a+a+a+a =4a

But since a = a1, then a+a+a+a is the same as a1+ a1+ a1+ a1 and the answer is still = 4a

Check! If the rule of adding powers of indices with similar bases under multiplication (which is right) also correctly applies conversely under addition, then a+a+a+a which is the same as a1+ a1+ a1+ a1 would also be the same as a(1x1x1x1x1) . Unfortunately, the latter gives a1 as the answer instead of 4a.

· 42 + 43 = (4x4) + (4x4x4) = 16 + 64 = 80. It is, however, incorrect to illustrate 

42 + 43 as 4(2x3) since this means 46 or (4x4x4x4x4x4), which gives 4,096 as the answer.

· Expanding M4 + M8 gives: 

(M x M x M x M) + (M x M x M x M x M x M x M x M). In contrast, M32 means  

(M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M x M).

Teachers together: Indices are strictly subject to the addition or subtraction operation only if they are like terms —have both the same bases and powers, unless these are definite numerals as shown (in 42 + 43) above.

Comprehension:

· a+a or a1+ a1 =2a but when computed as a(1x1) it’d give a wrong answer as a1
· a2+a2 = 2a2 but not a(2x2) which will be a4

· 2a2+a2 = 3a2 but 2a2+ a3 remains as it is, because these are unlike terms.

· 2a2+3a2 = 5a2 but 2a2+3a3 remains as it is. These are also unlike terms.

Like or unlike terms do not matter in multiplication: a x a, is = a1 x a1 = a(1+1) = a2

                                                                                      2a2 x a3 = 2a(2+3) = 2a5

See also Division; 4a6 divided by 2a3 = (4/2)a(6-3) = 2a3 . However, the subtraction of powers of indices with similar bases under division cannot work the other way round in subtraction of indices even if both the bases and powers are alike. 

New thinking:

By putting a fussy focus on what definitely happens in classrooms as shown above, Esepaf reviews Jomtien’s World Education Declaration (1990) in which it was early stipulated that emphasis should not be only on enrolment, but also on actual learning acquisition and outcome. (Article IV)
Like other subjects, mathematics makes sense to the learner only if he/she is given the opportunity to gain insight in concepts through practical application of numerical facts in situations related to daily life. 

The teacher needs to provide a guide for sequential learning of basic concepts through a variety of experiments that utilize children’s own concrete experiences of reality. The work must also give children cues
 for being creative in associating the facts being learnt with things that they always talk about, touch or see.

Teachers together observed that by no means, for instance, could a learner grasp all mathematical formulas for calculating the volumes of all possible cross-sectional figures that can be extracted or built up from different three-dimensional objects. 

]

In this particular case, the learners must gain their own creativity in comparing proportion between any known regular shapes in question. This challenges the orthodox of presenting preset mathematical formulas to learners; the learners should instead be trained to synthesize their own at any time.

‘A mathematical formula simply means any equation that correctly interprets and balances numerical values’, observed the teachers.

“By making mathematics practical, you (teacher) enable children to draw connections between simple operations and more complex ones. You can help children with different learning styles and learning needs by basing their mathematical understanding on a range of different activities”. (Booklet 4, ILFE toolkit, UNESCO 2004).
Conclusion:

Teachers got a clear picture that the causes of exclusion from education surpass disability or impairment. 

“Most of the required changes do not relate exclusively to the inclusion of children with special educational needs. They are part of a wider reform of education needed to improve its quality and relevance and to promote higher levels of learning achievement by all pupils. (Framework for Action on Special Needs Education—Salamanca, Article 27: School Factors).

The above findings reveal that the development of inclusive education requires cooperation between schools and teachers, among other factors.

“The challenge of creating education for ALL cannot be done by one school in isolation. Rather it requires the active cooperation of all the schools…” (Understanding and Responding to Children’s needs in Inclusive classrooms, UNESCO 2003).

“The Implementation of more inclusive forms of education is possible only if schools themselves are committed to b becoming more inclusive. Through networking, schools can:

· Share experiences and expertise

· Develop joint policy and practices.

· Replace competition and self-interest with a sense of shared investment in the network.

· Develop shared resources such as specialist expertise and innovative delivery mechanisms.

· Create economies of scale which enable them to respond more easily to a greater diversity of student need” (The Open File on Inclusive Education, UNESCO 2003).
While the current “school-exchange project” is, and shall remain, ongoing through the subsequent activities, ESEPAF is organizing a more formal and well-structured school-community-mapping project under our ‘Inclusion and school-exchange’ program.  

We are, however, being constrained with the lack of computer and stationery for producing assistive questionnaires that we are developing using the ILFE toolkit (UNESCO Bangkok 2004).
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� The “Endowment of Special Education Promotion and Advocacy Foundation”. A Teachers’ founded “Inclusive Education” Advocacy organisation in Kamuli District, Uganda.


�  “Inclusive Learner Friendly Environment” toolkit. It was published by the ‘Asia and Pacific Regional Bureau for Education, UNESCO Bangkok, 2004’.





� Children themselves also participate in many aspects of adult life back at home, including business. Take an example therefore, if in the above lesson, a teacher had prompted the pupil to assume he (the pupil) is an employee earning 5,000/= and that his wage had been increased by 20/= on every 100/=. Like what the pupil did as shown above, he’d no doubt have thought of so many realistic ways in finding out his new pay.





