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INTRODUCTION

INTRODUCTION
INCLUSIVE EDUCATION: PHILOSOPHICAL AND POLICY
IMPLICATIONS
India is a multicultural society made up of numerous regional and local cultures.
People’s religious beliefs, ways of life and their understanding of social relationships are
quite distinct from one another. All the groups have equal rights to co-exist and flourish,
and the education system needs to respond to the cultural pluralism inherent in our
society.
National Curriculum Framework (NCF), 2005
We all know that India is a diverse nation not only geographically with 28 States and 7
Union Territories, but also in terms of religions, races, food habits, living conditions and
languages. It is a nation with complex cultural diversity and commitment to democratic
values and well being of all. Since independence, the country has achieved a lot as far as
education is concerned with nearly 55 lakh teachers in 10 lakh schools to educate about
2,025 lakh children. Eighty per cent of habitations in India have a primary school within
a radius of one kilometre, and there is an upper primary school within 3 kilometres for 75
per cent of the habitations. Despite these trends 37 per cent people in India lack literacy
skills, about 53 per cent drop out at the elementary stage and over 75 per cent of our rural
schools are multigrade (National Curriculum Framework, 2005) and multilevel in nature.
With the introduction of Right to Education Act, 2009, the country has moved ahead with
every child having a right to full time elementary education of satisfactory and equitable
quality in a formal school which satisfies certain essential norms and standards. In a way,
it is clear that this legislation mandates the schools to follow a zero rejection policy.
In spite of the progress achieved, the education system still fails to provide equal
opportunities to all children. Unfortunately, the present system of education excludes
many children on the basis of caste, language, gender, religion or disabilities. It is
because of this reason that the literacy rate of persons belonging to the scheduled castes,
scheduled tribes, girls and those with disabilities has been lower than that of the general
population. The pace of learning of individual students is mostly not taken into
consideration in the teaching-learning process and the child who needs special inputs in
the class is not benefited by the existing system. Tragically, reality has fallen far short of
the vision of including all children in education and millions of children remain
marginalised and are still denied their right to education.
In ancient times, the aim of education, according to Lall and Chowdhary (1952), was
considered to be individualistic, as it advocated the self-realisation of the individual by
being one with God through education. One of the basic philosophical assumptions of
individualism was:

The individual is the reality while the society is created for his benefit. Hence the content
of education is not so much to be decided by the activities in society as by the interest of
the pupil. The subject matter is not as important in education as the question whether it
will result in individual development or not. As such the content of education cannot be
standardized to a great extent: it may differ from individual to individual. At least, there
should be sufficient flexibility in the curriculum. School methods should therefore consist
in providing conditions for the free development of the individual (Lall and Chowdhary,
1952).
This period of individualism was followed by the development of sociological thinking
and preparating the pupils to live successful and complete lives in society. Participation
in school life was considered the best method for learning. Both the individualistic and
sociological schools of thought made important contributions to the education system in
India. While the individualistic system stressed child centredness, the sociological
perspective made education more realistic with emphasis on success in actual life,
vocational education and education for citizenship.
Education today is also greatly influenced
by the views of Mahatma Gandhi. He
regarded
education as an effective
medium of bringing out the best in any
individual and developing his personality
in a harmonious way. He dreamt of
“Swaraj” wherein every citizen of the
country would be living a life, free of all
kinds of exploitation and would be
breathing in the atmosphere of total
equality and fraternity. He conceived a
scheme of education known as Basic
Education or Nai Talim that was a selfsupporting education system essentially
for life and, what is more, an education
through life. It aimed at creating
eventually a social order free of
exploitation and violence.

The real difficulty is that people have no
idea of what education truly is. We assess
the value of education in the same manner
as we assess the value of land or of shares
in the stock-exchange market. We want to
provide only such education as would
enable the student to earn more. We hardly
give any thought to the improvement of the
character of the educated. The girls, we
say, do not have to earn; so why should
they be educated? As long as such ideas
persist there is no hope of our ever knowing
the true value of education.

M.K.Gandhi

Today, our major concern is that all children irrespective of their diverse social and
economic backgrounds and variations in physical, psychological and intellectual
characteristics must learn and achieve success in school. There should be no fear of
discrimination, corporal punishment, abuse or teasing. The schools must plan their
learning tasks and pedagogic practices in a way that all children are able to participate
equally in the education process. It is important that a school must create an environment
in which each every child feels happy and relaxed instead of feeling tortured. Schooling

should not destroy sensitivity and joy and create fear and boredom. The present day
education system must address all these issues and find solutions.
In order to give all learners access to quality education, a significant shift from
exclusivity to inclusivity is required. It is especially important in the light of the ‘culture
of silence’ (Friere, 1985) prevalent in the education scenario where voices of some
remain silent while those of others become dominant, in spite of the fact that education
has become a fundamental right and millions of learners, irrespective of their age and
background, are being enrolled in schools.

INCLUSIVE EDUCATION
Promoting inclusion is about reforming the education system. Inclusive education is
much more cost effective than a segregated system, not only in terms of the running costs
but also the long-term costs on the society. --Roger Slee (UNESCO, 2005)

A significant feature of our classrooms in India is the
learners’ diversity. Over the years, the policy of
inclusive education has become an important part of
all the initiatives taken by the Government of India
for the education of children and has gradually
replaced the earlier movement of integrated
education. Many people working in the field,
however, consider these two terms to mean the same
thing. In their words “inclusive education means
including children with disabilities in regular
classrooms that have been designed for children
without disabilities".

Inclusive
education
is about
embracing all
NCF,2005

Inclusion is
not confined to
the disabledIt also means
non-exclusion
NCF, 2005

In fact, inclusive education challenges all exclusionary policies and
practices in education. It is based on the growing international
understanding on the rights of all children
to a common education in their locality “All children and young people
of
the
world,
with
their
regardless of their background, attainment individual
strengths
and
or disability. It aims at providing good weaknesses, with their hopes and
quality education and a community based expectations, have the right to
education.
It
is
not
our
education for all.
The term ‘inclusive education’ is a step
ahead of integrated education in that, it
goes beyond children with disabilities and
refers to an education system that

education system that have a
right
to
certain
type
of
children. Therefore, it is the
school system of a country that
must be adjusted to meet the
needs of all children.”
B.Lindqvist,UN Rapporteur, 1994

accommodates all children regardless of their physical, intellectual, social, emotional,
linguistic or other conditions. Many definitions of inclusive education have evolved
around the world. It ranges from ‘extending the scope of ordinary schools so that they
can include a greater diversity of children’ (Clark et al., 1995) to a ‘set of principles
which ensures that the student with a disability is viewed as a valued and needed member
of the community in every respect’ (Uditsky, 1993, p88). Some definitions focus on
human interaction: Forest and Pearpoint (1992) see inclusion as a way of dealing with
difference while Rouse and Florian (1996) adopt an institutional perspective and focus
on organisational arrangements and school improvement.
In India, no operational definition of inclusive education has evolved yet. One can,
however, say that “Inclusive education means all learners, young people—with or
without disabilities being able to learn together in regular pre-school provisions, schools
and community educational settings with appropriate network of support services.” An
inclusive class may have amongst others, children who are disabled or gifted, street or
working children, children from remote or nomadic populations, children belonging to
religious, linguistic minorities or children from scheduled tribes, scheduled castes or
other backward classes.
The NCF (2005)
clearly
gives
significance to child
centred
pedagogy
that can meet the
range of challenges
confronting
the
inclusive
school
system. The benefits
of
inclusive
education are given
below:

INCLUSION
Inclusion is not:
 focusing on an individual or small group of pupils for whom the
curriculum is adapted, different work is devised or support
assistance are provided;
 about how to assimilate individual pupils with identified special
educational needs into existing forms of schooling.
Inclusion is:
• a process (rather than a state), by which a school attempts to respond
to all pupils as individuals;
• regards inclusion and exclusion as connected processes; schools
developing more inclusive practices may need to consider both.
• emphasizes the reconstructing of curriculum provision in order to
reach out to all pupils as individuals;
• emphasizes overall school effectiveness;
• is of relevance to all phases and types of schools, possibly including
special schools, since within any educational provision teachers face
groups of students with diverse needs and are required to respond to
this diversity.
(Lise Vislie, 2003)

Advantages of Inclusion
Benefits for Students with Special Needs
 Spending the school day alongside classmates who do not have disabilities provides many
opportunities for social interaction that would not be available in segregated settings (Sasso,
Simpson & Novak, 1985).
 Children with SEN have appropriate models of behaviour. They can observe and imitate socially
acceptable behaviours of the students without special needs. (Brown et al., 1983, 1989a)

 Teachers often develop higher standards of performance for student with SEN (Brown et al.,
1989a; Snell, 1987)
 Both general and special educators in inclusive settings expect appropriate conduct from all
students.
 Students with SEN are taught age appropriate functional components of academic content, which
may never be part of the curriculum in segregated settings (e.g. science, social studies, etc.).
 Attending inclusive schools increases the probability that students with SEN will continue to
participate in a variety of integrated settings throughout their lives (Ryndak & Alper, 1996).
Benefits for Students without Special Needs
• Students without SEN have a variety of opportunities for interacting with their age peers who
experience SEN in inclusive school settings.
• They may serve as peer tutors during instructional activities (Slavin, 1990).
• They may play during recess and leisure time.
• They may play the role of a special ‘buddy’ during lunch, in the bus or playground.
• Children without SEN can learn a good deal about tolerance, individual difference, and human
exceptionality.
• They learn that students with SEN have many positive characteristics and abilities.
• Students without SEN have the chance to learn about many of the human service profession such
as special education, speech therapy, physical therapy, recreation therapy, and vocational
rehabilitation. For some, exposure to these areas may lead to career choices.
• Inclusion offers the opportunity for students without SEN to learn to communicate, and deal
effectively with a wide range of individuals. This also prepares them to fully participate in a
pluralistic society when they are adults ((Ryndak & Alper, 1996).
Source: Position Paper of the National Focus Group on education of children with special needs,
NCERT, 2006

Creation of an inclusive society involves a struggle addressing past prejudices, labelling
and stigmatisation. The goal is not only to develop inclusive schools by adapting the
curriculum, teaching methods and environmental attitudes. The goal is to also create an
inclusive society by going beyond the educational level and fostering mutually sustaining
relationships between schools and communities.

HISTORIC LANDMARKS IN INDIA
In order to understand the segregation, integration and strategies for developing inclusive
schools, it is also important to understand the historical context in which these changes
are located. The educational policy of India was defined and redefined in many ways
during the British rule and after gaining Independence. Some of the significant
milestones for developments that informally supported education for all are outlined here.
The first initiative was Wood’s Despatch (1854), named after Sir Charles Wood, that
imposed upon the government the task of creating a properly articulated scheme of
education from primary school to university. One of the concerns expressed was the
expansion of mass education and how to achieve the objective of providing useful and

practical knowledge to the great mass of people. The government was ready to sanction a
considerable increase in expenditure to attain this goal.
The Indian Education Commission (1882-83) also known as the Hunter Commission
recommended amongst other things the provision, extension and improvement of
elementary education of the masses to be a part of the educational system towards which
strenuous efforts of the State should be directed. It said:
“We recommend that supply of normal schools whether government or aided, be so
localized as to provide for the local requirements of all primary schools whether
government or aided, within a division under each Inspector.”
The commission also recommended greater proportionate aid for institutions in which
large amount of self support cannot be expected, e.g. girls’ schools and schools for lower
castes and backward communities. The Wardha Scheme, more popularly known as the
Zakhir Hussain Committee Report (1938) which was based on the educational philosophy
of Mahatma Gandhi, for the first time, recommended free and compulsory education to
be provided to children for seven years on a nationwide scale, with the medium of
instruction being the mother tongue. This was later reflected in the educational plan
formulated by the Central Advisory Board of Education, popularly known as the Sargent
Report (1944). It is this report that proposed a system of universal, compulsory and free
education for all boys and girls between ages of six and fourteen. Education, after this,
was given a significant place in the Constitution of India (1950) with Article 45 enjoining
the State to endeavour to promote free, compulsory and universal education for all
children until they complete the age of 14 years.
The National Committee on Women’s Education (1957-59) chaired by Smt. Durgabai
Deshmukh made a special recommendation on the education of women as a top priority
in education and suggested bold and determined efforts to close the existing gap between
the education of men and women in as short a time as possible.
The Kothari Commission (1964-66) undertook a comprehensive review of the entire
educational system and recommended a common school system of public education. The
report recommended moving towards the goal of a common school system of public
education:
•
•
•
•
•

which will be open to all children irrespective of caste, creed, community,
religion, economic sanctions or social status;
where access to good education will depend, not on wealth or class but on talent;
which will maintain adequate standards in all schools and provide at least a
reasonable proportion of quality institutions;
in which no tuition fee will be charged; and,
which would meet the needs of the average parent so that he would not ordinarily
feel the need to send his children to expensive school outside the system.

The Kothari Commission also recommended the concept of neighbourhood schools. It
stressed that
“The present social segregation in schools should be eliminated by the adoption of the
neighbourhood school concept at the lower primary stage under which all children in the
neighbourhood will be required to attend the school in the locality.”
The first National Policy on Education (NPE) that came into force in the year 1968
stressed the need to make efforts for the fulfilment of the Directive Principle under
Article 45 of the Constitution. In addition, it emphasised equalisation of educational
opportunities for promoting social cohesion and national integration. It was especially
concerned with the education of girls and development of education among the backward
classes and tribal people. Also, the vision for education of children with disabilities was
articulated as:
“Educational facilities for the physically and mentally handicapped children should be
expanded and attempts should be made to develop integrated programmes enabling the
handicapped children to study in regular schools.”
Even the National Policy for Children (1974) made recommendations for children
belonging to weaker sections of society—children who are socially handicapped like
beggars or delinquents, children who are physically handicapped, emotionally disturbed
or mentally retarded—from the perspective of ensuring equality of opportunity,
The initial attempts of the NPE, 1968 to create better educational opportunities for all
children were further strengthened by emphasis on a National System of Education in the
NPE, 1986. The new policy implied that up to a given level, all students irrespective of
caste, creed, location or sex, should have access to education of comparable quality. It
recommended education for equality and attending to the specific needs of those who
have been denied equality so far. One of the major concerns of the Ramamurti Review
Committee (1990) that was set up to review the NPE, 1986, was equity and social justice.
It repeated the idea of developing a common school system for securing equity and social
justice in education and proposed transformation of the existing government, local body
and government-aided schools through quality improvement into genuine neighbourhood
schools.
Although the idea of inclusive education was not openly expressed in the ancient
writings, the thoughts emerging from the ancient literature and from the philosophies of
Tagore and Gandhi, all supported the idea of an inclusive society wherein every
individual was an important member of the society and education of individuals was a
medium of creating a society that provided equal opportunities to all.

Based on the policy initiatives and with an objective to decentralise education, a national
initiative called the District Primary Education Programme (DPEP) was launched in
1993 to achieve universalisation of primary education (UPE). The main objectives were:
to reduce the difference in enrolment, dropout and learning achievement among gender
and social groups; to reduce the overall primary dropout rates; to raise average
achievement levels and to provide, access for all children to primary schooling or its
equivalent non-formal education.
The DPEPs were bought under a single programme called the Sarva Shiksha Abhiyan
(SSA) in 2001-2002 in an attempt to universalise elementary education (UEE) through
community-ownership of the school system. It was a response to the demand for quality
basic education all over the country and an opportunity for promoting social justice
through basic education. In fact, this programme was an umbrella programme that
merged Operation Blackboard, Teacher Education, Non-Formal Education (Education
Guarantee Schools, Alternative Schooling Facilities, Balika Shikshan Shivir, ‘Back to
School’ camps, etc), Mahila Samakhya, National Programme for Nutritional Support for
Primary Education, State Specific Education Projects in Bihar, Rajasthan, UP and AP and
DPEP in 248 districts of 18 States, and the Lok Jumbish Project.1
In addition, the Ministry of Human Resource Development developed a Comprehensive
Action Plan for including children and youth with disabilities in education in the year
2005 and planned to implement it by making use of various initiatives taken by different
departments in the Ministry. Along the same line, the National Curriculum Framework
(NCERT, 2005) stressed the commitment to inclusive education. It stated:
The ideal of common schooling advocated by the Kothari Commission four decades ago
continues to be valid as it reflects the values enshrined in the Constitution. Schools will
succeed in inculcating these values only if they create an ethos in which every child feels
happy and relaxed. This ideal is even more relevant now because education has become
a fundamental right, which implies that a millions of first generation learners are being
enrolled in schools. To retain them, the system –including its private sector-must
recognize that there are many children that no single norm of capacity, personality or
aspiration can serve in the emerging scenario. School administrators and teachers
should realize that when boys and girls from different socio-economic and cultural
backgrounds and different levels of ability study together, the classroom ethos is
enriched and becomes inspiring.
The NCF (2005) underscores the importance of participation of all children especially
the children with special needs, children from marginalised sections, and children in
difficult circumstances in all spheres of life, both in and outside the school. It states:
Inclusive
Schools must be conscious of the importance of creating equitable education is
classroom environments in which students are not subjected to about
embracing all
1

http://www.math.tifr.res.in/~vvaish/shared/data/sarva-shiksha-abhiyan-talk.pdf

unfair treatment and denied opportunities on the basis of their sex or
membership of caste, tribe or minority group. On the other hand, the
culture of the school must be one that highlights the students,
identified as ‘learners’ and creates an environment that enhance the
potential and interests of each child.
Finally, to further strengthen the inclusive education initiative, the Right of Children to
Free and Compulsory Education Act, 2009 provides for free and compulsory education to
all children of the age of six to fourteen years, including the children with disabilities.

Continuous and Comprehensive Evaluation
We need to be able to increasingly shift towards school-based assessment, and devise
ways in which to make such internal assessment more credible. Each school should
evolve a flexible and implementable scheme of Continuous and Comprehensive
Evaluation (CCE), primarily for diagnosis, remediation and enhancing of learning. The
scheme should taken, into account the social environment of and the facilities available
in the school.
(National Curriculum Framework, 2005, p.115)
The National Curriculum Framework 2005 advocated for recognising the child as a
natural learner, and knowledge as the outcome of the child’s own activity. It was rooted
in an overall redefinition of how children learn with a key focus on constructivism; in the
idea that an education system must create opportunities for students to try out,
manipulate, make mistakes and correct oneself. As a natural corollary, the NCF also
called for radical changes in the assessment and evaluation system. The concept of CCE
emerged from this thrust. Though there were some efforts by individuals and
organisations across the country in relooking at the process of learning and, therefore,
evaluation, NCF did bring it to the attention of much wider gamut of policy makers,
educationists, teachers and the community at large. Since then, State governments across
the country have conducted several rounds of discussion and made attempts to explore,
understand the concept of CCE and are in the process of developing CCE systems that
can work in their respective contexts.
The belief that assessment must lead to finding learning difficulties to be remediated is
often very impractical and not founded on a sound understanding of pedagogic practice.
Problems regarding conceptual development cannot and do not wait for formal tests in
order to be detected. A teacher can, in the course of teaching itself, come to know of such
problems by asking question that make children think or by giving them small
assignments (National Curriculum Framework, 2005, p. 73).
Continuous and comprehensive evaluation has frequently been cited as the only
meaningful kind of evaluation. This also requires much more careful thinking through

about when it is to be employed in a system effectively. Such evaluation places a lot of
demand on teachers' time and ability to maintain meticulous records if it is to be
meaningfully executed and if it is to have any reliability as an assessment. If this simply
increases stress on children by reducing all their activities into items for assessment, or
making them experience the teacher's power', then it defeats the purpose of education.
Unless a system is adequately geared for such assessment, it is better for teachers to
engage in more limited forms of evaluation, but incorporating into them more features
that will make the assessment a meaningful record of learning (National Curriculum
Framework, 2005, p.76).
While there have been few reports of schools attempting transitions to CCE, these are
consistently being met with challenges at the classroom level. Building on the efforts that
are being explored across the country, this concept note attempts to share an approach to
a CCE system that has demonstrated the potential to make this transition (National
Curriculum Framework, 2005, p.76).

INTERNATIONAL DEVELOPMENTS
Internationally, the philosophy of inclusion and its strategies originated from several key
international declarations that also impacted the scene in India. The Universal
Declaration of Human Rights (1948) endowed everybody in the world with the right to
education. Under Article 26(1), it was stated that elementary education should be free and
compulsory at least in the elementary and fundamental stages. It also gave the prior right
to the parents to choose the kind of education they wanted for their children.
However, it was the United Nations Declaration on the
Rights of Disabled Persons (1975) that emerged as the first
declaration to explicitly recognise the special needs of
persons with disabilities and promoted integration of
persons with disabilities into normal life.

Social attitudes…may be the
greatest barrier to
participation and equality…
World Programme of Action,
1982

In 1982, the World Programme of Action (WPA) stated that “Whenever possible
education should take place in the ordinary school system” (UN, 1982, p.3). The advice
whenever possible was repeated in the 1990 in the Convention on the Rights of the Child
(CRC). In Article 23, the CRC proclaimed that disabled children have a right to access
and integration, however these right should be ‘subject to available resources and
appropriate to child’s condition’ (UN, 1989). The UN Standard Rules (1993) moved
from the medical model of disability towards the social model of disability in its Rule 6
on education, making society responsible for environment modifications necessary for
the full participation of persons with disabilities in all areas of social life. The focus in
the rules, nevertheless, was on access and equality of education.

The
1990
Jomtien
World
Declaration on Education for All
(EFA) followed by the Dakar World
Education Forum: 2000 was one of
the most in-depth evaluations of
basic education ever undertaken on a
global scale. It was during this
Forum that the goal of universal
access to primary education by every
boy and girl by the year 2015 was
adopted.
India was a signatory to both these
important international developments
that considered inclusive education
to be one of the key strategies for
enabling all children to experience
dignity and confidence to learn and
achieve success in school. This
included marginalised, vulnerable
groups like girls and children with
disabilities.

Member States should recognize the principle of equal
educational opportunities for persons with disabilities, in
integrated settings. States should ensure that the
education of persons with disabilities is an integral part
of the educational system. Adequate accessibility and
support services, designed to meet the needs of persons
with disabilities should be provided. In States where
education is compulsory, it should be provided to girls
and boys with all kinds and all levels of disabilities,
including the most severe. Integrated education and
community-based programs should be seen as
complementary approaches in providing cost-effective
education and training. In situations where the general
school system does not yet adequately meet the needs of
all persons with disabilities, special education may be
considered. It should be aimed at preparing students for
education in the general school system. The quality of
such education should reflect the same standards and
ambitions as general education and should be closely
linked to it.
UN Standard Rules on the Equalization of Opportunities
for Persons with Disabilities

The Dakar Framework for Action
specified that:
“The inclusion of children with special
needs, from disadvantaged ethnic
minorities and migrant populations,
from remote and isolated communities
and from urban slums, and others
excluded from education, must be an
integral part of strategies to achieve
UPE by 2015.”
Its key points and principles included
universal access to learning; a focus on
equity; emphasis on learning outcomes;
broadening the means and the scope of
basic
education;
enhancing
the
environment
for
learning;
and
strengthening partnerships
Stemming from the messages of the
Jomtien World Declaration on Education

Jomtien World Declaration on Education for All
(1990)
The philosophy agreed upon at the Jomtien World
Declaration included the following statements
•

Every person – child, youth and adult – shall be
able to benefit from educational opportunities
designed to meet their basic learning needs.

•

The learning needs of the disabled demand
special attention. Steps need to be taken to
provide equal access to education to every
category of disabled persons as an integral part
of the education system.

for All (1990), the Salamanca Statement
and the Framework of Action was adopted
by the World Conference on Special
Needs Education, which was jointly
organised by Government of Spain and
UNESCO in Salamanca, Spain in 1994.
It was attended by representatives of 92
Government and 25 international
organisations. The statement begins with
a commitment to education for all. The
major approach reiterated in the
conference was inclusive education. It
said:
“Regular schools with this inclusive
orientation are the most effective means
of combating discriminatory attitudes,
creating
welcoming
communities,
building an inclusive society and
achieving moreover, they provide an
effective education to the majority of
children and improve the efficiency and
ultimately the cost-effectiveness of the
entire education system.”
Following
this,
the
Millennium
Declaration was adopted by 189 nationsand signed by 147 heads of States and
governments during the UN Millennium
Summit in September 2000. The new
global partnership focused on reducing
extreme poverty and setting out a series of
time-bound targets—with a deadline of
2015. The targets to be achieved were the
eight Millennium Development Goals
(MDGs)
Analysis of the monitoring indicators
shows that although there has been
progress
in
the
direction
of
universalisation of primary education,
tragically, India as a country is still
lagging behind in achieving the targets of

The Salamanca Conference went on to call upon
all governments to:
o Give the ‘highest policy and budgetary priority’
to improve education services so that all children
could be included, regardless of difference or
difficulties.
o Adopt as a matter of law or policy the principle
of inclusive education’ and enroll all children in
ordinary schools unless there were compelling
reasons for doing otherwise.
o Develop demonstration projects and encourage
exchanges with countries with inclusive schools.
o Ensure that organizations of disabled people,
along with parents and community bodies, are
involved in planning decision-making.
o Put greater effort into pre-school strategies as
well as vocational aspects of inclusive education.
o Ensure that both initial and in-service teacher
training address the provision of inclusive
education.

Millennium Development Goals

Goal 1: Eradicate extreme poverty and
hunger
Goal 2: Achieve universal primary
education: by 2015, children
everywhere, boys and girls alike, will
be able to complete a full course of
primary schooling.

Goal 3: Promote gender equality and
empower women: Equal girls’
enrolment in primary school, Equal
girls’ enrolment in secondary school,
Literacy parity between young women
and men

Goal 4: Reduce child mortality
Goal 5: Improve maternal health
Goal 6: Combat HIV/AIDS, malaria and
other diseases
Goal 7: Ensure environmental
sustainability
Goal 8: Develop a Global Partnership
for Development

not only universal primary education but also in terms of equal girls’ enrolment in
primary schools and literacy parity between young men and women.
Later, the Biwako Millenium Framework for Action (2002) on which the Indian
Comprehensive Plan of Action for Inclusion was based, outlined issues, action plans and
strategies towards an inclusive, barrier-free and rights-based society for persons with
disabilities in the Asia and the Pacific region. To achieve this goal, the framework
identified seven priority areas for action, which are:
1.
2.
3.
4.
5.
6.
7.

Self-help organisations of persons with disabilities
Women with disabilities
Early intervention and education
Training and employment, including self-employment
Access to built environment and public transport
Access to information and communication including ICT
Poverty alleviation through social security and livelihood programmes

The Convention on the Rights of Persons with Disabilities, ratified in 2007 by India was
an instrument to promote, protect and ensure the full and equal enjoyment of all human
rights by persons with disabilities. The Convention, under Article 24 ensures that
children with disabilities are not excluded from free and compulsory primary education,
or from secondary education, on the basis of disability.
Overall, the national and international declarations, resolutions, policies have been
consistently underscoring the importance of including all children in education. In spite
of this, many children, especially those belonging to the vulnerable sections of society,
are still deprived of their basic right to education.

THE INDEX
The need for equal opportunities in education has been emphasised by many experts in
the field of education. The ancient Indian writings made it clear that the progress of
society and the progress of the individual are complementary and they go hand in hand.
Hence, the aim of education in all respects would be developing the individual up to
his/her potential as a member of a society and, therefore, leading to development of
society. In ancient India, the informal system of education welcomed all children in spite
of the fact these primary schools were held under the shade of a tree or a thatch roof.
There was no formal division in classes and the students learned at their own pace
without any fear of examinations or of being declared as pass and fail.

The Sergeant Report (1944), in the preceding section
recommended a national system of education that was
universal, free and compulsory. According to it:
“If there is to be anything like equality of opportunity,
it is impossible to justify providing facilities for some
of the nation’s children and not for others, In the first
place, therefore, a national system can hardly be
other than universal.”
Under the Kothari Commission, the common school
system represented the unique means to instil values
into students with diverse ethnic, cultural, linguistic
backgrounds.

Concern about inclusion has evolved
from a struggle on behalf of children
‘having special needs’ into one that
challenges all exclusionary policies and
practices in education as they relate to
curriculum, culture and local centres of
learning. Instead of focusing on preparing
children to fit into existing schools, the
new emphasis focuses on preparing
schools so that they can deliberately
reach out to all children. It also
recognizes that gains in access have
always been accompanied by increase in
quality
(UNESCO, 2000, p.18)

The recommendations of the various committees and
commissions have highlighted the need to provide quality education to all. One of the
guiding principles of the National Curriculum Framework (NCERT, 2005) is inclusive
education. The curriculum recognises the importance of including and retaining all
children in school through a programme that reaffirms the value of each child, enables all
children to experience dignity and the confidence to learn.
Reflecting on the education system at present, it can be concluded that it has still not been
able to provide a healthy educational environment for all, let alone the most vulnerable.
Children do feel in some places that going to school is a torture or punishment. In some it
creates fear, anxiety, stress and insecurity and destroys sensitivity and joy? School should
be a way of learning without fear and boredom and the present day education system
should address the above issues.

There is definitely a difference between the policy and practice. The policy asserts on one
agenda, “inclusive education” yet the practice reveals a different reality altogether.
Things do not seem to be getting better in terms of teacher shortages, high teacher-pupil
ratios, narrow understanding of academic success and failure, resistance to change,
existence of parallel systems (general and special education), stigma attached with
disability, conflict between text book language and mother tongue, unnecessary use of
stigmatising labels, no involvement of parents, rigidity of the examination systems, lack
of collaborative learning process, culture of silence maintained by some (Gibson, 2006)
and culture of indifference adopted by the society are some of the factors that impede the
progress of inclusive education. In order to include all children in education, especially
the most vulnerable ones, a change in the direction of our efforts is required.
This index provides a framework that is based upon an engagement of dialogue between
students’ families, schools, education administrators, teachers and other related
professionals. It will not only help in understanding the inclusion process through various

examples but also highlight what needs to be done and how to do it. The underlying
assumptions of the index are:
•
•
•
•
•
•
•
•

It is based on a collection of good ideas generated through a series of intense
deliberations by eminent scholars, teachers, teacher educators, parents,
representatives of NGOs, and several other stakeholders at various levels.
It can be used by policy makers, educational administrators, teachers, teacher
educators, parents and all those who want to contribute in making the present
education system more inclusive.
The main focus would be on development of learning centres/schools to be more
inclusive especially at the primary level.
It will be concerned with including and retaining all children in school.
It will elaborate strategies for three areas—educational administration, teacher
education and school-related factors based on the three major dimensions of entry,
engagement and empowerment.
It is a framework for reflection and not evaluation.
It is a framework that can be adapted and is not a prescription.
It will highlight examples of good practices and not ground rules.

The index seeks to provide guidelines not only for developing inclusive schools but
would also add value by being a self reflection tool in helping schools continue to
become more inclusive in their approach. The index can be used as a tool for research in
inclusive education.
Inclusion is not something new to the Indian context but it is very much in line with the
Common School agenda highlighted in the earlier commissions and policies and recently
the RTE Act, 2009. The main issue is to find the existing loopholes and address them
through educational initiatives. The index will help in the implementation of inclusive
education that has yet to be implemented successfully in our country in spite of all good
intentions and policy initiatives. The index, therefore, will always remain dynamic and
evolving.

How to use the Index
The index is divided in four sections. The first section is a general introduction, which
can be used by all stakeholders. Following this are three sections, Educational
Administrators, Teachers and Teacher Educators and Schools for All. Each of these
sections starts with information and examples of different good practices in the area and
is followed by a list of indicators reflecting the philosophy of inclusion in that particular
area. Anyone using the index can rate oneself on these indicators and develop a score for

himself/herself or the school. Some of these indicators may overlap and some people
using the index may like to go through three areas or concentrate on one area only.
For example,
An indicator under the section Educational Administrators reads as:
Educational administrators encourage mobilising of resources from the community if
there is a need
This can be rated on a scale of 3 2 1
A rating of '3' means that the administrator rating himself/herself is placed at an
exemplary level of implementation or development.
A rating of '2' would mean that the administrator rates himself/herself at partial level of
implementation or development
A rating of '1' would mean little or no development
The administrator can calculate the total score and the score achieved by him/her. The
indicators in the index enable stakeholders to identify opportunities for improvement
through planning and development of inclusive schools

RECOMMENDATIONS BY THE STANDING COMMITTEE
OF THE CABE ON INCLUSIVE EDUCATION
The CABE committee made various recommendations which are in consonance with the four outputs and
strategic interventions reflected in the Comprehensive Action Plan for Inclusion in Education of Children
and Youth with disabilities and are presented in the following section:
Output No. 1: Enrolment, retention and free education of all children with disabilities in the general
education system (free education up to 18 years under PWD Act)
Recommendations
1.

2.

Identification of children from 0–18 years should be carried out by all the States/UTs
immediately. The age-wise, disability wise break up on the pattern of SSA should be clearly
mentioned. Different age groups to be covered are 0-3, 3-6, 6-124, 14-18 and 18-22. Those
states, which have already collected this data and its age wise break up, may like to update it.
This task of identification should be taken up in three stages: Visual identification,
identification through trained persons and medical scrutiny so that these children are
identified at an early stage and support needed by them is available to them at the earliest.
Linked with the issue of enrolment and retention of all children with disabilities in the
mainstream education system are the issues of disability certificates and assistive devices.

3.

4.

5.

6.
7.

8.

These are considered important to facilitate enrolment and retention of the Children with
Special Needs (CWSN).
As per the Persons with Disabilities (Opportunities, Protection of Rights and Full
Participation) Act, 1995, “Persons with Disability” means a person suffering from not less
than 40 per cent of any disability as certified by a medical authority. Complete guidelines for
evaluation of various disabilities have been issued by Ministry of Social Justice &
Empowerment. Therefore, before treating any child as CWSN his/her disability needs to be
assessed. When the disability of the child is assessed then disability certificate can be issued
and his/her need for assistive devices can also be finalised. Simultaneous arrangements need
be made for providing any assistive device, which will facilitate retention/education of the
child in the school. This, therefore, needs to be considered as first priority as soon as the child
is admitted in any school.
Early identification of CWSN will facilitate inculcating in them the required competencies
and preparing them through school readiness programmes for schooling while they are at preprimary level. This will also check further deterioration in their disability, as necessary
interventions will be available to them in time.
Since identification of CWSN is an ongoing process, suitable strategies should immediately
be developed for providing educational inputs for children already identified. Three states
namely Maharashtra, Tamil Nadu and Tripura, which had compiled sufficient data, could be
targeted as pilot projects to start with.
The GPI reported for children with disabilities have been found to be very low. Therefore, the
committee recommends special drive for bringing girls with disabilities to schools and enrol
them.
Multidisciplinary Resource Teams (MRTs) should be constituted at both district and block
levels by all States and UTs to disseminate information, provide guidance to parents and
mainstream schools, assist regular teachers in developing individualised programmes, conduct
audits and evaluate architectural barriers and furniture and document interventions and
evaluate them.
Anganwadi centres could be moved to school premises wherever possible so that the
Anganwadi children could also avail the facilities available in the school. This will facilitate
movement of children from Anganwadis to primary schools.

Output No. 2: Providing quality education through appropriate curricula, organisational
arrangements, teaching strategies, resource use and partnership with communities in order for
children and young persons with disabilities to develop their learning and abilities.
Recommendations

1. The removal of barriers of physical accessibility of the schools to the children with loco motor
disabilities and making available to the hearing and visually handicapped children the required
resources and study material in accessible form need to be ensured.
Sarva Shiksha Abhiyan Scheme provides that the architectural barriers in schools will be removed
for easy access and innovative designs for schools would be developed to provide an enabling
environment for CWSN as part of the programme. Therefore, all new schools, which are
constructed by the Government/Private sector, need to be barrier free. Also, the existing schools
need to be made barrier free in a time-bound manner. Suitable instructions may be issued to all
concerned so that only barrier-free schools are approved by the State/Central Education Boards.
The guidelines and space standards for barrier-free built environment for disabled and elderly
persons framed by the Ministry of Urban Affairs and Employment are to be followed for this
purpose.
2.

Services of special teachers need to be available to all inclusive schools as per provisions in the
schemes. Every school should have at least the services available of at least one special teacher in

3.

4.

5.
6.
7.
8.

9.
10.

11.

12.
13.

14.

position that, if required, could also work for other schools in the cluster. Special teachers thus
appointed will work in coordination with the class teacher, parents and caregivers. They should
also get the same status as general teachers in inclusive schools.
There is a need to assist the school system to achieve the objectives of education for all in which
teachers—both general and special—have to play a crucial role. However, the roles of these two
types of teachers need to be determined to maximise utilisation of their expertise and
competencies for imparting education to all children, including children with disabilities, in an
inclusive set-up. While general teachers will be responsible for teaching all children in classrooms,
special teachers will be responsible for providing support in the classroom as well as organising
remedial classes. Special teachers will also take up the task of developing appropriate teachinglearning materials to make the classroom more conducive for learning by all.
These special teachers, who study school subjects as well as special education, need to be treated
at par with general teachers by the National Council for Teacher Education (NCTE) and also paid
at par with general teachers, even without interchangeability. This is not happening at present with
the result that aspirants to the teaching profession are not motivated to become special teachers.
Also, teachers completing the in-service training and those who obtain additional B.Ed degree in
special education may be provided financial incentives.
Inclusive education really means reorganisation of school classrooms and curriculum transactions
and, hence, it is recommended to develop some model inclusive schools, which will serve as role
models for other schools.
Certain programmes are to be developed both at the state and district level to take care of those
children with disabilities who started late.
While adapting curriculum to the requirements of CWSN, attention is to be focused on their
strengths and abilities rather than their limitations.
The course materials, including textbooks, have to be made available to children and youth with
visual impairment, in Braille, large print, audio form and daisy prints. Special Teaching-Learning
Material (TLM) needs to be provided in the schools and resource rooms need to be set up to make
the required resources and study material available to hearing and visually handicapped children in
accessible form.
The school education system has to cater to the requirement of meeting the psycho-social needs of
all CWSN along with other children and ensuring emotional development of youth; therefore,
specific interventions are to be planned at all levels to ensure the same.
Both in-service and pre-service teacher education curricula/programmes at the secondary level
need immediate attention so that inclusive schools have qualified and competent teachers to
address educational requirements of children with disabilities as well as learning difficulties with
focus on pedagogy of teaching in classrooms so that each child learns. It was recommended that
pre-service teacher education curricula and in-service teacher training programmes should be
reviewed and revised to suit the requirements of the policy and the Comprehensive Action Plan as
well as State specific requirements.
MHRD is already in the process of augmenting the teacher education capacity in SC/ST and
minority areas. There is a need to augment the teacher education capacity of the general teachers
on disability issues. For this, a three-day orientation programme for all teachers in position could
be provided.
A component of human rights education needs to be incorporated in teacher education
programmes to inculcate respect for diversity and the concept of inclusive society.
Care must be taken to develop all children, including children with disabilities, holistically.
Different aspects of our heritage must be brought to the lives of the children with disabilities.
Some such examples are classical and folk music, dance, yoga and meditation, craft workshops,
film classics, trips to monuments with historians and talks by eminent writers, painters, and
philosophers.
CWSN in the 3-6 age group need special attention. Therefore, it is recommended that there should
be greater focus on the Integrated Child Development Services (ICDS) programme. There should
be specific age and level appropriate training of Anganwadi workers.

15. Sign language should also be used as medium of instructions in schools being attended by those
children with hearing impairment who do not have early language training. For this, there is a
need to have trained teachers in sign language for inclusive schools. Efforts should also be made
to develop it as a language up to higher education.
16. Special coaching for talented children with special needs is to be organised so that they can enter
prestigious educational institutions of higher learning like IITs, IIMs and join special advanced
courses in Physics, Chemistry, and Mathematics, etc.
17. There is an urgent need to sensitise officials at the district level about inclusive education and its
components as most of them have not heard of inclusion as a result of which children with
multiple disabilities, one of the most difficult groups of CWSN, get stuck with home based
education. Home based education is the beginning as it is being used at present as a bridge course.
More options and strategies have to be worked out to cater to their requirements and inclusion.
18. A dedicated website is recommended where special teachers could post their bio-data. This would
enable general schools to use their expertise without any delay. RCI has prepared a list of all
special teachers who are registered with it.
19. The grant currently available under the UGC sponsored scheme of HEPSN is very low. It needs
revision and be made a part of the development grant for its proper utilization.
20. Convergence and partnership has emerged as a viable strategy to implement the Comprehensive
Action Plan. Role of parents was recommended as an integral part of the implementation of the
Action Plan through their participation in planning and decision-making. It also calls for their
training so that they could take up follow-up activities at home and, therefore, it was
recommended that such training programmes should be organised on a continuous basis.
Output No. 3: Support higher and vocational education through proper implementation of existing
reservation quota in all educational institutions and creation of barrier-free learning environments
Recommendations

1. 3 per cent reservation in all educational institutions is to be followed vigorously. All institutions
2.
3.
4.
5.
6.
7.
8.

have to ensure the same through a well-established mechanism.
ICT based vocational courses have to be developed and made available to vocational institutions
to be offered to persons with disabilities. PSSCIVE, Bhopal should take a lead in this matter.
Machines, tools, etc., required to be used by persons with disabilities need to be adapted as per
their requirements.
Measures for admission to reputed higher education institutions, including reservation, need to be
worked out and disseminated to all the institutions.
In higher education, the most important aspect is a disabled friendly toilet, ramps, etc., so as to
provide access to all facilities like libraries, photocopying machines and laboratories.
UGC had issued a directive in 1971 that all buildings were to be made disabled friendly. It could
be stipulated that the final grant would be released only after these directives are implemented.
Disability Coordinators should be in position as visualised.
Monitoring should be part and parcel of the implementation schedule. Result Based Management
(RBM) format would go a long way in ensuring proper monitoring of the action taken.

Output No. 4: Disability focused research and interventions in universities and educational
institutions
Recommendations
Department of Disability and Rehabilitation Studies should be established in all universities. Specific
allocations for Disability Studies are also recommended.
General Recommendations
Besides output specific recommendations, the Committee also recommended the following:

1.
2.
3.
4.
5.

Regarding progress on implementation, it has been observed that the periodicity of progress
reports, which implementing agencies are expected to maintain and send is not being observed.
Regularity of such reports is to be ensured by each nodal, partner and implementing institution.
Each Ministry has to ensure that whatever is in their purview is being implemented in a planned
and systematic way.
NCERT could install the necessary software required to download NCERT books from its website
to make them accessible to users with visual impairment.
Organisations/boards being approached by institutions for recognition/affiliation should withdraw
recognition if institutions are not barrier-free and if they deny admission to children/youth with
disabilities.
Monitoring the progress of implementation of the Comprehensive Plan of Action should be
entrusted to an institute/agency as dedicated work for which a separate cell can be set up in the
institute/agency concerned.

Source: Report of the Standing Committee of CABE on Inclusive Education for Children and Youth with
Special Needs (2007)

Recommendations of the National Focus Group on Education of
Children with Special Needs
•
•
•
•
•
•
•
•
•
•
•

•

Gear all teacher education programmes (both pre-service and in-service) to developing the
pedagogical skills required in inclusive classrooms.
Correlate the style of teaching to the learning styles of all children.
Mobilise special schools as resource centres that provide support to inclusive schools.
Develop partnerships with institutions of higher learning, governmental organisations, and NGOs
to promote participation of children with disabilities in all aspects of education.
Reduce class size to a maximum of 30 students and a maximum of 20 in case the class includes
children with SEN.
Make the class teacher responsible for all the children in the class. In case, special support is
required on account of SEN, this should be in the form of assistance to the class teacher.
Regard all special teachers in a given school as full-fledged members of the school community.
Make all curriculum-related policies and programmes inclusive in nature to effectively address
issues related to the education of children with SEN.
Develop perspective and skills in all administrators, including school principals, for planning and
executing programmes based on the philosophy of inclusion.
Develop strengths and abilities of all children rather than highlighting limitations.
Recognising diversity among learners, the medium of instruction should include sign language for
children with hearing impairment, and Braille for children with visual impairment. At the same
time as an optional subject/third language, learning of sign language, Braille, finger Braille, etc.
should be introduced for all children.
To promote self-reliance and enable children to acquire coping skills, the emphasis of inclusive
education must be on inculcating independent living skills, critical thinking, decision-making and
problem-solving skills, and articulation of their concerns.

•
•
•

•
•
•
•
•
•

To facilitate the acquisition of integrated knowledge in children, the single teacher class system up
to Class V should be adopted.
For effective delivery of education in the inclusive mode, all teacher education (in-service and preservice) must be restructured.
Education must aim at developing a system by which abstract concepts are effectively
communicated to children with varying learning styles, including those using sign language,
Braille, etc.
To inculcate respect for diversity and the concept of an inclusive society, the teacher education
programmes and the curriculum framework should incorporate a component of human rights
education.
To nurture all aspects of the personality—cognitive, affective, and connotative—games, dance,
drama, music, and art and craft must be given equal importance and value.
Admission, retention, and full participation of children in all aspects of education, must not be
subjected to any criteria based on assessment tests and judgment by professionals and experts,
including psycho-medical certificates.
No child with disabilities should be asked to produce certificates either for admission,
examination, getting support facilities/ scholarships, etc.
Reject the policy of failing students vis-à-vis enabling each child to overcome perceived
difficulties.
Inculcate among students with SEN, critical thinking, decision-making, problem solving and other
coping or life skills in order to promote their self-reliance and independent living capabilities.

Convention on the Rights of Persons with Disabilities
Article 24 Education
1. States Parties recognize the right of persons with disabilities to education. With a
view to realizing this right without discrimination and on the basis of equal
opportunity, States Parties shall ensure an inclusive education system at all levels
and life long learning directed to:
(a) The full development of human potential and sense of dignity and selfworth, and the strengthening of respect for human rights, fundamental
freedoms and human diversity;
(b) The development by persons with disabilities of their personality, talents
and creativity, as well as their mental and physical abilities, to their fullest
potential;
(c) Enabling persons with disabilities to participate effectively in a free
society.
2. In realizing this right, States Parties shall ensure that:
(a) Persons with disabilities are not excluded from the general education
system on the basis of disability, and that children with disabilities are not
excluded from free and compulsory primary education, or from secondary

education, on the basis of disability;
(b) Persons with disabilities can access an inclusive, quality and free primary
education and secondary education on an equal basis with others in the
communities in which they live;
(c) Reasonable accommodation of the individual’s requirements is provided;
(d) Persons with disabilities receive the support required, within the general
education system, to facilitate their effective education;
(e) Effective individualized support measures are provided in environments
that maximize academic and social development, consistent with the goal of
full inclusion.
3. States Parties shall enable persons with disabilities to learn life and social
development skills to facilitate their full and equal participation in education and as
members of the community. To this end, States Parties shall take appropriate
measures, including:
(a) Facilitating the learning of Braille, alternative script, augmentative and
alternative modes, means and formats of communication and orientation and
mobility skills, and facilitating peer support and mentoring;
(b) Facilitating the learning of sign language and the promotion of the
linguistic identity of the deaf community;
(c) Ensuring that the education of persons, and in particular children, who are
blind, deaf or deafblind, is delivered in the most appropriate languages and
modes and means of communication for the individual, and in environments
which maximize academic and social development.
4. In order to help ensure the realization of this right, States Parties shall take
appropriate measures to employ teachers, including teachers with disabilities, who
are qualified in sign language and/or Braille, and to train professionals and staff
who work at all levels of education. Such training shall incorporate disability
awareness and the use of appropriate augmentative and alternative modes, means
and formats of communication, educational techniques and materials to support
persons with disabilities.
5. States Parties shall ensure that persons with disabilities are able to access general
tertiary education, vocational training, adult education and lifelong learning without
discrimination and on an equal basis with others. To this end, States Parties shall
ensure that reasonable accommodation is provided to persons with disabilities.

EDUCATIONAL
ADMINISTRATORS

EDUCATIONAL ADMINISTRATORS
The zero reject policy of the SSA strengthened by the Right to Education Act, 2009,
represents the most extraordinary expansion in the field of education. Right to Education
implies that it is the State’s obligation to remove whatever obstacles —social, economic,
academic, linguistic, cultural, physical etc.—that prevent children from participating
effectively in completing elementary In the context of RTE, the equity agenda of SSA
education of satisfactory quality. It goes would work towards:
• Moving from an incentives- & provisionsfurther to indicate that free and
based approach to a rights & entitlements
compulsory education of satisfactory
approach
quality to children from weaker sections is
• Developing a deeper understanding on
not merely the responsibility of schools
issues contributing to exclusion &
run or supported by the State but also of
disadvantage, arising from entrenched
schools are not dependent on State funds.
hierarchical structures (social, language,
cultural, religious backgrounds), prevalent
Schools of the latter kind also need to
stereotypes & the challenges faced by
provide education to such children at least
children from disadvantaged communities
to the extent of 25 per cent of their intake.
including within the school space
However, the policy relies heavily not only
• Assessing needs of different, excluded &
on the Central government but also on
marginalised groups & communities
&
State Education Departments to play a
consequently
addressing these needs
through contextualized strategies
crucial role in implementing education for
•
Encouraging innovative thinking & dialogue
all.
Inclusive education, as we all know is all
about removing barriers and increasing
educational opportunities for all. It
involves levels and kinds of educational
gains for every group of students within
schools. In spite of having good policies
and faith at the administrative level, lack
of resources and knowledge to accomplish
the extraordinary goals may become a
barrier.

•

to identify holistic, multipronged & viable
strategies to address issues of gender, equity
exclusion that will cut across the different
SSA goals.
Encouraging
up-scaling
and
institutionalisation of interventions &
strategies found effective, viable &
sustainable with a view to strengthening the
mainstream education system.

Source: Sarva Shiksha Abhiyan, Framework for
Implementation, 2009, Based on the Right of
Children to Free and Compulsory Education Act,
2009

PLANNING FOR INCLUSION
While planning for inclusion, it is important to include all those who will be involved in
and affected by whatever inclusion is planned like the teachers, the parents and specialist
staff, etc. Inclusion will entail a large-scale system-wide planning and capacity building
and also planning at the school level. This is because policy implications at the national
level like the Sarva Shiksha Abhiyan, the National Curriculum Framework, 2005, the
Position Papers of the National Focus Groups (NCERT) the Comprehensive Action Plan
for Inclusion of Children and Youth with Disabilities, 2005, the CABE Committee
reports, the Twelfth Five-Year Plan, the National Policy on Disability, 2006 and the
Right to Education Act, 2009, all support the philosophy of inclusion. Even the
international declarations and conventions, that India has ratified or is signatory to

underscore the significance of inclusive education as a guiding principle for educational
reforms. Some of these are the Jomtien Declaration in the 1990s, the Salamanca
Statement (1994), the Dakar Framework (2000), the Millennium Development Goals, the
Biwako Millennium (2002) and the Convention on the Rights of Persons with Disabilities
(2006).
The following are some of the strategies that would be helpful in implementing inclusive
education.

STRATEGIES
Understanding inclusion
Whether it is a non-formal or a formal school environment, there would be a broad
spectrum of learning needs that have to be met by providing appropriate responses.
Inclusive education is not simply a transition of terminology from integrated education. It
is a movement, a process that addresses and responds to the diverse needs of learners. It
involves changes and modifications in content, approaches, structures and strategies, with
a common vision which covers all children of the appropriate age range and a conviction
that it is the responsibility of the regular system to educate all children (UNESCO, 1994).
The guiding principle underlying inclusion is that schools should accommodate all
children regardless of their physical, intellectual, social, emotional, linguistic or other
conditions. This should include disabled and gifted children, street and working children,
children from remote and nomadic populations, children from linguistic, ethnic or
cultural minorities and children from other disadvantaged or marginalised areas or
groups. These conditions create a range of different challenges for the school system.
The mandate to establish policies and practices related to inclusion is regarded as a major
requirement for implementing changes in the school. Some of the educational reforms
and changes related to inclusion being incremental in nature lead to a more holistic
school improvement and to better school
Role of State Coordinator in Inclusive
efficiency including, for example, better Education (IE)
classroom teaching. Other changes aim to Besides planning and management of IE related
alter the basic structure of the system. activities at the state level, the state level
Important among these are the system of coordinator for IE could undertake the following:
admission, system of preparing teachers • Regular compilation of data
of CWSN
and supporting their professional practices
through
monitoring
and
academic • Preparation and finalisation of Annual Work
Plan
leadership, the examination system, the
•
Monitoring
activities related to education of
physical infrastructure, community support
children with special needs
and special or additional support if
required. The critical areas that require • Constant support to functionaries at district/
block level
attention are identified and discussed • Conducting workshops on IE
hereafter.
• Any other work assigned by SPD
Source: SSA

Having someone in charge of
the inclusion effort
This may be the Inclusive
Education coordinator like under
the SSA at the cluster, block,
District or State level. This
responsibility can be assigned to
someone who understands not
only the 'what' of inclusion but
also the 'how' of inclusion. The
person who is overall in charge of
the inclusive process needs to be
trained in the area and actively
involved with school activities.

Role of District Coordinator in IE under SSA
The main responsibilities of the district level coordinator for
IE could be:

To supervise the work of special teachers in all the
blocks/ clusters in the district

To provide resource support to special teachers in
all the blocks/ clusters

To collect data on CWSN from all blocks/ clusters

To monitor the inclusion of children with
disabilities in the district

To oversee the orientation of teachers and
community sensitisation

Any other duty that may be assigned by SPD or
state co-ordinator for IE
Source: SSA

Among other things, this person (or persons)
would have the responsibility of calling
meetings of those involved at the grassroots
levels for exchanging thoughts and ideas
leading to better planning, coordinating the
efforts so that all children learn. The
coordinator can play an important role in
organising training for the staff (teachers and
para professionals), see that the needed
resources are made available, and monitoring
the overall effort. If need be, this person can
also be actively involved in solving problems
at the grassroots levels to maximise the
probability of success for all those involved—
teachers, parents and students—and help them
to overcome a number of organisational and
other barriers.
Role of the Principal/Headmaster
Principals/headmasters can be actually considered as agents of change in the school. A
proactive and committed school principal/headmaster is crucial to successful inclusion. It
is only through the principal’s leadership, a school can become a model inclusive school
that accepts and welcomes students from different backgrounds and with different
abilities. The principal/headmaster can encourage collaborative teaming, parent
involvement, resource support, flexible curriculum and relaxation in examination
procedures.

Academic leadership in schools
The principal/headmaster plays a significant role in motivating the teachers in the school
to carry out the agenda of inclusive education. It has been seen that, even if s/he is
interested, a teacher is not empowered enough to make changes on her own. On being
questioned on the neglect of some children in her class, the teachers generally express
their inability to do anything for these children till they are asked to do so by the higher
authorities. As expressed by one of the teachers “till the headmaster is not interested, I
cannot even make any change in the classroom. I have to finish the syllabus and progress
on a speed dominated by the examination schedule. Who am I to think differently”? It is
clear that only when leaders reveal strong support for innovation, the teachers, other staff
and the community members are more likely to give time and resources necessary for the
process. It is important for school administrators to identify the specific supports
required for schools, give their expectations regarding the content of training and school
visits from the cluster and block personnel, and participate in the process of monitoring
for quality and supervision.
It is important that as part of the school level planning, principals/headmasters should be
able to participate in decisions about the programmes they need and how these should be
integrated into regular school activities.
Admission policy
It is important that all children have the opportunity to attend the school in their
neighbourhood. Sometimes a child may be denied admission because of requirements of
some admission procedure (screening, certification, parental interaction, selection and
evaluation). At the stage of admission to a school, the parents are generally required to
submit the following documents
o Birth Certificate or an Affidavit of Birth
o Caste Certificate in case of SC/ST/OBC children
o Income Certificate
o Disability Certificate, if required
Since education is a fundamental right of all, denying admission due to non-availability
of necessary documents is not correct. Parents can furnish the necessary documents after
the child starts attending the school.
In Social Jurist Vs Union of India and Others, the High Court of Delhi pointed out that
admission cannot be denied on irrelevant grounds like non-availability of birth
certificate, non-availability of ration card, non-availability of affidavit of date of birth
duly attested by the executive magistrate, non-availability of Disability Certificate in
the case of a disabled child, etc.
The right of children to free and compulsory education, 2009, in its section 4 clearly
states that

When a child above six years of age has not been admitted in any school or though
admitted, could not complete his or her elementary education, then, he or she shall be
admitted in a class appropriate to his or her age.
Involving parents and community
The National Curriculum Framework (2005) highlights the role of the larger world
outside the school like the community in influencing the curricular process in the schools.
It says:
“Parents and community members could come into the school as resource persons to
share their knowledge and experiences in relation to the particular topic being studied.”
Parents have in-depth knowledge of their child’s personality, strengths and needs and can
contribute to a great extent to their inclusion in education. As primary stakeholders,
parents should be included throughout the planning and implementation of the process
especially when decisions are made about the scope and structure of the inclusion
programme. The knowledge they can bring to the planning table is invaluable and their
concerns and suggestions for their child need to be appreciated. It is important that the
communication with the parents should be open and honest and the cultural patterns and
beliefs of the family must be respected. In order to make the school environment
supportive of children, and to strengthen the relationship of the schools with parents and
the local community, there are institutional structures such as parent-teachers
associations, local level committees like the village education committee and the school
management committee under the SSA.
Community involvement can be sought for maintaining the school and its facilities. There
are examples of local contributions for building school boundary walls, augmenting
facilities, and so on. However, community participation must not result in economic
burdening of poor families. On the other hand, there can be an understanding that school
space can be shared with the community for local events and that there will be some
collective responsibility in maintaining premises (NCF, 2005).

A great challenge is to get the
families
of
the
most
marginalised students involved
in the education of their child.
Investing in adult education for
caretakers might facilitate them
in getting involved in school life
and follow up on their children
education.
The school might also make
efforts to ensure that the
information
provided
to
caretakers about their children’s
education is in a language
understandable to them and with
a vocabulary that is accessible
(UNESCO, 2001c).

Bhojan Mata
This was a system adopted in the State of Uttaranchal, primarily designed
to ensure quality of food under the mid-day meal programme. The Bhojan
Mata, who is a member of the village community and mother of a child
studying in the same school, is recruited by the village education
committee on a contract basis. It has been seen that that in some villages
of Uttaranchal, Bhojan Matas not only ensure maintenance of quality of
food but also play an active role in addressing schooling related problems
or encourages the school management committee to solve school issues.
Examples include making schools accessible by repairing roads, ensuring
drinking water, solving caste related issues, etc.

In the news item above, Soma appreciates the support given by her mother with her
studies by reading her the textbooks, since she could not read for more than an hour
continuously as her eyes started watering.

A Family School in Manipur
Imphal Feb 17: If you don't like the quality of education your child gets and complaining about it doesn't help
much, there is something else you can do about it—-set up your own school. This is what a motley group of
parents in the state capital did.
A few years back, when these concerned parents realised that their children were not getting the best of
education, they formed a society and pooled funds to create a school that would be “of the parents, by the
parents, for their children”.
Four years later, the Megal Manipur Society (MMS)—it is often referred to as the parents' club—zeroed in on
25 acres of land straddling a hillock and field in Tinseed Konjil near Imphal. And the Mega Manipur School
was born in April last year.
“There was absolutely no quality control in schools when we formed MMS in 2002,” Society treasurer
Gautam Aribam said. “Even the private schools had over 70 students a class. Clearly, the emphasis was on
quantity, not quality.”
The 300-odd parents who formed MMS forked out Rs. 15,000 each as subscription fee that was paid over
three years. The state government helped by allotting a larger portion of the land, and as the membership
increased—and subscription doubled—the school took shape.
“Our teachers are the best paid in Manipur for the simple reason that the best teachers deserve better pay,”
Aribam said. “We are also strict about a teacher-student ratio of 1:20.”
So what does Mega Manipur School offer that others don't? “Montessori system with local adjustments and
lots of practical learning,” said Principal M. Elizabeth.
As of now, the school has classes from Nursery to VI. It plans to add a few classrooms every year and
develop the campus for playfields and trekking trails.
The children too seem to be enjoying their “family school. Yumnam Sanjana, who used to fail in mathematics
in a missionary school, is now among the class VI toppers. “School is fun,” said the girl.
Hindustan Times
www.mangalorean.com

Staff Development
In the absence of adequate training, it is unrealistic and unfair that a general education
teacher to creatively and productively include students with diverse needs in the
classrooms. In-service training is important not only for the professional growth of the
teachers but it also plays a significant role for bringing about changes in school related
practices. This training can be given in many forms: seminars, refresher courses,
workshops at various universities, summer institutes, in-service training at the DIETs,
Colleges of Teacher Education, and Institute of Advanced Studies and through SCERTS,
Block Resource Centres, Cluster Resource Centres and voluntary organisations, etc. The
Yashpal Committee Report (1993), Learning without Burden, noted: “The emphasis in
these programmes should be on enabling trainees to acquire the ability for self-learning
and independent thinking.” It has been clearly said in the Acharya Ramamurthi Review
Committee (1990) that in-service and refresher courses should be related to the specific
needs of teachers, and the evaluation and follow-up should be part of the scheme.
It has been seen that teachers have genuine problems in handling children with special
needs in inclusive classrooms. This is in spite of the fact that many of them have been
trained periodically on disability. However, it appears there is a need to develop disability

awareness both amongst the staff and the students regarding the special needs emanating
from different disabilities. This will help the teachers to establish an atmosphere of
acceptance and plan activities that promote inclusion.
Distance education is another medium through which lot of teacher training is taking
place for example, through Ignou and Edusat, which was launched in September 2004,
and since then has impacted teacher-training endeavours for providing support to remote
classrooms. The initial focus was on teacher training at the BRCs. It has now been
extended to various teacher-training institutions like the DIETs, SIET, CIET, NIOS, and
KVS.
Ensuring Adequate Support in the Classrooms
Inclusive education should not result in regular schools becoming dumping grounds
where students, especially with disabilities and those belonging to the disadvantaged
groups, are brought in without adequate support to them or their teachers.
Accommodations and supports to meet the special needs of children may include,
modifications in the regular curricula, collaboration between a regular teacher and a full
time or itinerant teacher with training in meeting special needs in the classroom, support
in terms of para professionals like physiotherapists, speech therapists, etc., training of
regular teachers, use of resource room and assistive devices like the computer, etc.
The National Focus Group on Education of Children with Special Needs suggests that:
The curriculum needs to be balanced in such a way that it is common for all and yet
takes account of the individual needs of learners.
Curriculum adaptation in respect of students with disabilities is a legal requirement under
Section 30 of the Persons with Disabilities Act, 1995, that enjoins appropriate
governments to prepare a comprehensive education scheme for: Restructuring of
curriculum for the benefit of children with disabilities. Similarly, the recently adopted
International Convention on the Rights of Persons with Disabilities in Article 24 also
calls for:
2(e) Effective individualized support measures are provided in environments that
maximise academic and social development, consistent with the goal of full inclusion.

Aarushi Resource Centre
Bhopal, Madhya Pradesh

INCLUSIVE EDUCATION
• Over 2,000 children with disabilities of Sehore district placed in regular schools with backup
support under Sarva Shiksha Abhiyan.
• Inclusion of one page of information on 15 different aspects of disabilities, one page each in all
(6.5 crore) the text books brought out by Madhya Pradesh Textbook Corporation, for generating
awareness amongst teachers of regular schools, students and parents.
• Computer and Braille literacy for visually impaired students
• Preparation of self-learning material and on disability issues for 3 lakh teachers of the state.
• Preparation of 3 video films, one each on teaching Braille and teaching Mathematics to the
visually impaired and one on teaching sign language to the hearing impaired for teachers of
schools with support from Sarva Shiksha Abhiyan.
• Developed innovative posters for generating awareness on inclusive education with captions from
Shri Gulzar, the noted writer and lyricist.
• Generating awareness on disability related issues in the community through films, posters and
awareness programmes for various stakeholders.

A PAGE IN THE TEXTBOOK

Disabled Friendly Toilets- Arushi, in association with UNICEF has come up with inclusive models of
sanitation for schools, Anganwadis and households in rural and urban areas. Designs of disabled friendly
and child friendly toilets and toilet complexes have been developed, and more than 30 disabled friendly
toilets have been constructed in government schools, Anganwadis, and at other visible locations as models
for replication in eight districts of Madhya Pradesh. Besides, both state and the district level sensitization
awareness and capacity building programmes for different stakeholders like architects, construction
workers, and officials of PWD, PHED, School Education Department, Women and Child Development
Department and agencies involved in total sanitation campaign and disability issues. The issues have also
been raised in conferences at national and international level; notable amongst them are a paper on
Inclusive Models of Sanitations presented at the 32nd WEDEC conference in Colombo, and a presentation
at the All India Prime minister’s Conference New Delhi.

National Policy for Persons with Disabilities (2006)
III Human Resource Development
46. Human resources will be trained to meet the requirement of education for children with disabilities under inclusive
education, special education, home-based education, pre-school education, etc,
The following training programmes of different specialisation and levels shall be developed:
(i) Training modules for teachers for inclusive education.
(ii) Diploma, degree and high level programmes in special education
(iii) Training of caregivers for home-based education and care services for disabled adults/ senior citizens, etc.
Education of Persons with Disabilities
48. It will be ensured that every child with disability has access to appropriate pre-school, primary and secondary level
education by 2020. Special care will be taken to –
(i) Make schools (building, approaches, toilets, playgrounds, laboratories, libraries, etc.) barrier free and accessible for all
types of disability.
(ii) Medium and method of teaching will be suitably adapted to the requirements of most disability conditions.
(iii) Technical/ supplementary/ specialized system of teaching/learning will be made available within the school or at a common
centre easily accessible to a cluster of schools.
(iv) Teaching/learning tools and aids such as educational toys, Braille/talking books, appropriate software, etc., will be made
available. Incentives will be given to expand facilities for setting up of general libraries, e-libraries, Braille-libraries and
talking books libraries, resource rooms, etc.
(v) National Open School and distance learning programmes will be popularised and extended to other parts in the country.
(vi) Sign language, Alternative and Augmentative Communications (AAC) and other modes as a viable medium in inter
personal communication will be recognised, standardised and popularised.
(vii) Schools will be located within easy traveling distance. Alternatively, viable travel arrangements will be made with the
assistance of the community, State and NGOs.
(viii) Parent-teacher counselling and grievance redressal system will be set up in the schools.
(ix) There will be separate mechanism to review annually the intake and retention of the girl child with disability at primary,
secondary and higher levels of education.
(x) Many children with disabilities, who cannot join inclusive education system, would continue to get educational services
from special schools. Special schools shall be appropriately re-modelled and re-oriented based on technological
development. These schools will also help prepare children with disabilities to join mainstream inclusive education.
(xi) In some cases due to the nature of disability (its type and degree), personal circumstances and preferences, home-based
education will be provided.
(xii) Course curriculum and evaluation system for children with various disabilities shall be developed keeping in view their
capabilities. Examination system will be modified to make it disabled friendly by exemptions such as learning
mathematics, learning only one language, etc. Further, facilities like extra time, use of calculators, use of Clarke’s tables,
scribes, etc., would be provided based on the requirement.
(xiii) Model Schools of Inclusive Education will be set up in each State/ UT to promote education of persons with disabilities.
(xiv) In the era of knowledge society, computers play a very important role. Efforts will be made so that every child with
disability gets suitably exposed to the use of computers.
(xv) Children with disabilities up to the age of 6 years will be identified and necessary interventions made so that they are
capable of joining inclusive education.
(xvi) Educational facilities will be provided in psychosocial rehabilitation centres for mentally ill persons.
(xvii) Many schools discourage enrolment of students on account of their disability due to lack of awareness about the
capabilities of disabled persons. Programmes will be taken for sensitisation of teachers, principals and other staff
members in all schools.
(xix) Adult learning/ leisure centres for adults with severe learning difficulties will be promoted.
(xx) Three per cent reservation for persons with disabilities in admission to higher educational institutions shall be enforced.
Universities, colleges and professional institutions will be provided financial support to establish Disability Centre to take
care of educational needs of students with disabilities. They will also be encouraged to make classrooms, hostels,
cafeterias and other facilities in the campus accessible to students with disabilities.
(xxi) Include a module in induction and in-service training programmes of teachers on issues relating to management of
children with disabilities
49. The Ministry of Human Resource Development will be the nodal Ministry to coordinate all matters relating to the education
of persons with disabilities.

Collaboration
Collaboration is a key mantra for inclusive education.
forging partnerships include:
•
•
•
•
•
•

The reasons for the need for

High teacher-pupil ratio—academic support for quality education
Paucity of resources—convergence of inputs
Knowledge and Expertise scattered all over the country
Need for sharing experiences to facilitate new ideas, innovation and
experimentation
Multidisciplinary and collaborative research
Decentralisation and participation

The following is an example of various collaborative efforts being taken under the SSA.
Different Areas

Associations

Awareness

Mother Teacher Assn.
Parent Teacher Assn.

Infrastructure

State, District, Block/ Cluster &Village Levels

Early detection & Identification

Primary Health Centres, VEC, Resource Teachers

Assessment

Teachers, Specialists, Primary Health Centres,
National Institutes, Resource Centres

Educational Placement

General
Schools,
Alternative
&Innovative
Education, Distance Learning, Home Based
Education, EGS

Aids & Appliances

Different Ministries, Red Cross Society, National
Institutes, Voluntary Organisations, Resource
Centres

Teacher Education

State, District, Block, Cluster level Training
Institutes, Other Govt. Bodies

Support

Voluntary Org. Special Schools, Resource Teachers,
Vocational Education Institutes

Monitoring

Parents
&
Family
Members,
Organisations, Community Institutions

Voluntary

Pooling of resources can facilitate development and implementation of inclusive
practices. The NCF 2005 calls for partnerships with NGOs, civil society groups, teacher
associations, universities, institutes of higher learning, state and district level institutes,
school-community, school teachers, teachers-teachers, children-children,
teachers-parents, and school systems-outside systems.

School Principal as an intermediary
The commitment of the school principals coupled with the existence of cordial relations with the
teachers will result in their effective participation and cooperation. This is essential in evolving a
better coordination system to address the various ways through which schools can move towards
more inclusive setting. In Lalpuithluaii Foundation School, Churchandpur District, Manipur,
the effort and ability of the school principal to maintain a rapport with the teachers as well as his
enthusiasm to participate enabled him to quickly mobilise the teachers and entice them to
partake in a free flowing exchange of ideas on inclusive practices with the external/visiting
educators, researchers, experts, etc. This exercise gives opportunity to the teachers to assess
and reflect on their conducts and also get exposed to new ideas and practices. At the same time,
it enriches the visiting researchers and experts by providing them new insights on inclusive
education.

To conclude, inclusive policy, therefore, is a significant development in the field of
education. It is not only in tune with our pluralistic culture but also reflects a celebration
of diversity and promotion of equality of opportunity. Inclusion must be considered as
the central theme of a truly comprehensive education system as it cherishes values like
commitment to democracy, equality, justice, freedom, concern for others’ well being,
secularism, and respect for human dignity and rights.

INDICATORS for Educational Administrators
Policy
1

Educational administrators including principals/headmasters/State, District, Block &
Cluster level Coordinators encourage the parents in the neighbourhood to send their
children to school

2

Self
Rating
3

2

1

Educational administrators manifest a clear vision of inclusion and create a safe, 3
accepting, collaborating learning community in school in which everyone's background,
level of ability, culture and religion is valued

2

1

3

Educational administrators plan and execute programmes based on the philosophy of 3
inclusion

2

1

4

Educational administrators share their vision of inclusion and non-discrimination with
people outside school

3

2

1

5

Educational administrators try to remove barriers created by admission procedures
(screening, identification, disability certificates, parental interaction, selection and
evaluation)

3

2

1

6

Educational administrators encourage nurturing of all aspects of personality —cognitive, 3
affective and connotative—and games, dance, drama, music, and art and craft is given
equal importance and value

2

1

7

Educational administrators do not subject the admission, retention, getting support
facilities, scholarships, and full participation of children in all aspects of education to any
criteria based on assessment tests, judgement by professionals and experts, including
psycho-medical certificates

3

2

1

8

Educational administrators ensure that students, family and community perspectives are
at the heart of the school.

3

2

1

9

Educational administrators continuously evaluate and monitor policies and procedures in
the light of various changes in the field of education

3

2

1

10

Educational administrators experiment with the policies of the school to enhance
teaching and learning of students.

3

2

1

11

School leadership facilitates regular meetings with school and community stake holders 3
—village education committee, school management committee, parents and others —to
address various concerns and revise the vision, if necessary, for the future

2

1

12

Decisions taken by the educational administrators are generally data driven and 3
collaborative

2

1

13

School/District/Block level administrators ensure that all teachers have access to
curriculum related materials and the training necessary to use these to facilitate learning
in the classrooms.

3

2

1

14

Administrators ensure that time is protected and spent to focus upon curricular and
instructional issues rather than on other activities like census work, election duty, etc.

3

2

1

Planning & Leadership

15

Educational administrators plan and allocate resources, monitors progress, provides
organisational infrastructure and removes barriers for sustainable school improvement

3

2

1

16

It is ensured that the school management committee keeps the concerns of the diversity
in the population in mind while taking decisions for the school

3

2

1

17

Educational administrators promote the development of parents' associations and involve
them in planning programmes for enhancing the learning of their children

3

2

1

18

Educational administrators ensure that educational policies and financing arrangements
take full account of individual differences and situations and facilitate the development
of inclusive schools

3

2

1

19

Educational administrators collaborate with multiple sources and all stakeholders to
appropriately use the budget to maximise achievement

2

1

20

Educational administrators encourage a combination of creative scheduling of time and
technological resources to meet development needs and learning styles of all students

3

2

1

21

Planning for school is realistic and based upon the resources, time available and people
responsible for carrying out the activities

3

2

1

22

Plans developed are evaluated from time to time for school improvement and impact on
classroom processes

3

2

1

23

School planning takes into account the diversity of population involving children with
special needs, children belonging to socially disadvantages groups, etc.

3

2

1

24

Educational administrators take steps to assist CWSN to make a successful transition to
post-secondary school years

3

2

1

25

Serious efforts are initiated for making provisions for sports and physical education for
all children, including CWSN

3

2

1

26

Efforts are made to adjust the size of classroom where CWSN are placed.

3

2

1

27

School administrators collaborate with District/State or other level authorities to plan a
need based budget on an annual basis, which covers the diverse needs of all children in
the school

3

2

1

28

Funding and resource allocations for the school are periodically adjusted based on the
performance of children, including CWSN

3

2

1

29

Educational administrators meaningfully collaborate with multiple sources and all
stakeholders to appropriately use the budget and maximise achievement

3

2

1

30

Educational administrators regularly hold meetings with the school staff and community
members to review the school data/problems and arrive at solutions for addressing these
concerns

3

2

1

31

Educational administrators planning for school improvement are guided by action
research conducted by the school staff within their school to generate new ideas

3

2

1

32

Educational administrators communicate their funding and resource requirements,
including for CWSN, to the Block/District/State level functionaries to be included in
annual plans (under SSA or other Schemes)

2

1

3

3

Staff Development

44

33

Educational administrators support the professional growth of teachers at the time of
entry and in-service by organising professional development programmes that involve
updating their content knowledge and practices.

3

2

1

34

Educational administrators continuously monitor the effect of teachers' professional
development on students achievements and learning growth

3

2

1

35

Educational administrators regularly seek resource support from outside for the
professional development of teachers

3

2

1

36

Collaborative cultures amongst teachers to work interdependently for promoting
students’ learning is encouraged

3

2

1

37

Teachers collaborate with each other and with teachers in other schools to improve
school performance and vision

3

2

1

38

Educational administrators encourage the regular teacher to take the primary
responsibility of all children in the class and have high expectations from all children

3

2

1

39

Educational administrators encourage the teachers to develop innovative practices and
new teaching-learning materials as required for inclusive classrooms

3

2

1

40

Educational administrators make efforts to establish a good rapport with the teacher

3

2

1

41

Educational administrators invite external speakers and researchers to organise training
days and seminars

3

2

1

42

Educational administrators encourage teachers to participate in the decision-making
process

3

2

1

43

Educational administrators encourage the use of child centred pedagogy for children

3

2

1

44

Teachers are encouraged to use technology in classrooms

3

2

1

45

Measures are undertaken to make appropriate time available to the staff to work on
curricular materials, pedagogical matters individually or collectively in addition to the
instructional time

3

2

1

46

Teachers are not over loaded and take out time for giving special attention to students if
need arises

3

2

1

47

Educational administrators ensure that the staff of the school has the required training
and curricular materials to achieve the learning goals of all students

3

2

1

48

Special teachers are full fledged members of the school

3

2

1

Resources
49

Use of ICT and assistive devices to support the inclusion of all students in the classroom
is encouraged

3

2

1

50

Availability of sufficient number of books in Braille and talking/daisy books in the
school library for children with visual impairments is ensured

3

2

1

51

CWSN do not face any difficulty in coming to school and there are proper transport
arrangements/proper road for them

3

2

1

52

There are facilities available to look after the health and social difficulties of students

3

2

1

53

Resource support in the form of teaching-learning/supplementary material in different
languages is available in the school, including tribal languages

3

2

1

54

Teaching of Braille, orientation and mobility skills and sign language is an important
part of the school programme

3

2

1

55

Provisions for specialist staff like speech therapist, primary health worker, 3
physiotherapist and special educator for meeting the special needs of children form an
important part of the budget

2

1

56

Educational administrators make constant efforts to leverage (get) funds from multiple
sources for providing resource support to all students

2

1

57

The school provides facilities like ICT and other technological support along with 3
training for both staff and students

2

1

58

The school makes provisions in the budget for removing architectural barriers and 3
adapting the physical environment to improve accessibility of the school premises

2

1

3

Collaboration
59

Educational administrators encourage development of partnerships with institutes of
higher learning, special schools, NGOs and governmental organisations to promote
participation of all children in school

3

2

1

60

The administrators take advantage of the wide-reaching effect of the media to promote 3
positive attitudes towards CWSN and to discourage all sorts of
stereotypes/prejudices/discrimination

2

1

61

Educational administrators take account of range of family needs like family’s
preferences for meeting time and transportation

3

2

1

62

Educational administrators permit parents to sit with the child or in the school if required

3

2

1

63

The organisations of people with disabilities are also consulted concerning the design
and implementation of the school programmes

3

2

1

64

Educational administrators encourage mobilising of resources from the community if
there is a need

3

2

1

65

Educational administrators support coordination between educational authorities and 3
those responsible for health, employment and non-governmental sector

2

1

TEACHERS
AND
TEACHER
EDUCATORS

TEACHERS AND TEACHER EDUCATORS

In plural societies like India, teacher education plays a very important role in cultivating
a teaching force, competent in enabling and enhancing individual opportunities and
identities, developing talent, which is so fundamental for strengthening the economy and
social cohesion. Teachers are not only significant for promoting quality education both
in schools and in community-based programmes, but are also advocates for, and
catalysts of, change. No education reform is likely to succeed without their active
participation and ownership. At all levels of the education system, teachers must be
empowered through training and ongoing professional development and support,
including through open and distance learning. They should be given the opportunity to

participate, locally and nationally, in decisions affecting their teaching environments.
However, most teacher education programmes are limited in scope and provide little
opportunity to student teachers to reflect on their experiences and act as agents of
change. According to the Yashpal Committee Report (1993), Learning Without Burden,
“The emphasis in these programmes should be on enabling trainees to acquire the ability
for self-learning and independent thinking” (NCF, 2005).
The NCF, 2005 gives the following vision for teacher education:
Teacher education must become more sensitive to the emerging demands from the school
system. For this, it must prepare the teacher for the roles of being an:
•

•

Encouraging, supportive and humane facilitator in teaching-learning situations
to enable learners (students) to discover their talents, realise their physical and
intellectual potentialities to the fullest, and to develop character and desirable
social and human values to function as responsible citizens; and
Active member of a group of persons who makes a conscious effort for curricular renewal so that it is relevant to changing societal needs and the personal needs of learners.

To be able to realise this vision, teacher education must comprise the following features
that enable student teachers to:
•
•
•
•
•
•
•
•
•
•
•
•
•

Understand the way learning occurs and to create plausible situations conductive
to learning.
View knowledge as personal experiences constructed in the shared context of
teaching-learning, rather than embedded in the external reality of textbooks.
To be sensitive to the social, professional and administrative contexts in which
they need to operate.
Develop appropriate competencies to be able to not only seek the above-mentioned understanding in actual situations, but also be able to create them.
Attain a sound knowledge base and proficiency in language.
Identify their personal expectations, perceptions of self, capacities and inclinations.
Consciously attempt to formulate one’s own professional orientation as a teacher
in situation-specific contexts.
View appraisal as a continuous educative process.
Develop an artistic and aesthetic sense in children through art education.
Address the learning needs of all children, including those who are marginalised
and disabled.
In the context of change perspective, it is imperative to persuade an integrated
model of teacher education for strengthening the professionalisation of teachers.
Develop the needed counselling skills and competencies to be a ‘facilitator’ for
and ‘helper’ of children needing specific kinds of help in finding solutions for
day-to-day problems related to educational, personal and social situations.
Learn how to make productive work a pedagogic medium for acquiring knowledge in various subjects, developing values and learning multiple skills.

TRAINING OF TEACHERS
In-service Training Programmes
The Education Commission (1964-66) recommended that in-service education for
teachers should be organised by universities and teacher organisations to enable every
teacher to receive two or three months of in-service education once in five years; that
such programmes should be based on research inputs; that training institutions should
work on a 12-month basis and organise programmes like refresher courses, seminars,
workshops and summer institutes. The report of the National Commission on Teachers
(1983-85) mooted the idea of Teachers’ Centres that could serve as meeting places,
where talent could be pooled and teaching experiences shared. It suggested that teachers
could go to centres of learning on study leave. The NPE (1986) linked in-service and
pre-service teacher education on a continuum; it visualised the establishment of District
Institutes of Education and Training (DIETs) in each district, upgradation of colleges of
education as Colleges of Teacher Education (CTEs) and establishment of 50 Institutes of
Advanced Studies in Education (IASEs), and strengthening of the State Councils of
Educational Research and Training (SCERTs). The Acharya Ramamurthi Review
Committee (1990s) recommended that in-service and refresher courses should be related
to the specific needs of teachers, and that evaluation and follow-up should be part of the
scheme.
Children difficulties in school may arise from a multiplicity of factors related to special
needs, language, family income, cultural background, gender or ethnic origin. In order to
manage inclusive classrooms, teachers need training, which must be conducted by those
who have knowledge and experience in inclusive education classroom management and
organisation especially of multigrade and multi–level classrooms. The in-service
programmes that are being imparted do not provide access to usable information about
certain type of educational needs especially to less experienced teachers but instead, aim
for deep, expert understanding like, for example, the nature and causes of disability
conditions without focusing much on the educational implications of these conditions. An
example of this is the foundation course on disability run through distance education
mode by the Rehabilitation Council of India (RCI). This disconnection between scientific
and educational knowledge can only be overcome by teachers’ own school based inquiry
and practical investigation of child's learning in school. Instead of being merely told what
to do, direct practical experiences in places where inclusive class teaching practices have
become established, and films depicting such situations, need to be used in training and
for helping teachers overcome their lack of confidence. Also, the teacher-training
approach adopted has remained lecture based, with little opportunity for trainees to
actively participate. Self-reflection needs to be acknowledged as a vital component of
such programmes.

To work effectively in inclusive education, teachers in general schools need to be
prepared professionally through in-service and pre-service programmes. The Harbin
Seminar (UNESCO, 1993) noted the following points:
 Teacher education stands out as a key factor in bringing about change towards inclusive schools. With our new conceptualisation of the learning difficulties of children, consequently teacher education programmes need to re-think and revise existing models and
course contents.
 While there is a need for specialised training for some aspects of teaching children
with SEN, this task is not very ‘special’; for the most part they simply require good teaching. Misinformation exists among regular teachers regarding the demands of teaching
children with SEN.
 It is important that those skills, attitudes and competencies required of teachers to
work with children with SEN be defined, and that teacher education programmes be encouraged to incorporate them in their courses. All teachers should be helped to develop
skills in accommodating their teaching to the diverse characteristics and learning styles of
their students. The issues of values and attitudes toward children’s different rates of
learning are key elements in this respect.
 In order to move forward with the concept of inclusive schools, priority should be
given to the training of school principals, head teachers, supervisors, and administrators
to assist schools to provide the necessary support.
It would be unrealistic and unfair to expect a general education teacher to creatively and
productively educate all children, including children with special needs, in an inclusive
classroom without proper support and training. The training can take many forms like
face-to-face training, seminars, in-service programmes provided by DIETs, Block
Resource Centres, Cluster Resource Centres, etc. It is also important that general
education teachers have opportunities for collaborative planning especially with other
teachers and have ready access to non-governmental organisations working with the
vulnerable groups and on different educational issues. This will help the teachers find
solutions for specific questions they may have. Teachers must also be able to understand
diversity in learning styles and in the physical and intellectual development of students,
and attempt to create stimulating, participatory learning environments.
The Justice Verma Report (2012) states that all existing teacher training institutions
imparting in-service teacher education need to be strengthened. In particular, the
decentralised structures of BRCs and CRCs be strengthened with provision for human
and physical resources to enable them to perform effectively. Similarly, DIETs and
SCERTs also require strengthening.
The position paper of the National Focus Group on Education of Groups of Special
Needs (NCERT, 2006) also pointed to the need for “gearing all teacher education
programmes to developing pedagogical skills required in inclusive classrooms.”

Sarva Shiksha Abiyan (SSA)
The teacher training programmes under the SSA are generally organised at the district,
block and cluster level. This arrangement gives teachers from each and every school in
that particular block or cluster, an opportunity to participate in such programmes. This
also helps the trainers get an idea about local issues and come up with solutions to
overcome those issues. The resource persons in each cluster are periodically transferred
so that all clusters will be benefit from the expertise and experience of different trainers.
The importance that SSA ascribes to teacher training and the model it follows has
resulted in changing the traditional teacher training programmes, which were so highly
structured and rigid in terms of both content and form. Constant dialogues between the
teachers and trainers have made it possible to develop a strategy for developing new
training packages. These include addressing the immediate local issues and making
solutions modelled in such a way that new developments in the particular field have been
incorporated. This gives the training programme a fresh and modern outlook. Thus, for
example, if the block or cluster level teachers feel that they need to focus on mathematics
in a particular grade or on children with disabilities, they can always design the teacher
training programme in such a way that it addresses the specific issue that they have to
handle.
An example of this is the teacher-training programme called Kinginikkoottom. The 16day children's camp was closely linked to the ongoing five-day in-service-training
programme for teachers organised at the BRC. The teachers during the five day training
programme identified common classroom difficulties and collectively formulated
classroom strategies for team teaching, facilitating group activities with peer learning,
designing classroom activities to address the multigrade/ multi-level situations
developing small projects for children, organising field trips and so on. Teachers and
trainers immediately tried out the strategies developed during the five-day course in the
classrooms together. Teachers found these training programmes increasingly interesting
as they were now taught how to deal with situations that they themselves faced in their
day-to-day activities at school rather than hypothetical issues. This promoted the idea of
learning from peers and demonstrated a paradigm shift from a thematic, theoretical
themes to and experiential, experimental exercise.
As quoted by a teacher in Glimpses from the Grassroots, p. 11
"I was sceptical as I approached the training centre, I was quite sure that this was going to be
just another one of those in-service programmes. But what DPEP gave us was certainly a very
different experience from what we had gone through earlier. As I got inside the training centre,
the first thing that caught my attention was the arrangement of the chairs in a circle. It was clear
that this was going to be something different. The very first grouping itself was quite interesting.
The haste with which we quickly introduced ourselves to the other members in the groupbelieving that the group was going to be constant was proved fruitless when we went through
several grouping activities, which were effective and quite interesting. Through this we could get
to know every one of the participating teachers in the programme. The various wake- up

activities that we participated in certainly succeeded in waking up the sleeping minds in every
one of us…”

NCERT
The NCERT takes a number of initiatives both at pre-service and in-service levels. Some
of the in-service programmes are being conducted by the NCERT are:
• Capacity building of teacher educators through EDUSAT
• Preparation of the guidelines, manuals, modules
• Training in action research for educational interventions
• Development of a pool of resources in RIEs

Learning difficulty vs. slow learning
To refer to a child with a learning difficulty as a slow learner, or as a child afflicted with
a disease is entirely unwarranted. The child is neither slow nor diseased. This is quite like
a person who has weak eyesight and wears glasses. His condition is countered by wearing
glasses that improve vision The difference is that weak eyesight is a physiological
condition whereas the kind of difficulties in learning being addressed here are cognitive
in origin and will not show up in a physiological examination.
Often children with specific difficulties get labelled as slow learners, a term that tends to
be used rather inaccurately. If the child with a difficulty were to be taught using his
dominant learning mode, the child would probably respond as quickly as, or quicker than
his/her peers in considering the child’s difficulty, it is a condition which can be
surmounted comfortably, provided all his/her needs are met in the right manner at the
right time.

ORGANISATION OF IN-SERVICE TRAINING OF ELEMENTARY SCHOOL TEACHERS UNDER SSA

TARGET GROUPS
In-service training of the under SSA may cover the following target groups: (i) Primary school teachers (ii) Upper
primary school Teachers (iii) Heads of primary schools/upper primary school teachers (iv) Teachers working in Block
and Cluster Resource Centre (BRCs/CRCs).
Training designs need to be developed separately for each of the target groups.
DURATION
It is neither desirable nor practical to impart the in-service training to elementary teachers at one stretch. It may be
organised in different phases according to the local situation of the State/UT with appropriate duration. A split model
could be followed while organising in-service training. For example, 6-8 days training at BRC level may be organised
(Phase 1). One may follow this with a two-day training in an actual school situation (Phase II). After the training, the
trainees may go back to their respective schools and field test the concepts, interventions and strategies in real classroom
situations for 2-3 months (Phase III). Thereafter, they may be invited to CRC for one or two days meeting for sharing of
experiences and reflective discussion (Phase IV). Needless to mention that school vacations should generally be utilised
for training activity, so that all teachers are able to participate in training without affecting the school work.
FORMULATION OF TRAINING OBJECTIVES
Keeping the following broad objectives in view, the State/UTs/district may formulate training objective based on local
needs. Specific training objectives could be formulated on the basis of identified training needs of the concerned target
group by local level training institutions like DIETs/BRCs/CRCS. The general objectives of providing in-service
training to the teachers of elementary schools are:
• To orient the teachers in the goal, philosophy and strategies for (a) Enhancement of enrolment, (b) Regular
attendance and rotation of all children in the school, (c) Minimising the social gap (girls, SC, ST, other socially
disadvantaged groups)
• In-service training of teachers should have a special focus on training of teachers for Grade I and II as these
grades are most important for building a strong foundation in basic reading and numeric competencies
• To facilitate the achievement of quality in learning by adopting content-cum-methodology approach wherein use
of activity based strategies, reading materials, multi-media, demonstration, joyful learning methods (such as folk
songs, folk dance, etc.) innovations, experimentations, information and communication technology, local specific
contextual strategies, peace and other values, remedial instructions, environmental issues, continuous and
comprehensive evaluation, etc. are meaningfully integrated
• To sensitise the teachers about the need of accountability to the community, to enable them to work in close
collaboration with parents, community and VEC/PTA and to mobilise community support for the schools
• To orient the teachers in the methodology of developing habits, attitude, values and life skills necessary for
cultivating good citizenship among the children
• To help the teachers to undertake action research and reflect of suitability of interventions
•To orient the teachers to transact teaching-learning in multi-level, multi grades large size classes and tribal
contexts
•To help the teachers act as a reflective professional who engages children in critical thinking, problem solving and
meaning making
•To develop in the teachers the needed counseling skills and competences for performing effective facilitating
roles in finding solutions day-to-day problems related to educational, personal-social situations
•To provide an opportunity to the teachers to explore, reflect on and develop his/her own practice
Source; The Reflective Teacher, (2006). NCERT, New Delhi

Some of the in-service teacher training programmes being conducted by different States
for inclusive education under SSA include:
 Training of resource teachers across disability
 Training of caregivers for home based education

 Training of general teachers, anganwadi workers, parents, headmasters, etc

The training of general teachers may include 1-5 days component in general training, 3-5
days special module and 90 days foundation course through distance mode conducted in
collaboration with Rehabilitation Council of India (RCI).

The trainers include experts in SRGs and DRGs, BRC/CRC, SCERTs and DIETs faculty,
CBR, HBE/School Readiness and IE, faculty from national/regional institutes,
DDRC/CRC and university, NGOs/ special schools/ teachers or persons with disability
and parents, TTCs for special education, resource teachers, therapists, rehab and medical
experts. Most of these programmes are extremely disability specific and give information
on disability conditions without specifying the educational implications of these
conditions in regular classrooms.
FOUNDATION COURSE ON EDUCATION OF CHILDREN
WITH DISABILITIES
The above course for in-service teachers is of 3 months (90 days) duration including 3 weeks of face-to-face contact programme in 2 phases.
This programme helps teachers to become eligible for getting "Provisional Registration" from the Rehabilitation Council of India and to impart education to the children with disabilities in integrated /inclusive
schools. The principal objective of the programme is to develop required competencies of in-service teachers and enable them to impart
education effectively to students with various disabilities. The medium
of instruction is English, Hindi and Regional Language.

Pre- Service Teacher Education Programmes
The National Council for Teacher Education (NCTE) was established for achieving
planned and co-ordinated development of the teacher education system throughout the
country and for the regulation and proper maintenance of norms and standards in the
teacher education system as per the NCTE Act, 1993. The National Curriculum for
Teacher Education (NCTE, 2009) clearly states that teacher education institutions will
need to reframe their programme courses to include the perspective, concept and
strategies of inclusive education.
According to NCTE 2009, two kinds of exclusion are prevalent in schools largely
because of an inadequate preparation of teachers to address diversity in the classroom.
The first is the exclusion of the children with disabilities of different kinds and learning
difficulties. Neither does the teacher understand their needs nor what s/he can do to make
learning possible for them.
The second and more insidious pattern of
exclusion is the social exclusion of children
who
come
from
socially
and
economically
deprived
backgrounds
Scheduled Castes (SCs), Scheduled Tribes (STs), minority and other communities, girls
and children with diverse learning needs. There is a dire need to equip teachers to
overcome their biases in this regard and to develop professional capacities to address
these challenges. The education of socially and economically disadvantaged groups,
especially SCs/STs and minorities has remained a primary national concern of education
for several years. Though the literacy percentage among SCs and STs has increased
manifold, it is still much lower than the general category students.
Teachers will have to be equipped if social deprivation has to be overcome through
education and if constitutional goals of social justice are to be achieved. Inclusive
education refers to a philosophical position as well as an arrangement of institutional
facilities and processes. This is to ensure access to and conditions of success in education
for everybody, including those on the margins, either with learning difficulties, because
of physical or mental disabilities or because of their social position. The aim is to create a
school setting, providing equal opportunities to children with special abilities, varied
social backgrounds and diverse learning needs.
Justice Verma's (2012) report on teacher education highlights the fact that around 90 per
cent of pre-service teacher education institutions are in the non-government sector, and
most of the States of the Eastern and North-Eastern Region of the country are facing
acute shortage of institutional capacity of teacher preparation in relation to the demand.
The commission recommends that the Government should increase its investment for
establishing teacher education institutions and increase the institutional capacity of
teacher preparation, especially in deficit States.
The Regional Institutes of Education (RIEs) of the NCERT are also including a
component on inclusive education in B.Ed (Bhopal and Ajmer) and in M.Ed courses at
Mysore, Bhubaneswar, Bhopal and Ajmer).

Innovative Practices
Under the Distance Education Programme of the SSA, Gujarat was one of the first states in India to
make extensive use of teleconferencing for state-wide capacity building of project functionaries. The
technology is being used to address process issues like communication, orientation, monitoring and
supervision of various interventions at all levels—state, district, block and cluster. The feedback
suggested that it has proved to be particularly effective in training, since some of the disadvantages of
face-to-face training in a cascade mode (numbers addressed, time taken) are overcome.
The four broad themes covered are: building awareness, contextual issues, curriculum areas and statespecific needs. Building awareness includes alternative schooling, school development, parent education
through MTA and PTA, training of VECs, MTAs, PTAs and VCWCs, academic support to BRCCs &
CRCCs, the financial aspects of the SSA, and community mobilisation. Contextual issues cover the
education of disabled children, gender education, NPEGEL and KGBVs, quality and action research,
orientation of project functionaries, civil works and the Management Information System (MIS).
Curriculum areas cover teacher training in environmental science, teaching of hard spots, teacher
training in languages and English teaching, development and use of teaching-learning material. Statespecific programmes have included enrolment drives and life skills training for girls.
The main role of Edusat has been to change the way teachers are trained in pedagogical methods. There
is an up-linking facility in Anna University, Chennai, and there are downlinking facilities in all the
DIETs, BRCs and Government teacher training institutes. This technology has made it possible to bring
the best teaching learning resources to teachers in remote rural areas. Satellite Interactive Terminals
(SITS) have been provided; 424 SITs have been distributed to 385 BRCs, 9 TTIs and to the State
Project Directorate, the DTERT and the School Education Department. The Learning Centres which
have SITs not only bring quality elementary education inputs to remotely situated teachers, but can also,
once the schools are networked through EDUSAT, be used for E-governance, health care and
community welfare. The technology can eventually bridge regional, rural and urban divides by bridging
the digital gap between the developed and the developing segment of the student's population. The
linkage of Edusat with a large-scale teacher training initiative implemented in 2005-06 is described
below. Edusat facilities in 412 centres were used for teacher training. First, resource persons and experts
in subject areas and non-scholastic areas were identified, and then through a series of workshops,
modules were prepared. These were printed and supplied to individual teachers. Three types of training
were first taken up: A type (cluster level training). The 6 day A type programme focused on Activitybased learning cards, self-learning material for the primary level, and on content enrichment and
teaching methodology for Science, Tamil and English for the upper primary level. Over 40 lakh
teacher-training days (all teachers receiving 18 days of training) were thus possible. Activity Based
Learning was introduced first in the Chennai Corporation schools and it has now been extended to 402
blocks all over Tamil Nadu.

The Salamanca Statement and Framework For Action
Appropriate preparation of all educational personnel stands out as a key factor in promoting progress towards inclusive
schools. Furthermore, the importance of recruiting teachers with disabilities who can serve as role models for children with
disabilities is increasingly recognized. The following actions could be taken.
1. Pre - service training programmes should provide to all student teachers, primary and secondary alike, positive orientation
toward disability, thereby developing an understanding of what can be achieved in schools with locally available support
services. The knowledge and skills required are mainly those of good teaching and include assessing special needs, adapting
curriculum content, utilizing assistive technology, individualizing teaching procedures to suit a larger range of abilities, etc.
In teacher- training practice schools, specific attention should be given to preparing all teachers to exercise their autonomy
and apply their skills in adapting curricula and instruction to meet pupil’s needs as well as to collaborate with specialists
and co-operate with parents.
2. The skills required to respond to special educational needs should be taken into account during assessment of studies and
teacher certification.
3. As a matter of priority, written materials should be prepared and seminars organized for local administrators, supervisors,
head teachers and senior teachers to develop their capacity to provide leadership in this area and to support and train less experienced teaching staff.
4. The major challenge lies in providing in-service training to all teachers, taking into account the varied and often difficult
conditions under which they serve. In-service training should, wherever possible, be developed at school level by means of
interaction with trainers and supported by distance education and other self-instruction techniques.
5. Specialized training in special needs education leading to additional qualifications should normally be integrated with or
preceded by training and experience as a regular education teacher in order to ensure complementarily and mobility.
6. The training of special teachers needs to be reconsidered with a view to enabling them to work in different settings and to
playa key role in special educational needs programmes. A no categorical approach encompassing all types of disabilities
should be developed as a common core, prior to further specialization in one or more disability-specific areas.
7. Universities have a major advisory role to play in the process of developing special needs education, especially as regards
research, evaluation, preparation of teacher trainers, and designing training programmes and materials. Networking among
universities and institutions of higher learning in developed and developing countries should be promoted. Linking research
and training in this way is of great significance. It is also important to actively involve people with disabilities in research
and training roles in order to ensure that their perspectives are taken fully into account.
8. A recurrent problem with education systems, even those that provide excellent educational services for students with disabilities, is the lack of role models for such students. Special needs students require opportunities to interact with adults with
disabilities who have achieved success so that they can pattern their own lifestyles and aspirations on realistic expectations.
In addition, students with disabilities should be given training and provided with examples of disability empowerment and
leadership so that they can assist in shaping the policies that will affect them in later life. Education systems should therefore seek to recruit qualified teachers and other educational personnel who have disabilities and should also seek to involve
successful individuals with disabilities from within the region in the education of special needs children.

NCERT Initiatives through EDUSAT
NCERT organised a two-day orientation teleconferencing programme for teacher educators
working in the Hindi speaking States like Bihar, Uttar Pradesh, Madhya Pradesh, Rajasthan,
Gujarat, Himachal Pradesh and Jammu and Kashmir, Delhi and Haryana through its
different EDUSAT learning centres in August 2008. The topics covered were inclusion and
its relevance for contemporary Indian School Education, strategies required for successful
inclusion of children belonging to Scheduled Castes, Scheduled Tribes, minorities and
children with disabilities. The specific areas covered under the programme included:
Inclusion, skills and competencies—how is it different from integration, diversity in the
classroom, teaching the teacher about assessing the special needs, the role of teacher
educators in inclusion, precautions while sending the child for assessment, what the
regular teachers should do before sending the child for the assessment, problems of
teachers and preparation for inclusion, school readiness
Curriculum contextualisation- need for contextualisation for SC, ST and minorities
curriculum adaptation—various models of curriculum adaptation, adapted model lesson
plans, lesson plans
Myths, Attitudes and Reality—teaching the teachers to recognise their own perception
about SC, ST and attitudes, government provisions and problems faced in its execution
and possible solutions
Peer Tutoring and Cooperative Learning Strategies—types, benefits, planning and
managing cooperative learning and precautions.
Participatory Learning
Systemic Reforms for Inclusion—incorporating SEN, SC, ST and minorities issues in
inclusive evaluation process and thinking beyond tradition.

The policies at the national and international levels to promote inclusive education will
result in bringing learners with a wider range of SEN into mainstream classrooms.
However, the teacher educators and the general teachers trained do not yet possess the
skills to support effective inclusive learning. As a consequence, when learners from
different backgrounds and situations are placed together in a classroom, they will not be
able to learn effectively and the result may be failure and misery. The lack of skills for
teaching in an inclusive classroom has been explicitly revealed by the fact that neither
the teacher educators understand the meaning of inclusive education, nor there are any
related significant curriculum inputs. The training programmes being conducted both at
the pre-service and in-service levels are focused mostly on special education only.
All teachers teaching in regular schools have the responsibility for meeting the needs of
all learners, including learners with SEN. Teacher education at both the pre-service and
in-service stages has an important role to play in supporting reform. Therefore, these
teachers should have access to opportunities to update their knowledge, skills and
experience. In the existing teacher education programmes, such opportunities have been
undermined rather than enhanced and as such the training that is available is ad hoc,
short term or suffers from the disadvantage of lack of trainers. On the other hand, there

is inconsistency in the meaning afforded to the word ‘inclusion’ by teacher educators
and teachers in the country. The term inclusion has been used synonymously with
integration implying that once the child is in school, then inclusion has taken place.

INDICATORS FOR TEACHERS
S.N
o

Indicator

Response

Philosophy and Attitude
1

Teachers understand the concept of inclusive education and how it is 3
different from integrated education; they try to change the system to
accommodate the diversity in the classroom

2

1

2

Teachers accept the inclusion of all children in their classrooms as a
matter of their right and give equal opportunities to participate

3

2

1

3

Teachers give each child the opportunity to achieve and maintain 3
acceptable level of learning in the class. They consider giving equal
opportunities to participate in the education system as an important
value.

2

1

5

Teachers encourage positive interactions amongst students and 3
discourage any kind of discrimination in the class room

2

1

6

While teaching, teachers take into account the unique characteristics, 3
interests, abilities and learning needs of each child

2

1

7

Teachers recognise and accept their role in child's success or failure

3

2

1

8

Teachers try to address the diverse needs of children in the classrooms 3
and do not use labels like blind, deaf, etc.

2

1

9

Teachers encourage the parents of out-of-school children to send their 3
children to the school where they teach

2

1

10

Teachers show respect and appreciation for children’s ideas and 3
approaches if they are based on sound reasoning

2

1

11

Teachers value and respect all kinds of skills that students bring to a
class, not just the academic skills

3

2

1

12

Teachers assign tasks like cleaning classrooms and bringing water to 3
each child turn by turn and not to a specific group of children on daily
basis

2

1

13

Teachers engage in free and open dialogue with each other and with 3
children

2

1

14

Teachers are accessible/approachable to all the students and not to a 3
specific few

2

1

15

Teachers have high expectations from all students academically and also 3
behaviourally and this is reflected in their teaching practices

2

1

16

Teachers believe that children with physical or mental limitations or poor 3
backgrounds are in no way inferior to other children

2

1

17

Teachers welcome children with special needs (CWSN) in their 3
classrooms without considering them as a burden and also make the other

2

1

children understand their strength and special needs
18

Teachers avoid passing negative remarks on students and also take care 3
that students should also not tease or bully CWSN

2

1

19

Teachers give equal opportunity to children for participation in 3
classroom by differentiating curriculum and activities

2

1

20

Teachers develop their skills by viewing each child in the class as an opportunity to learn rather than a problem to be coped with or have
someone else fix

3

2

1

21

Teachers feel responsible for all children in the class and do not neglect 3
some children

2

1

22

Teachers understand the particular problems related to security, safety, 3
lack of privacy and domestic work faced by girls

2

1

Collaboration
23

Teachers practice collaborative planning and teaching for implementing 3
inclusive education effectively

2

1

24

Teachers share their experiences/expertise with other teachers to 3
enhance teaching-learning in the classrooms

2

1

25

Teachers show curiosity to learn from other teachers’ experiences with 3
diverse group of learners

2

1

26

Teachers communicate regularly with family/parents to learn more 3
about their child and to share his/her progress

2

1

27

Teachers encourage parents to participate in decisions regarding their 3
children

2

1

28

Teachers treat information shared by the parents regarding their child 3
with the maximum degree of confidentiality

2

1

29

Teachers encourage students to support each other for studies and other 3
activities

2

1

30

Teachers make effort to develop positive relationships with the children

3

2

1

31

Teachers collaborate with other teachers in identifying the talents and 3
needs of students

2

1

32

Teachers try to acquire the range and function of community support 3
services and resources

2

1

33

Teachers share knowledge and viewpoints with each other so that novel 3
methods to individualise learning emerge

2

1

34

Teachers sympathise with the social, emotional and work-related needs
of colleagues and students

3

2

1

35

Teachers encourage children to play and learn together and share re-

3

2

1

sponsibilities
Training and Teaching
Teac36

Teachers are eager to develop new skills to meet the changing needs of all 3
learners whenever possible

2

1

37

Teachers give more time to their class and students rather than being 3
involved in outside school activities

2

1

38 T Teachers effectively use teaching strategies and activities, constantly 3
aligned with changing needs of a diverse student population to ensure
that various learning approaches and learning styles are addressed

2

1

39 T Teaching strategies and learning activities undertaken by teachers are 3
aligned with National Curriculum Framework

2

1

40

Teachers work towards developing and boosting the self-esteem of 3
students by focusing on strengths rather than failures/weaknesses

2

1

41 T Teachers encourage the students to freely express their views, ideas and 3
opinions

2

1

42

Teachers make provision of regular breaks for all those children who may 3
need them

2

1

43

Teachers promote active discussion among students

3

2

1

44

Teachers make an effort to know and understand the various experiences 3
and problems of the students

2

1

45T

Teachers are concerned with and make efforts to discourage and 3
overcome social and gender stereotypes

2

1

46T

Teachers make an attempt to establish the relevance of what is being 3
taught to the everyday lives of children and their families?

2

1

47T Teachers demonstrate the content knowledge necessary to challenge and 3
motivate students to high levels of learning

2

1

48T Teachers make attempts to ensure that the content of lessons is relevant to 3
the background and interests of learners

2

1

49

Teachers act as appropriate role models for children’s attitudes and 3
behaviour towards CWSN so that a tone is set towards these children
which is likely to enhance their self confidence

2

1

50 T Teachers try to build systematically on a local knowledge, which is 3
constructed while teaching specific students in schools

2

1

51T Teachers make attempts to engage in school-based action research, as a 3
contribution to wider knowledge base about meeting individual needs of
students

2

1

52

2

1

Teachers demonstrate skills to utilise technology and incorporate its use 3
in their classrooms

53 T Teachers provide opportunities for learners to take lead for developing 3
creative thinking

2

1

54

Teachers organise physical environment of the classroom to accommodate 3
CWSN like appropriate seating arrangements, adequate lighting, noise
control, physical access and furniture

2

1

55 T Teachers use a mix of whole class, group and individual activities in class 3

2

1

56

Teachers give equal emphasis to sports and physical education for all 3
children—girls, boys, CWSN

2

1

57

Teachers support headmasters/ principals in implementing policy de- 3
cisions

2

1

58

Teachers are able to informally assess the skills a student needs (rather 3
than relying solely on standardised curriculum)

2

1

59

Teachers try to set high but alternative expectations that are suitable for 3
the students by developing alternative assessments.

2

1

60

Teachers frequently monitor students’ performance and check students’ 3
work

2

1

61

Teachers offer continuous feedback to students on academic tasks

3

2

1

62T Teachers make efforts teach a child when he or she comes back to school 3
after being absent for a week or so

2

1

63

Teachers in the class use child centred pedagogy by adapting their teach- 3
ing methods to suit the needs & learning styles of children

2

1

64

Teachers regularly analyse students' performances to inform relevant de- 3
cisions regarding curriculum & teaching practices

2

1

65

Teachers are prepared with necessary content knowledge to motivate

3

2

1

3

2

1

students to high levels of learning
66

Homework that is given is linked with class work and helps in extending
the students' knowledge and skill

SCHOOLS
FOR
ALL

SCHOOLS FOR ALL
As public spaces, schools must be marked by the values of equality, social justice and
respect for diversity, as well as of the dignity and rights of children. These values must be
consciously made part of the perspective of the school and form the foundation of school
practice. An enabling learning environment is one where children feel secure, where
there is absence of fear, and which is governed by relationships of equality and equity.
National Curriculum Framework, 2005
School is a place where students interact with one another both formally and also
informally. It is a place where a child spends a lot of time in a day and also carries back
home memories of all kinds that may be both pleasant and unpleasant ones. It is a place
where children play and fight with their friends; sit together on benches or under a tree
and chat with one another. It is important for children to feel safe, happy and wanted in
school and express a desire to attend it everyday. But many times it has been seen that
schools are transformed into places where neither the students are happy learning nor the
teachers are happy teaching. In villages, parents sometimes refer to school as a
“punishment institution” realising how unwilling their children are to attend their school.
It is important then to develop schools as community institutions where the environment
is so organised that interactions support and enhance both teaching and learning and all
children appear to be happy.
Schools are learning communities
where a group of children try to learn
together. Ideologically, all these
children should have equal power to
direct learning, and improve the
existing practice. But this is generally
not the case. Some children have more
dominant voices than others and this
tends to exclude those who lack the
confidence to speak out their minds.

A common school system can be defined as a national
system of education that is founded on the ideals and
values of the Constitution of India, and which has the
capacity to provide education of a comparable quality
to all children in an equitable manner irrespective of
their caste, creed, ender, class or location. In such a
system all categories of schools presently in vogue
(i.e. government, local body, or private) have the
responsibility of providing for basic infrastructural and
pedagogic norms and ensuring free education to all
children residing in the vicinity of the school.
National Curriculum Framework, 2005

Hargreaves (1994) has pointed out that a learning community implies a culture of trust
that allows teachers, support staff and students to tackle complex problems as effectively
as possible by building on existing expertise, pooling resources and providing each other
with moral support.
A school for all is then a school which hosts a diverse population of students and is more
sensitive and more humane. It is a school where because of its diverse population,
children become more tolerant and accepting of difference.

There are a number of parameters that need to be taken into consideration for developing
schools as learning communities addressing the needs of all children. These could be
physical or psychological dimensions of the school environment that are interrelated and
affect the child’s learning in a significant way.

THE PHYSICAL ENVIRONMENT
The children in school engage with their physical environment all the time. Yet we find,
in most of the places, the classrooms are overcrowded and not sensitive to the needs of
the children. This definitely limits the classroom management activities of the teacher. In
order to attract and retain children the classroom, environments need to be attractive,
inviting and peaceful with lots of open spaces.
Classrooms can be brightened up by ensuring adequate natural light inside. These can be
made lively by displaying children work on the classroom walls in different parts of the
school. Drawings, art and craftwork, put up on the walls and shelves send out a powerful
message to children and their parents that their work is appreciated. These must be
displayed at locations and heights that are physically, visually and comfortably accessible
to children of various ages.
Most of the wall display area should be utilised for children’s own work, or charts made
by the teacher, and these should be replaced every month. Preparing such wall displays,
and participating in putting them up, can be also valuable learning activities for children.
The physical layout of the classroom could be altered so that children can sit together in
small groups, or gather in a large circle for story telling, or sit on their own for carrying
out some individual reading or writing tasks, or assemble in a group near the radio or TV
for a broadcast.
Maximum use can be made of available school and classroom spaces as pedagogic
resources. In some areas, the walls of primary school classrooms till the height of about
four feet have been painted black so that they serve as a free slate and drawing board for
children. In some schools, geometric designs that can be used for activities are painted on
the floor. A corner of the room may be used to organise learning materials, to keep some
appropriate storybooks, puzzle or riddle cards, and other self-access learning materials.
When some children finish their assigned lessons before the allotted time, they should
feel free to come and pick up something from this corner to occupy themselves (NCF,
2005).
It is also important that main areas of schools are fully accessible to all children
especially to children with physical disabilities. This means, that there is an adequate
provision of ramps, adapted toilets, and guide rails. Some of the fundamental needs of
groups with disabilities are given below:

People with Impaired Mobility (Office of Chief Commissioner of Disabilities. Planning a Barrier
Free Environment, New Delhi)
While planning spaces in buildings to facilitate wheelchair turning, adequate space should be available.
Considerable energy is required to propel a wheelchair manually up the ramps, over changes in level or
even soft or uneven surfaces. Thresholds and changes in level should be avoided. Ground and floor
surfaces should be hard and even. For wheelchair users, access to a workbench, washbasin or table, a clear
space for knees and footrests is needed. This should be at least 800mm wide, 480mm deep and 750mm
high.

Are these stairs
accessible to all
children and
especially to
children with loco
motor problems?

Ambulant Disabled People
For ambulant disabled persons, to move securely, ground and floor surfaces should be even and slip
resistant. Handrails should be provided on stairs and ramps.

The elevation of ramp
and slope would be
difficult not only for a
wheel chair user but for
any child

A toilet
without
doors in one
of the
government
schools

Where this is a change of ground or floor surfaces, these should have similar friction, to decrease the risk
of stumbling. Benches and chairs should have a seat height of approximately 450 mm and they should have
arm rests approximately 700 mm above floor level.
People with Impaired Vision
For people with impaired vision, orientation can be aided by marking with the use of colour, illumination
and, in certain cases, the texture of material. Contrasting colours and warning blocks should be used to aid
the identification of doors, stairs, ramps, passageways, etc. Surfaces can be varied to indicate pathway,
changes of directions, etc. Orientation cues should be especially illuminated. Handrails can be used as a
location aid. Projections from walls should be avoided wherever possible. If unavoidable, the projections
should be placed higher then 2000mm from the floor.
People with impaired vision are often sensitive to glare. Unwanted mirroring effects and reflections may be
avoided by giving attention to the location of windows and illumination, and the choice of floor and wall
surface. Since, blind people are restricted to tactile reading (some can read Braille as well), they often have
difficulty reading signs and other printed information.
People with Impaired Hearing
It has been seen that people with impaired hearing have specific difficulties in comprehending sounds and
words in the environment. Rooms should be acoustically well insulated. Since these children may rely on
lip reading, good overall light that is non-reflective is helpful.
People with Learning Disabilities & Intellectual Challenges
Persons in this group find it difficult to perceive, comprehend, or interpret information such as signs. They
may stumble easily over even minor bumps and fall heavily. They may also have spatial orientation
difficulties and in some case lack the ability to distinguish colour or to differentiate between left and right.

PARENT AND COMMUNITY PARTICIPATION
The notion of inclusive education is based on building effective partnerships in which
parties work together in a collaborative manner to achieve the goals. Schools could also
invite the community into their premises, and give the larger world outside a role in
influencing the curricular process. Parents and community members could come into the
school as resource persons to share their knowledge and experiences in relation to a
particular topic being studied (NCF, 2005). Parents’ role is especially important for
children with disabilities for they combine their knowledge, unique strengths and skills to
achieve more than that can be achieved individually.
All schools need to look for ways in which parental participation and involvement can be
encouraged and sustained. Many schools do not treat parents’ questions and concerns
regarding the activities of the school as valid questions. Frequently, private schools turn
parents into mere consumers and ask them to take away their wards if they do not like
something that the school is doing. Others treat poor parents as not having any legitimate
stand when they come to make inquiries about their wards. Both types of attitudes are
disrespectful of parents and their legitimate concern for their children.
The involvement of the community is not only important for overcoming the negative
attitudes associated with disability but also to prevent the alienation and drifting away of
those belonging especially to the minority groups. The school should attract the families
and community to participate in any strategy and planning for the full and effective
inclusion of all children in school. The school should also provide opportunities for
families to co-operate, share each other’s problems and support each other.

Communitisation of Elementary Education in Nagaland
Acknowledging the importance of community participatory role in the functioning of the schools, the
Government of Nagaland, under the Act “Nagaland Communitisation of Public Institutions and
Services Act, 2002”, envisaged the rules known as the ‘Nagaland Communitisation of Elementary
Education Institutions and Services Rules, 2002’ in an effort to involve the community in the
managements of academic, administrative and financial affairs of the communitised schools. The
objective is to ‘provide quality education and improve human capabilities of the children, through a sense
of belonging and sharing amongst the community members and to utilise the material and human
resources for betterment of the schools’. Village Education Committee and Ward Education Committee
are constituted to oversee the process of communitisation of government schools in rural and urban areas,
respectively. The members of the education committee consists of head teacher of the communitised
schools, sub-inspector of school of the area, representatives of the teachers, parents, religious groups,
educationist from the area, village community and council or ward committee, etc. The responsibilities
of the education committees, apart from many others, include:
•
•
•
•
•
•
•
•
•
•
•

To ensure sufficient lands for the school (s) and its expansion
To construct and maintain school building (s).
To ensure regular and effective running of the schools.
To procure furniture, equipment, stationery, books, teaching aids and other necessities for the
school.
To ensure daily running of classes and implementation of annual plans and programmes towards
quality improvement.
To arrange short duration training courses for teachers in the school complex.
To make available free school uniforms, free textbooks and other learning materials and free
mid-day meals to students within the norms laid down by the Government.
To ensure universal enrolment and retention in school (s) children upto the age of 14 or class
VIII.
To receive grants from the Government, to generate resources from the community and to
operate one Education fund.
To disburse monthly salary of teachers and other staff members, deduct salary not due,
consistent with “No Work No Pay” principle.
To maintain proper accounts of income and expenditure, assets of the school; to get the accounts
audited; and to bring out authentic report of the same for information of the community and the
higher authority.

In Nagaland, communitisation, by making the community more responsible towards the affairs and
functioning of the schools, not only ensures the active participation of the community but also creates in
the people a sense of ownership and belongingness. In the meantime, because of the communitisation, the
number of students attending schools has drastically increased coupled with the decreased in the dropout
rate. Not only that, teachers have also become more vigilant in imparting education to the students.
Source: Handbook of Communitisation of Elementary Education (2004), the Directorate of School
Education, Nagaland.

Overall, in order to make the school environment supportive of children and to strengthen
the relationship of the school with parents and the local community; there are
institutionalised structures such as parent-teacher associations, local-level committees,
and also alumni associations in some schools. Community involvement can also be
sought for maintaining the school and its facilities. There are examples of local
contributions for building school boundary walls, augmenting facilities, and so on.

However, community participation must not mean the economic burdening of poor
families (NCF, 2005).

Free Short Messaging Service in School

Constant and quick communication between school and parents is a must in children’s education and well b
paramount important in places where situation tends to be unpredictable or volatile. Lalpuithluaii Fou
Churchandpur district of Manipur maintains a ‘Foundian Gupshup’, a free short messaging service for
information to the parents. For example, if any emergency arises which would demand the canceling
information is quickly dispatch to the parents. Through this, apart from averting any untoward inciden
children, awareness is generated in the parents’ vis-à-vis their children activities in the school. The link crea
at just a tip of the finger also entices the parents to participate and take more interest in the school affairs.

Collaboration with parents and community members and even with non-governmental
organisations (NGOs) need to occur all along the path of inclusion: through planning and
implementation, between home and school, between general and regular schools,
between regular school teachers and specialised teachers, between teachers and
administrators and lastly amongst students themselves.

RESOURCES
It is important for the teachers to organise and pool resources not only in terms of
teaching aids, specific equipments and other materials like books, toys and games but

also in terms of trained resource teachers to meet the special educational needs of some
children. These resources can be shared between different schools or between a special
school and a regular school or even between a NGO and the school. The school can build
such resources through the funds available under the SSA, etc.
In addition, there are locally available materials that cost little but which are very useful
for keeping in a classroom, especially in the primary school. Teachers can explore
various types of raw materials that can be used to make teaching aids that will last year
after year so that the precious time they invest in making these things is put to good use
(NCF, 2005).

A locally made chair
for children with cerebral palsy

There is a growing awareness regarding the use of ICT and other educational technology
for effective learning. Schools need to be equipped with computers, tape recorders,
television and radios to give multiple and meaningful experiences to children.

The Open File on Inclusive Education (UNESCO) has suggested strategies for building
support for inclusive education by mobilising resources that already exist in and around
schools. These include:
• Child-to-child support in which students work collaboratively within the
classroom and are able to help each other with their work
• Teacher-to-teacher support in which the staff of a school work collaboratively to
decide how best to meet the diverse needs of their students
• Differentiation in the classroom, in which teachers develop the ability and
resources to manage different types or levels of activities for the range of students
in their class
• Resource rooms, where special resources can be built up, specialist teachers (if
available) can work and students can be offered individualised teaching as and
when they need it.
Enabling education for children with disabilities in Chuchot Yokma middle school:
Leh
Discussions with the stake holders such as the Hill Council, the administration and NGOs, besides people
with disability and their families, has given shape to this idea of a residential inclusive program me. As a
model project, Chushot Yokma village was identified, where 13 children – 8 disabled and 5 non-disabled –
stayed in a residential set up and attended a government school. In the last year, the school initiated some
inclusive practices, whereby the teachers, disabled children and their peers worked towards creating an
enabling environment. Having experimented upon this for a year, the district administration, the Hill
Council and Namgyal Institute for People With Disability (NIPWD) are now convinced that this is the most
effective model to mainstream disabled children in Ladakh. In fact, last year’s annual school results in
Chushot show that the children who topped the school happened to be disabled and did so with remedial
inputs at the inclusive hostel. In fact the one who stood first among all the 6 primary, middle, and high
schools in the village, happens to be a disabled girl who had previously never been to school. With this
experiment, all the stakeholders feel the district is now ready to shape this inclusive programme into a long
term sustainable phenomenon and a model of sorts for rural India. The proposed expanded version of this
inclusive programme will comprise of a single hostel and the children will be attending 3 different schools
in the village. In accordance with the CPWD – Central Public Works Department - guidelines, the 3
schools and the hostel will be physically accessible to disabled persons. The district has over 400 schools –
primary to higher secondary. Currently, only the Chushot school project is experimenting on inclusive
education. A residential set up ensures consistent, high quality educational inputs and follow ups. The
hostel is also inclusive and will house besides disabled children, children from low economic backgrounds
and those who belong to the lower castes. As the experiment has so far shown success, all the stakeholders
–including the government–feel the need to expand it to all the other disabled children who still remain out
of the educational mainstream. The current project would involve working with 50 primary level children
to start and expand facilities to about 150 children over the next two years. Children who are most deprived
in terms of education and yet those with high potential will be chosen on a priority basis for the project.
Besides, academic education, this programme will also have other components that will enhance the
children’s personal and social development – and this will be done not just for the hostel’s children, but
also for children of the village. For example, a children’s advocacy group is being planned, where children
will raise issues and advocate for their own rights. This is done through theatre and other activities. As this
is in collaboration with the government, the chances of the entire programme being sustainable are very
high. In addition, it is envisaged that an inclusive committee will be formed, which will act as a pressure
group to ensure that high quality standards are being maintained.
HILL MODEL OF INCLUSIVE EDUCATION: National Institute for the Visually Handicapped
Education of the blind children in the hill states has many challenges. Difficult terrain being the most
significant of all, poor connectivity and low economic status of the families compound the problems

further. Often male children with disabilities are sent to residential schools while female children remain
confined to the four walls of the home. The Institute decided to undertake an Action Research Project with
an aim to identify a suitable model of inclusive education for children with visual impairments residing in
the hilly regions. The project experimented with the model in Vijaya Public School, a school that fulfilled
the following conditions and was chosen as a partner agency in this action project, in the village
TUNALKA in the district of Uttarkashi. The conditions were: 1) A general school located in a village
having its own building with a hostel or sufficient space for construction of small hostel. A lot of emphasis
was given on the availability of hostel since most of the villages in the Hill states do not have concrete road
and even the existing kutcha pathway is also very undulating rough and there may be little streams of water
on the way. 2) The model also was designed on an assumption that the income level of people in the hilly
regions is extremely low making it all the more difficult for them to drop children to the school and pick up
daily. 3) Another important criterion was the willingness of the school authorities and teachers to enrol
disabled children and most important of all was the acceptance to undergo short training programme in
special education for the blind by the principal and teachers during vacations and during the session. The
process involved:
Identification of children with visual impairments: The project in the first phase was initiated with a
survey of villages in the whole district of Uttarkashi. The survey was completed in two stages. During stage
one, some 68 children between the ages of 3-16 were identified. Another 90 children were identified in the
age group of 3-18 in the second stage.
Assessment: a) Children identified during the survey were called along with the parents to the school
where assessment was carried out by a team of one regular teacher, one special educator and one
psychologist from NIVH. During the process children’s language development, cognitive development,
mobility and the level of acceptance in the family was gauged. b) These assessment reports formed the
basis for preparing Individual Educational Plan for all the children. Since the assessment was conducted
and reports were prepared along with the three teachers of Vijaya Public School, the exercise proved
extremely helpful in orienting the school with the basic needs of visually impaired children and their
parents.
Capacity Building: The emphasis of the project has been on the capacity building of the school in dealing
with educational and other basic needs of visually impaired children. Moving in that direction first of all a
small hostel was constructed with a kitchen dinning cum TV room. Initially the children stayed in a small
motel right across the school. Now they reside in the hostel constructed in the school premises. The project
started with 12 children in the year 2007-08 and 8 more children were enrolled in the year 2008-09,
with that the school has a total population of 64 children, including 20 blind children.
Training: During summer, autumn and winter breaks, the teachers of Vijaya Public School received
training in Bharathi Braille, use of Taylor Frame for teaching arithmetic and in teaching independent living
skills, including mobility. During the session, expert teachers of NIVH made three visits to the school. In
the first visit, Braille Readiness Materials and other teaching-learning materials which could be later used
by regular teachers were prepared. A quarterly plan was also prepared. As the school required regular
support, NIVH sponsored one special educator who also acts as a warden.
The educator, apart from providing regular input to other teachers, imparts Braille training, activities of
daily living after the school is over. The special educator placed in the Vijaya Public School is a
multipurpose worker who acts as special educator, consultant, warden, parent , counsellor and also friend to
the students. No training was conducted at NIVH for the staff of the school during the academic session
2008-2009 rather Vijaya Public School was encouraged to conduct short-term training in Braille for
teachers of regular schools in the district of Uttarkashi and the literate parents of visually impaired children.
The feedback from the school is very encouraging and is documented as follows:
1) The children have learned Braille at a rather good speed and can read and write both Hindi and English
Braille Grade –I. 2) They have already become quite independent in their ability to move around within
the school and in the surroundings areas. 3) The regular staff of the school has learned Braille and use of
other specialised equipment and they can deal with the basic learning needs of visually impaired children.

Children are also taught Yoga and Physical Education along with other children. 4) The acceptance by the
sighted children is very encouraging as they do not leave their counterparts alone in any activity. 5) The
school authorities show very keen interest in integrating the visually impaired children in all the cultural
activities. 6) The visually impaired children are involved in the kitchen and food serving activities also.
The success of the model can be seen in the growing demand for admission to the schools by parents of
visually impaired children. The Government of Uttarakhand has also shown keen interest in this model. It
is exploring the possibility to replicate the model both in Government and private schools on a pilot basis.

A Physical Education Class in Progress

A Mathematics Class in Progress

CURRICULUM
In India, the NPE proposes a National Framework for Curriculum as a means of evolving
a national system of education capable of responding to India’s diversity in terms of
geographical and cultural milieus while ensuring a common core of values along the
academic components. It is not a uniform instrument and by no means prescriptive and
takes into account the pluralistic culture of the country. The National Curriculum (2005)
focuses on learners actively engaged with constructing, rather than only receiving,
knowledge through their individual and collective endeavours. The major shifts that make
the NCF, 2005 an inclusive curriculum are as follows:
MAJOR SHIFTS
1.
2.
3.
4.
5.

From
Teacher centric, stable designs
Teacher direction and decision
Teacher
guidance
and
monitoring
Passive reception in learning
Learning within for walls of

1.
2.
3.
4.
5.

To
Learner centric, flexible process
Learner autonomy
Facilitates,
supports
and
encourages learning
Active participation in learning
Learning in the wider social

6.
7.
8.
9.

the classroom
Knowledge as given and fixed
Disciplinary focus
Linear exposure
Appraisal, short, few

6.
7.
8.
9.

context
Knowledge as it evolves and is
created
Multidisciplinary,
educational
focus
Multiple and divergent exposure
Multifarious, continuous

For inclusion to happen, it is important to adapt the general education curriculum to meet
the special educational needs of some students to allow for their full participation. No
student should be excluded from activity due to the fact that s/he cannot perform all the
skills. Adaptations to the curriculum may involve using materials and devices, adapting
skill sequences, providing resource support, adapting teaching strategies and the
environment.
The Salamanca Statement (1994) has given the following points for consideration for
adapting the curriculum in schools.
Curriculum flexibility
1.

2.

3.

Curricula should be adapted to
Class size isneeds,
an important
factor Nversa.
children
not vice
Schools should, therefore, provide
curricular opportunities to suit
children with different abilities and
interests.
Children with special needs should
receive additional instructional
support in the context of the regular
curriculum,
not
a
different
curriculum. The guiding principle
should be to provide all children
with the same education, providing
additional assistance and support to
children requiring it.
The acquisition of knowledge if not
only a matter of formal and
theoretical instructions. The context of
education should be geared to high
standards and the needs of individuals
with a view to enabling them to
participate fully in development.
Teaching should be

National and international experiences
have shown that a ratio higher than
1:30 is not desirable at any stage of
school education. Way back in 1966,
the

Kothari

Commission

Report

(1966: p.413 and 415) had warned
that large classes would do ‘serious
damage to the quality of teaching' and
that ‘in crowded classrooms, all talk
of creative teaching ceases to have
any significance’

related to pupils’ own experience and to practical concerns in order to motivate them
better.
4. In order to follow the progress of each child, assessment procedures should be
reviewed. Formative evaluation should be incorporated into the regular educational
process in order to keep pupils and teachers informed of the learning mastery
attained as well as to identify difficulties and assist pupils to overcome them.
5. For children with special educational needs, a continuum of support should be
provided, ranging from minimal help in regular classrooms to additional learning
support programmes within the school and extending, where necessary, to the
provisions of assistance from specialist teachers and external support staff.
6. Appropriate and affordable technology should be used when necessary to enhance
success in the school curriculum and to aid communication, mobility and learning.
Technical aids can be offered in a more economical and effective way if they are
provided from a central pool in each locality, where there is expertise in matching
aids to individual needs and in ensuring maintenance.
7. Capability should be built up and research carried out at national and regional levels
to develop appropriate support technology systems for special needs education.

Activity Based Learning in Tamil Nadu
Child-centred approach is what inclusive education is all about. Activity Based Learning (ABL) method
introduced by SSA in 37486 (2007-figure) government schools of Tamil Nadu neatly embodies the
orientation towards the child-centred approach. Activity based Learning (ABL) was initiated

following a survey by Chennai Corporation in 2003
which showed that many of students even in the
class VI-V level were lacking basic conceptual
learning. In ABL, all the children from Class I to
IV are made to study together in the classroom. All
the children and the teacher sit on the floor. The
classroom is benchless and without desks to
provide more manoeuvring space as per required
for ABL. The walls of the classroom are plastered
with slate within the reach of the children. ABL
harps on practical understanding and clarity of
basic concepts. With regards to subjects like
mathematics, children are taught with the use of
beads, number rods, sand paper, abacus and spindle
boards before they can do the sums on paper.
Children also learn and enhance their English
speaking skill with the help of animated DVD
played on the school television.

Children in ABL multigrade classroom are
divided into six groups. Children in group
1 and 2 are fully supported by the teacher
since in ABL, children started directly

The Ladder Chart

from Class I and there is no kindergarten
class. Group 3 is partially supported by the
teacher while those in the group 4 and 5
constitute the peer support group and
children in the group 6 are self-supportive.
Each group huddles together in a circle and carry
out their activities according to the group chart.
Promotion is based on climbing ‘ladder chart’
through completions of levels. Each level is
composed of different sections characterised by
logos with each logo signifying certain learning
activity. In ABL method, there is no curriculum
diktat to complete the course at a specific time.
Rather each child proceeds on his/her own pace to
complete the levels. All the learning equipments
and learning charts specified and identified
according to the levels are kept in the classroom
such that children exactly knows what to do
without having the teachers to assist them every
time. Achievement Chart is maintained in the
classroom where the achievements of every child
(in terms of accomplishment of every level) are
recorded and fully displayed.

Lively environment in the class with hanging decorations,
drawings, and writings of students.

Hence in ABL, diverse needs of all children in the
classroom are equally considered. While providing
the children to cultivate their own learning culture
and encouraging individual excellence,
ABL also ensures that adequate support is given to the children by the teachers and through peer support
group. ABL classroom exudes a lively and active environment. In the ABL classroom, one could not miss
the confidence of the children and their eagerness to learn.

India School Fund (ISF)

Gajaraj Vidya Peeth (GVP), the main implementing partner of ISF, is an Indian non-profit organisation
located in the rural interior of Uttar Pradesh. Over the past two years, GVP engaged in variety of
programmes that reach out to underprivileged communities to highlight their cultural diversity while
providing quality and modern education - something difficult to accomplish for a central education system.
The solution to the problem of rural schooling lays in substituting the idea of schools as isolated institutions
in a mega system with the idea of schools as resource centres for the local community. Working though this
conviction means replacing a teacher-centred mono grade approach with one that met the multiple learning
needs and intelligences of children viewed as members of a community.
GVP created a unique structure catering to the educational needs of the rural countryside. It started with a
teacher training programme in a curriculum development cell in a six-room school located in the main
education centre. The small scale development gave the freedom to experiment, to test ideas in practice to
allow educational material to emerge from an interaction between the village children and the school. The
acquired experiences guided the process of further development. Staff members come from the rural
villages so they are aware of the challenges and the appropriate means to address them.
Each classroom2 has 40 children of varying ages and abilities sitting together to study one or several
subjects individually or in co-operative learning groups. These “multigrade” are vertically grouped class,
2

The names of the six classrooms are 1. Girvan, 2. Nandanavan, 3. Sundaravan, 4. Sudharshanvan, 5.
Vrindavan, 6. Chandanvan.

where children learn from study cards with the teacher acting as a facilitator who guides students through
the materials.
Traditional images of a classroom with children sitting quietly in rows, one behind the other, boys on one
side, girls on other side, SC/ST children outside or at the back, were abandoned and a new vision emerged
of a classroom with children sitting in groups, talking to each other, learning from each other. Assumptions
about the children and nature of learning were made explicit. It was stressed that every child irrespective of
caste, gender, and social background, comes to school with a great deal of knowledge and capacity to learn.
Chalk and talk have become the assets of the children rather than the patent of the teachers.
Methodology
The success of the MultiGrade-MultiLevel
(MGML) methodology depends on welldesigned materials and teachers who have
been trained on using them effectively.
GVP developed an elementary education
programme specifically for multigrade
classrooms. Besides being comprehensive,
affordable, and academically sound, the
programme is also significantly different
from the conventional method. In particular
teachers do not conduct lectures but are
facilitators of learning. Students learn from
study cards and perform exercises
contained in “work cards”. When a student
finishes a study card, he or she goes to the
next one as indicated by a pictorial
achievement ladder. In this manner
students teach and test themselves.

To facilitate understanding of all components of an
effective multigrade classroom methodology, ISF
developed a multigrade classroom management
framework:
A) Instructional Core: Represents the critical work of
teaching and learning that goes on in the classroom. It
includes three main components: (1) Teacher’s
knowledge and skills; (2) students’ engagement in their
own learning; and (3) Curriculum content that is
academically challenging.
B) Strategy: Set of actions which should first start with
the establishment of a mission, objectives and
milestones. The strategy should be supported by a
theory of actions which represents the organisation’s
collective belief about the causal relationships between
certain actions and desire outcomes.
(1) Process: System of procedures through which work
gets done to ensure effectiveness and efficiency.
(2) Structure: Refers to the way people and groups are
organised and connected. It should also include roles
and responsibilities, reporting relationship
accountability mechanism, resource allocation,
organisational learning process and training.
(3) Resources: Finance, people, technology and tools
used to make the strategy and process work
(4) Culture: Norms and behaviours that illustrate
everyone’s shared understanding of how things work
and why.

This methodology was designed to address
major problems in the Indian primary
education system. Schools have long
suffered under the burden of poorly trained
and demoralised teachers, text books not
suited for individual learning, and a
schedule that does not allow the flexibility
needed for those living of agriculture to
cope with unpredictable absenteeism
leading to dropouts. Because each child can progress up the achievement ladder at his or her own pace, and
because teachers focus their energy on the students with the greatest learning needs, dropouts reduce
dramatically.
Relevance
The language and mathematics kits have been designed for broad applications in the Indian context,
including situations where qualified and experienced teachers are not available. It can be used by “barefoot
teachers” as well as by more experienced educators. The text is up-to-date, focused on the local context and
illustrated by local artists. Attractive materials enhance meaning for students as well as their interests and
motivation to learn and perform.
Low cost
A large collection of study cards and work cards (hand made) are much more economical. Each component
of the kit contains a great number of cards to be shared by many children. The kit is the property of the

school. The cards are designed and developed to suit the needs of each individual child. They can serve as
many as 40 children at five different grade levels. Therefore, it reduces the cost of educational materials
when compared with other curriculum texts.
Additionally, these study cards can be replaced individually when they are worn-out, and revision or
upgrading can be done at any time rapidly card by card. All the teachers are equipped with facilities for
designing and making new materials. Continual exchanges foster a sense of participation and encourage
renewal, updating and refining of the educational materials and methodology.
Simplicity
The kit is easy for teachers to use because it follows each learning step clearly. It facilitates a “hands on”
approach for both students and teachers. This also makes for more efficient teacher training and lower
training cost. Evaluation procedures are provided to help teachers identify and remedy gaps in learning.
This gives both student and teacher a sense of accomplishment to relieve the widespread sense of failure
that has been demoralising rural children. The kit offers students a positive learning experience through
attractive design and extended use of local stories, folk and fauna, mime and mimicry, riddles, etc.
Effectiveness
The kit has been tested in practice with first/second generation learners in six micro-schools, where
students regularly clear the grades based on the Minimum Levels of Learning’s (MLLs). An independent
evaluation conducted by Pratham with a public school in a nearby village revealed outstanding
performance: The teachers trained in-house were able to bring their students to similar and higher levels of
reading and writing to those in the control group.
Training programme
The training programme began as a course for new teachers in the schools. Local youth with minimal
education learned how to handle children of mixed ages and varied abilities in vertically grouped, oneroom micro-school. The education kit was a basic teaching tool in building multigrade teaching skills.
During the early stages of this course, each teacher gained hands-on experience with the education kit while
mastering the skills of managing multigrade classrooms. The principal and resource head are critical to the
transfer of knowledge related to the MGML methodology.
Scalability
The MGML methodology is scalable across rural areas without losing its effectiveness. It simply requires
connecting each village school to a main education centre which provides initial training of teachers and
regular (monthly) meetings to provide guidance and create a community of teachers with opportunities for
them to share experiences and ideas related to the ongoing development of achievement cards and
management of classrooms. A MGML management framework is provided in the appendix to summarise the
approach.

Multi-Grade classroom Management Framework (MGMF)

Instructional
Core

Teacher

 Facilitator of learning rather than
traditional frontal teaching
 Greater attention to younger
children supported by older
students
 Active engagement in the
 Targeted grouping based on
learning process – self
diagnosed student needs
learning and diagnostic of
additional learning needs
 Connected with other teachers for
knowledge and experience
 Responsible for the learning
sharing (monthly meetings)
of peers – tutoring
 Three one-week training
 Responsible for well
functioning of school
– Goals and methodology
operations
– Student learning guides,
 Active participation in and out
instructional material and
of the classroom – group
guidelines for grade promotion
activities and learning
– Use of the school library

Students

Content
 Organic and communitybased curriculum aligned
with learning goals of
national curriculum
 Designed by teacher rather
than central government
with input from community
 Relevant and meaningful
to students
 Self explanatory supported
by learning guides

Strategy
 Self-instructional
cards
 Flexible promotion
based on individual
learning pace
 Academic calendar
aligned with local
customs
 Clear rules and
routines
 Tracking system of
student
achievements an
attendance updated
by students
themselves

 Micro-center for
training and ongoing
Process
Structure
support
 Supervisor in microcenter for
Resources
Culture
pedagogical support
and accountability
 Teaching guide for
 Shared learning
 School operations
teachers
responsibility
managed by teachers
 Learning guide for
 High expectations
and students
students
 High level of autonomy:  Shared ownership of
 Library of +100
teachers and students
education reform
books
 Cohesion and
across stakeholders
cooperation
 Community
(community,
resources developed  Accountability
teachers, students,
by students
government)
 Equity and respect

ATTITUDES
The prevalence of negative attitudes towards disabilities and intolerance towards
differences has contributed to the large exclusion of children from schools. This mode of
rigid thinking tends to be transported to schools and classrooms thereby obstructing the
inclusion process. In fact, many times, children with disabilities are either ‘dumped’ in
the school or not sent to school at all.
The effective functioning of the inclusive school depends as much on the perception and
commitment of the staff, including the teachers. In this regard, one of the most important
tasks is how to develop commitment in teachers towards promoting inclusive education.
The teachers’ positive attitude towards inclusive education is important because only by
developing the values of inclusiveness, the teacher can communicate the same to the
children/students and conduct the class accordingly. In addition, it is particularly
important for the school administrators to treat the teachers and staff as equal members
and take them into confidence in the decision-making processes relating to the
functioning and activities of the school. This way, the staff and the teachers can be
inspired to contribute more to the school. The existence of mutual respect among the staff
can powerfully serve as an example for the children to model.
Meera was born blind in a small town in Madhya Pradesh, India. Her parents initially went through
a difficult period trying to run from pillar to post for some miracle to happen. Not only did they
visit a number of doctors in their town and outside their town but also many religions gurus, famous
religious places in the hope that their only daughter will be able to see. When nothing helped they
reconciled to the fact that their daughter will never be able to see. Accepting their daughter’s blindness
they decided to get their daughter the best of education, as much as she was capable of in spite of her
blindness. When they started looking around for a school for her, they found that half of the schools
refused to admit her, the other half showed their helplessness in terms of lack of trained personnel.
The problems expressed by the school authorities were somewhat like this:

•
•
•
•
•
•

We would not know how to teach her.
She will slow down the class
She would not be able to adjust
Parents of other children will object.
We do not have any knowledge about the equipment she will require.
It will only be possible to admit her if you take responsibility for teaching her at home.

Finally, Meera’s parents brought her to New Delhi, and after talking to various organisations,
admitted her to a school where other visually impaired children were also studying.

This brings us to define the attitude of the school administrators, teachers and even some
parents of other children in the class towards children with disabilities. They feel that
these children are not suitable for regular schools and can be either kept at home or sent to
special schools. By including children from different backgrounds and with different
abilities, an attitude of acceptance of diversities in the classroom is developed. Accepting
each child as a unique person who may require diversified teaching in the classroom to
develop is an important step towards inclusive education. A child may lag behind if we
are not able to teach him/her well or if we set up uniform targets for all children without

realising their diversity in terms of characteristics, interests and abilities. If there are
problems in learning, these could be attributed to the pedagogical issues, physical
structures and wider curriculum issues. Establishing norms or constructing boundaries
about who is being taught and how teaching should take place in a teaching-learning
situation then, will act as a major barrier for providing equal opportunities to all.
As we can understand, inclusive education, no doubt is an important goal. At the same
time, the path to it is full of obstacles and limitations. To begin with, there is a problem of
policy implementation. Most of the time, policies and programmes aimed at generating
inclusion are not effectively implemented and hence the real agenda tends to remain only
on paper. There is a tendency amongst schools, teachers and even parents to remain
obstinately firm on the traditional mode of learning that has led to exclusion of large
number of children. This results in reluctance on the part of the school to implement new
and innovative methods that can facilitate more inclusion.

WHY LABEL?
o Labels usually focus on a child’s negative aspects. Once a child is labelled,
teachers tend to think about the child only in terms of his /her inadequacies
or defects. For example ‘Langra’, ‘Andha’ or ‘Behra’, etc.
o Teachers and parents tend to have low expectations about what a child can
do.
o Teachers tend to explain the child’s poor performance only in terms of his
SEN and not in terms of instructional failure.
o A labelled child develops a poor self-concept.
o Labels lead to rejection by the peers.
o Labels create a sense of helplessness, inferiority and stigmatisation.

School For All Indicators
S.No.

Philosophy

Response

1

The school has developed a vision and shares it with
people in the community

3

2

1

2

The school vision, beliefs, mission and goals are 3
developed in a collaborative manner by including all
stakeholder groups

2

1

3

The school vision emphasises valuing and accommodating 3
differences in children and reflects the idea that the school
exists for all students

2

1

4

The school gives a message of respecting all and 3
celebrating different cultures and communities

2

1

5

The school has a policy of interacting with the parents on 3
how to support their child's learning

2

1

6

The school strictly discourages any kind of discrimination 3
and violence amongst the students

2

1

7

The school has a programme or policy to support the 3
children from poor families

2

1

8

The school welcomes and gives encouraging message to 3
all parents in the neighbourhood to send their children to
the school

2

1

9

The school has developed linkages with the early 3
intervention programmes for identification of needs of
CWSN

2

1

10

The school has developed systems to provide for 3
counselling of the parents

2

1

11

Teachers, parents, communities and learners in the school 3
believe and share a philosophy of inclusive education

2

1

12

The school regularly evaluates and reviews its policies 3
with the changing needs related to the child's learning
process

2

1

13

The school ensures adequate sport facilities for all 3
children

2

1

14

The school has a policy to identify and bring out-of-school 3
children to school

2

1

15

Acquisition of social skills is also valued along with 3
academic skills in the school

2

1

16

The school's management committee has a parent of CWSN and
3 of2a
child belonging to the socially disadvantaged groups as a member

1

17

The school makes use of data for improving school planning
3 and
2
1
management

18

The school classrooms have a lot of students who are 3actively
2
1
engaged in doing different things

19

The school values the participation of all parents irrespective3of their
2
1
background, religion or socio- economic status, etc.

20

All students in the school have access to curriculum

3

2

1

21

The school policy encourages creation of structures, time and3
general climate to enable the teachers to work together for
promoting innovation

2

1

22

The school gives admission to all children in the neighbourhood
3 2
without following any strict admission procedures

1

23

The school has a policy of reducing class size , especially of classes
3 2
where CWSN are placed

1

24

The school is considered to be a safe place by parents for
3 their
2
1
children
COMMUNITY INVOLVEMENT

25

The local community views the school positively and 3
happily sends the children to school

2

1

26

The school ensures that there is equal representation and 3
participation of different communities in its activities

2

1

27

The school extends support to sensitise parents and 3
communities about the importance of their involvement in
the school activities

2

1

28

The school readily collaborates with NGOs and other 3
relevant organisations for developing school vision and for
resource support

2

1

29

The school has successfully created parent-teacher 3
associations, and local level committees in order to make
school environment supportive for all children

2

1

30

The school seeks community support for its development 3
and also shares school space with the community for local
events, if required

2

1

31

The school provides a platform for the formation of family 3
support groups

2

1

32

The school involves speech therapist, primary health 3
worker, social workers, physiotherapists, counsellors,
special educators, etc., whenever such resources are

2

1

required
33

The school mobilises available community resources if 3
there is a need

2

1

34

The school provides parents and families with necessary 3
information in simple and clear language

2

1

CURRICULUM AND TEXTBOOKS
35

The
curriculum followed is based on the National 3
Curriculum Framework adapted to align with academic
expectations and meets the needs of all children in the
school.

2

1

36

The curriculum provides important links to higher
education, vocational education, etc.

3

2

1

37

The academic core curriculum is accessible to all students 3
and is flexible and culturally and socially accommodating
to reflect the diversity of students and of the local
circumstances

2

1

38

While drawing up the curriculum, the school maintains the 3
balance between the recognition of individual needs and an
acknowledgment of the necessity to develop a whole
curriculum model

2

1

39

The school curriculum includes development of social skills 3
as a component

2

1

40

The move towards greater inclusion drives the innovations 3
of curriculum design and implementation in the school

2

1

41

The school uses total communication approach for children 3
with hearing impairments, that includes sign language,
oral, auditory, written and visual aids, depending on the
particular needs and abilities of the child.

2

1

42

The school has a policy of adapting or altering the 3
curriculum to address learning needs and characteristics
of all students

2

1

43

The school gives training in Braille reading and writing 3
and also provides Braille books, if required.

2

1

44

The school has enriched classrooms on account of diversity 3
in socio-cultural backgrounds

2

1

45

The school makes provision for assistive technology for 3
providing access to general curriculum

2

1

46

The school carries out Continuous & Comprehensive
Evaluation (CCE) for all students in the school.

3

2

1

47

The teachers in the school collaborate together for

3

2

1

designing the CCE activities for all students in the school.
48

The students are self-evaluative and reflect upon their own
performance and share their reflections with the teachers.

3

2

1

49

Performance scores based on CCE are used to identify gap 3
in the curriculum and for other relevant purposes.

2

1

50

The students in the class receive meaningful & continuous 3
feedback from teachers, special/resource teachers, etc., on
their performance to strengthen future performances.

2

1

51

The school creates opportunities for sharing good models
of students' performance and innovative teachers'
interventions across classrooms.

3

2

1

52

The school has sufficient Braille/talking/ digital books,
supplementary material and technology for effectively
transacting the curriculum.

3

2

1

53

The school has materials that can be used by students who 3
speak variety of languages, address various levels of
cognitive taxonomies, provide alternatives that appear
equivalent to avoid any kind of stigmatisation or labelling

2

1

54

Materials in the school provide multiple means of
3
representation, presentation and expression and are simple
with clear instructions

2

1

55

The school builds in flexibility in terms of time to respond,
correcting earlier responses, monitoring progress and
sufficient practice time

3 2

1

TEACHERS & TEACHING
56

The staff in the school makes maximum use of their time to
enhance students' learning

3

2

1

57

The school has specialist teachers to address special needs 3
if required.

2

1

58

The teaching materials in the school are culturally 3
sensitive and locally relevant

2

1

59

The school involves local language speakers to help 3
teachers to facilitate communication in the mother tongue,
teaching of language and creating materials

2

1

60

The teachers have opportunities to engage with all 3
children as the school believes in having flexible time table

2

1

61

The school empowers the teachers to take decisions 3
especially when planning for children in vulnerable

2

1

circumstances
62

The teachers in the school have the skills to teach all 3
children in a single class who differ from each other in
many ways

2

1

63

The teachers have evolved alternative goals and 3
expectations for students keeping their diversity in mind

2

1

64

The teachers in the school are not overloaded with so 3
much work that they are unable to give special attention
to children who require it

2

1

STUDENTS
65

The school has the mechanism to identify and meet the 3
learning needs of students.

2

1

66

The school educates and sensitises the students on various 3
kinds of discrimination prevalent in the society

2

1

67

The school has a policy to encourage the students to 3
support one another especially those in need?

2

1

68

All students including CWSN are encouraged to take part 3
in the school activities, sports, games, etc.

2

1

69

All children understand and comprehend the language of 3
instruction in the school?

2

1

70

The students know who to contact if they experience 3
problems and difficulties in the school

2

1

71

The school recognises and responds to the diverse needs 3
and behaviour of learners

2

1

72

The student learners are viewed and acknowledged as 3
collaborative partners in their own learning process?

2

1

73

The school creates opportunities for learners to participate 3
in co-operative activities and ventures?

2

1

74

Children are encouraged to make use of locally found 3
materials as a resource for learning?

2

1

75

The school arranges facilities to look after the health and 3
social difficulties of students?

2

1

76

All children from the locality are admitted to the school 3
irrespective of their economic circumstances?

2

1

77

The school ensures that the privacy and their dignity of 3
children getting financial and other type of assistance
are respected

2

1

78

The school involves, time and again, students in evolving 3

2

1

rules for the school
79

CWSN are encouraged to take decisions and do not 3
stand out separately from others

2

1

80

The school encourages frequent contacts between 3
students with and without SEN

2

1

PHYSICAL ENVIRONMENT
81

The school is fully accessible to all children including 3
CWSN

2

1

82

The S=school doors have handles fixed at appropriate 3
level and not too high

2

1

83

The school toilets have adequate doors taking care of 3
privacy, especially for girls/children who need help in
toileting?

2

1

84

The classroom settings in the school enable children to 3
move freely or sit with a friend when required

2

1

85

The blackboards are fixed at a proper height in the class 3
to be accessible to all children, including those who want
to come near the board to read it.

2

1

86

The classrooms have adequate daylight and extra light 3
when necessary

2

1

87

The noise level in the classes is minimised for avoiding 3
distraction

2

1

88

The school takes measures to provide adequate transport 3
facilities to CWSN

2

1

89

The school has a resource room or special room for 3
additional teaching if required

2

1

90

The school is equipped with science labs and equipment for 3
mathematical activities including the adapted versions

2

1

91

The school has adequate sport facilities for all children

2

1

3
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