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Abstract

Like many countries in the Global South, Colombia has committed itself to providing quality,
inclusive education for children with disabilities. Howewehjle there is general agreement on the
principle of inclusive education as something to be purstgethaaning and nature is contested.
Furthermorea growing body of literature has questioned the relevance and application of models of
inclusive education that have been generated in countries of the Global North, and subsequently,
exported to Southerroatexts. Moreover, there is a notable absence of literature that engages with
how to operationalise inclusive education in a way that acknowledges, and is responsive to, the
differing realities and priorities of rural contexts in countries of the Globals

Colombian educators have developed and implemented a successfakctilel model of
rural education, cal | ecdntradl Bpproactefor emultiyrade olasgooitssAs a | e
design includes elements that could support the educatinildfen with disabilities: children of
different ages and abilities learn at their own pace, working in teams through the provision of self
instructional learner guides; participatory tools build class cohesion; and student committees
contribute to decien-making in the school. In contrast to traditional models of teacher training in
Colombia, teachers are trained using the same principles and materials as those that they will use in
the classroom and learn how to facilitate, rather than direct, les$owsver, there is very little
research that has explored teacher practice and
has examined both Escuela Nueva and disability. Consequently, my research aimed to explore how
the school staff, parenésd children of five rural Escuela Nueva schools in Colombia, understood
and addressed the educational needs of children with disabMtlepting a qualitative case study
approach, | conducted 46 interviews and 15-participant classroom observaticasross the five
rural schools of Las Colinas, over a period of eight months. This included interviewklvgthool
staff, 14 parents and five senior staff from Foundation Escuela Nueva. To seek the views of children, |
used a multmethod visual particgtory approach with 53 children aged between 7 and 11 years, of
whom, 26 were children with disabilities.

My findings suggest that, while Colombian legislation advocates for a biopsychosocial
understanding of disabilitgll participantsunderstoodiisablity asanindividual deficit, thus
reflectingthe medicalmodelof disability. Consequentlytheimpactof intersectingactors,suchas
povertyandrurallocaton on parentsd ability t overeoftgmpobr t t hei |
recognisedy teachers.Moreover,the bureaucratidisability diagnosis and support systems are
designed for urban populatioasd do not recognise the challenges that rural parents face when trying
to access them.Thus, multiple disconnects were observed between state systems, schools and
parents.

Challenging deficit accounts of rural teacheil

were addressed in EN classrooms revealed that the majority of teachesseddhigh quality,



inclusive teaching using the EN approach. Nevertheless, the findings problematised some elements of
the EN model in terms of the extent to which they were able to support children with disabilities. My
research revealed how the capaoif an EN teacher to deliver inclusive education is affected by a
range of factors at multiple levels, of which the EN materials and tools are just one. Emphasising the
role of context, teachers located in small, sirgdéess schools had increased dedsaon their time,

but less access to support from colleagues, than those irctaghischools. Moreover, no teachers

had received training on disability and the Escuela Nueva microcentre support structure for teacher
practice had not been sustained.n€muently, | arguthat, not only should state and school

processes address the needs of the child, but also, the needs of those that are implementing them.
Teachers requirengoing, situated, support that addresses not only support for their pragtiaksob
includesprocesses that build upon local strengthaddress the disconnects and dilemmas that

teachers and parents are facing within their context.
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Chapter 1: Introduction
Colombia is the fifth largest country in Latin America, with an estimated population of 48.1 million

people (DANE, 2018). Located in the northwest of South America, it covers a vast territory that
extends from the Pacific to tidlantic coast. Encompassing geography that includes jungle,
mountains, desert and coastal regions, the Government is responsible for educating a linguistically,
culturally and geographically diverse population, of whom, 22.9% live in rural areas (Ibid.n
middle-income country, the economy of which has seen alaweeage growth when compared with
other Latin American countries (OECD, 2016). Having endured 50 years of conflict between the
Government and thRevolutionary Armed Forces of Colombia&RC), the peace accord of May
2016 (Colombian Government & FAREP, 2016 coincided with a series of positive actions to
improve education in the country. These includedmmitment in 2015 to provide inclusive
education for all children by 203Colombian Government, 2015), and a significant reform for the
education of children with disabilitigsDecree 1421 (Ministry of Education (MEN), 2017ayhich
identified a range of support measures to facilitate their access to and progress in school.
However,while there is general agreement on the Figure 1
principle of inclusive education as something to be Map of Colombia
pursued, its meaning and nature is contested (Slee, 2(
Norwich, 2014) Furthermore,a growing body of Eamranquills
literature has questioned the relevance and applicatior Gartagensy

current models that have been generated in the North,

Medellin

subsequently, exported to the South (Armstrong, co L*O MBIA
Armstrong and Spandagou, 2011; Grech, 2013). el e
Moreover there is a notdb absence of literature that Q Mita*

‘Pasto

engages with how to operationalise inclusive educatiol

a way that acknowledges and is responsive to the diffe

realities and priorities of local contexts (Singal & “Leticle
Muthukrishna, 2016; Kamenopoulou, 2018).

Within a Latin American context, research suggests that while teachers are broadly positive
about the idea of inclusive education for children with disabilities, these attitudes are combined with
scepticism about the extent to which this is possible (@e&filiranda, 2018; San Martin et al.,

2021). Teachersdave limited training and skills in relation to adapting the curriculum (Beltran,
Martinez & Vargas, 2015), and what is possible in a classroom is affected by the conditions in which
they are workingMellado et al., 2017; Poblete, Lépez & Mufioz, 201Bycusing upon the

Colombian context, there has been a significant increase in education funding in the past 10 years,

which has resulted in universal access for children agilygars (OECD, 2016 However,

! Direccion Nacional de Estadistica (DANNpational Directorate of Statistics



Colombia is anked as one of the 10 most unequal countries in the world (OECD, 2016) and
childrenbés outcomes are greatly affected by the
location. Rural areas are particularly disadvantaged, in wiaehls of multidimensional poverty
were more than twice as high for rural Colombians in 2017, when compared with those in urban areas
(Radinger et al., 2018). Moreov&olombian families with thaighest levels of multidimensional
povertycontain a pexan with a disabilityPinilla, 2018). Delivering inclusive education in rural
schools has contespecific challenges. Teachers struggle with managing the demands of multigrade
classes and adapting curriculum materials that have been developed fomobagrade schools
(Bolafios, 2017). Furthermoreyildings are less accessible and teachers have fewer materials when
compared with schools in urban settinDsiérte, Garguilo & Moreno, 20}2
With the aim of addressing the low learning outcomes of Colamtiildren living in
poverty in rural areas (Colbert & Arboleda, 2016), the Escuela Nueva model was first developed by
Colombian educators in the 1970s. Subsequently adopted in many rural areas, it currently accounts for
8% of all children enrolled in priary education in Colombia (OECD, 2016, p.136). Considered a
Opioneering ref or mpitiscimsideredagno, o d2 0eOx8a, mppl .e 4o6f5 )6 wh a't
rural, southern contextsy international organisations, such as UNESCO and the World Bank
(Foundaibn Escuela Nueva (FEN), 2017Z¢hildren who access Escuela Nueva schools have better
outcomes in terms of learning, seteem and social skills, when compared with similar children in
other schools (Forero et al., 2006; Hammler, 2017). However, tharobsthat exists has focused
upon outcomes and levels of implementation, and while there is reference to diversity in terms of
gender and socieconomic status, there has been nonerétfiats tochildren with disabilities.
Descriptions of the model ingHiterature appear to suggest that it has elements that could
support the education of children with disabilities: adopting a leaaw@red approach within a multi
grade class, children of different ages and abilities learn at their own pace, th@pgbvision of
selffi nstructional |l earner guides; and children sup
involved in student committees that contribute to decigiaking in the school. Addressing the
concerns of rural multigrade teachefsijdaren work through multigrade materials, while the role of
the teacher is that of facilitator, who guides and assesses their progress. Furthermore, in contrast to
traditional models of teacher training in Colombia (Kamenopoulou, 2018) teachers a@ trsiimg
the same principles and materials as those that they will use in the classroom. Moreover, they come
together to problersolve in monthly meetings, as well accessing a virtual meeting space online
(FEN, 2016). However, despite its promise, thexe lieen very little research regarding teacher
practices, and none that has explored how the model addresses the needs of children with disabilities.
My research comes at an interesting period in the evolution of inclusive education for
children with disibilities in Colombia. The lateBtecree 1421 (MEN, 2017a) aims to offer support to
teachers, children with disabilities and their families through the provision of a learning support

teacher for schools, an individual planning process, and systemsdiradte teacher training and



skills. Being such a recent reform, there has been little research on how this is implemented in rural
areasr, specifically Escuela Nueva schools. Consequently, my research provides a timely
opportunity to explore how theseds of rural children with disabilities are understood and addressed

within Colombian Escuela Nueva schools.

1.1. Rationale for choice of research topic

As a UK-trained Educational Psychologist and international consultant, | have had experience of

advising international negovernmental organisations (INGOs) based in a number of countries (e.g.
Afghanistan, Colombia, Moldova) that were seeking to impldrmetusive education. As a

passionate advocate of inclusive education for children with disabilities in a mainstream setting and
skilled in gaining childrenb6s perspectives using
alongside NGO staff, familiemnd children with disabilities in rural settings. However, when

advising ministers with scarce resources to allocate, | increasingly began to question the applicability

and sustainability of my own concephdpedticesnati on o
country contexts that were vastly different to each other and my own. Completing my MPhil on

Education, Globalisation and International Development at Cambridge in 2017, | discovered literature

that validated my concerns about the expoftiafthern models of inclusive education to countries of

the Global South. During my subsequent research on the experiences of children with disabilities in
mainstream Colombian state schools, it became apparent that the teachers who were most confident in
educating children with disabilities were those who had had experience of multigrade teaching in rural
Escuela Nueva schoolé\s a positive example of a homegrown model grounded in the contextual

realities that rural Colombian teachers face, | was imddgo know how it might include children

with disabilities: could the concerns that Colombian teachers have about inclusive education be

addressed within a model that Colombian educators had designed? With there being no research that

gave an indicationsawhether this was the case, | was interested in exploring this question.

1.2 Focus on disabilityi inclusive education

Inclusive education is often conceptualised as a broad term advocating the meeting of the needs of all
learners. This broad definitiacknowledges the intersecting aspects of diversity that can impact on a
childdés experience of teaching and | earning, suc
(Mizunoya, Mitra & Yamasaki, 2018). While my research acknowledges and explores these

intersections, the focus is primarily disability. Children with disabilities are most at risk of being left

behind in education by 2030, having been identified as the most excluded of marginalised children
(UNESCO, 2014). This is particularly the case indand middleincome countries, whe@&)%do

not attend school (UNICEF, 2014). Furthermore, the conceptualisation of inclusive education

remains strongly linked with disability throughout Latin Amerib&a(chesi, Blanco & Hernandez,



2014). Consequently, ware | refer to inclusive education in the thesis, this signifies disability

inclusive education.

1.3 Language and terminology
Drawing on the Brandt report (1980) terminology, | use the terms global North and South throughout
this thesis. The use ofthesee r ms does not refer to binary, geogr
shorthand for a complex of inequalitiesd (Meekos
powerful countries in the North and those with less economic resources in the Hoaiflisparate
historical, economic, political and social contexts that exist in countries of the South are
acknowledged and reflect a limitation of the terms. However, all share a legacy of colonialism and
continuing economic, cultural and social inetpsgtthat result from globalisation, which is controlled
and perpetuated by countries in the North (Santos, 2012).

Defining which countries constitute the idea of Latin America, and who determines this, is the
subject of longstanding debate (e.g. see Mlign2009; Gobat, 2013). Furthermoas,a region
considered part of the Global South (Santos, 2012), it is often overlooked in research and debates that
pertain to the South (Grech, 2017; Kamenopoulou, 261&ngn & Gémez, 2019 | use the term
Latin America to refer to Central and South America, and draw substantially upon literature published
in the majority languages of Spanish and Portuguese (Marchesi, 2019).

| use persofiirst language to describe and denote disability ¢iddren with disabilities).
Used in the majority of the Southern literature, including Colombian policies, it involves focusing
upon the person as an individual, rather than their being defined by their disability. | define disability
using the biopsyabsocial model developed by the World Health Organisation (WHO) (2001), which
acknowledges the interrelationship between a chi

intersects to create each individual experience of living with a disability.

1.4 Structure of the thesis

My thesis consists of 12 chapters, which are divided into four parts. Chapgt@rsvide the
background to my research. Following this introduction, Chapter 2 provides an overview of the
education of children with disabilisen Colombia Chapter 3 contains an introduction to Escuela
Nueva, and reviews the literature that has focused upon the model. Chapter 4 progidew of the
Latin American literature on disability and inclusive educatiart two (Chapter5-6) provide the
description of mygualitative methodologgnd the research site. Chapter 5 desciiiesnethods

used to explore the muyllie-case study approaemd Chapter 6 introduces the research context and
the participating schoolsPart three (ChaptersI/l) provides the findings and discussion. The
findings begin with an exploration of participan
support children with disabilities (Chapter 7). Chapter 8 examines the ways in which teachers

addressetheneeds of children with disabilities using the EN approach, whilst Chapter 9 explores the



factors that influence a teacherédés capacity to d
opportunity to respond in a chapter dedicated to their viewag@h 10). | conclude this section with

a general discussion of the findings (Chapter 11). Bringing the thesis together, | finish with a

conclusion, which outlines the contribution of my research and this is followed by the policy

implications, limitatiors and suggestions for future research.



Chapter 2: The education of children with disabilities in

Colombia: insights from policy and data
Ensuring that all children receive a quality, inclusive education is a key goal in the Colombian

Government d6s rur al e dkocusingiummthepetuaation 6f BHiddkenwith 0 1 7 b ) .
disabilities, this chapter summarises the Colombian journey ttavwaclusive education, and provides

insight into the systems which aim to identify and support them. The chapter has three sections.

Section 1 begins with an overview of the legislative journey towards inclusive education. Section 2
describes the modef disability and terminology adopted in Colombian legislation followed by an
explanation of how children with disabilities are identified, the intersections that impact upon them

and where they are educated. Section 3 outlines the routes to becomuites tebere it is revealed

that they receive very little, if any, training on how to address diverse populations.

Section 1: The legislative journey towards inclusive education
The evolution of education of children with disabilities builds upon a kistbcare by families and
religious groups and, in the 1980s, special schootieg Yarza, 2005 for overview). Most pertinent
to this research, the recent progress of Colombian legislation and policy towards that of inclusive
education can beategorised into three broad phases: establishing the right to education for children
with disabilities (199195), the development of systems that promoted educational integration of
children with disabilities into mainstream schools (1:2968) and a comitment to delivering
inclusive education since 28QManjarrés & Velez, 2020). Summarised with an overview of key
|l egislation in Figure 2.1, the evolution of Colo

sections.

2.1. Establishing the right toeducation (19911994)

The first significant shift towards educating all children with disabilities followed the World

Education Conference, held at Jomtien, Thailand in 1990, in which nations agreed to address the basic
learning needs of all children,apdr ovi de O Education for AlIl & (EFA)
upon thisthe Colombian Constitution of 1991 formally recognised education as a fundamental right

for all children between the ages of 5 and15 (Colombian Congress, 1991). Given the diversity of
regions throughout Colombia, the 1994 General Education Law 115 (Colombian Congress, 1994)
subsequently operationalised the commitment to educate all through the devolving of key
responsibilities for education to certified districts or municipalittesifades Territoriales

Certificadas ofETCYg. Secretary for Education departments were tasked with guaranteeing education
services from prg@rimary to secondary education, managing education personnel and educational
funding, and supervision of private institutioRnzo, Rodriguez & Gonzalez (201&rgued that this
period constituted the first acknowledgment of C

response to the marginalisation of large sectors of its population. HoWewveza et al. (2018) noted



that, while both pieces of legiglon appeared inclusive and increased access to education, the way in

which ETCs subsequently implemented the legislation, in fact, resulted in an increase in segregated

schooling for children with disabilities, which is discussed next.

Figure 2.1

An overiew of key Colombian legislation related to the education of children with disabilities
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2.2. Educational integration (19952008)
The period between 199808 produced a series of laws and decrees aimed at operationalising and
buildinguponthe&Ge ner a l Education Law of 1994. Commi ttir
educational integrationo, Decree 2082 ( MEN, 1996
schools were providing a flexible curriculum and evaluation system, alahghei provision of
support teachers for individual children, related to their disability. In 1997, Law 361 committed ETCs
to ensure that children were educated within the
1997, p. 4) a phrase introdted by the US Congress irethducation for All Handicapped Children
Act of 1975 (US Congress, 1975). With the aim of integrating children with disabilities into existing
mainstream schools, Law 361 established the option of specialised support classtoumeer,
Correa et al. (2018) argue that rather than promote the education of children with disdbdities,
aforementioned legislatioronfirmed the perception that they required a form of expertise that could
not be offered by mainstream teachersstleading to their being seen as the responsibility of a
dedicated special needs teacher, rather than part of the regular school community. Law 361 also
aimed to normalise rehabilitation servicesrbgulating the mainly private institutions that offered
education and rehabilitation services and extending their offer to children in mainsiHeamver, it
is contended that this had the unintended consequence of segregating children into special rather than
mainstream schooling (Blasco & Moreno, 2020). iM/the plan was to provide rehabilitation
services in mainstream schools, the reality saw private institutions contracted by ETCs to provide
their services. In doing so, they became more visible as a viable option, with more expertise and
established pragmmes (e.g. rehabilitation, training) than mainstream schools, which resulted in
more children being channelled towards special schools by the mainstream ones (Correa et al., 2018).
Later legislation (Resolution 2565, MEN, 2003, p.5) acknowledgedrénd tand aimed to increase
integration by also requiring special schools to
integration for nordisabled children. However, Blasco & Moreno (2020) argue that there was no
monitoring by the ETCs, anahile institutions committed to becoming more mixed, in practice,

changes in the special school population did not occur.

2.3. Inclusive education (2002020).
The term inclusive education was first used.aw 1346 (Colombian Congress, 200@)which the
Colombian Government ratified the UN convention on the rights of person with disabilities
(UNCRPD) (United Nations (UN), 2006)Article 24 ofthe convention committed the country to
establish laws and systems which would support the inclesiveation of all children. Acting upon
this, theperiod was dminated by three significant pieces of legislatidime first of these, Decree 366
of 2009 (MEN, 2009), required ETCs to contract approved fdiddiplinary teams and providers to
diagnosealti | dés disability. Using diagnosis figures,

plan provision and contract support personnel. This inclatieshst one pedagogical support person



per educational establishment reporting between 10 and d@nssuwith cognitive impairmeniThe
second major piece of legislation, Law 1618 of 2013 (Colombian Congress, 26d8&jinex
disability using the biopsychosocial mode¢he model that acknowledges the interrelationship
bet ween a c¢ hidnadntedndgranménbalsaintraddcedttbe requirement for all
agencies to identify barriers to learning using a riggiatsed approach to educating children with
disabilities and make reasonable adjustments to address them.

Providing themmediate context for my research, the most recent legislation, Decree 1421
(MEN, 2017a), is a signficant milestone in Colombian legislation that mandates fundamental changes
for the support of children with disabilities in mainstream schools. Drawing tingobiopsychosocial
model, the Decree establishes new requirements for provision and processes that directly affect the
education of children with disabilities in all educational instistutions, including state, private and
contracted services. Outlinedl detail in Table 2.1, the Decree is targeted at a range of levels in the
Ssystem. These include the provision of |l earning
Reasonabl e ?(RIAR) toschildrennThis i6 targeted at those who schadf &lentify as
needing support and there is no a longer a requirement for a medical diagnosis. Having identified a
chil ddéds needs, teachers have been instructed to
repeat a year have a guaranteed plasehiool.

Decree 1421 appears to have the potential for transformation of the system towards one that
draws upon a biopsychosocial approach, but as this is only recent there has been very little research
on its effectiveness. The only published researab @onducted by Diaz, Bravo & Sierra (2020), who
sought to analyse the challenges and opportunities that schools face in the implementation of the
Decree. They delivered three training sessions to 11 rural teachers, with a focus upon the
implementatonobecr ee 1421. Through their analysis of
they explored teacheroés attitudes towards incl us
been implemented in schools. A key finding was that the presence@éthee did not necessarily
guarantee a change in teacher practice or better quality education for children and that its
incorporation required time and processes that addressed the local cdhiexXinding reflects a
wider pattern in the inclusive edatton literature of Colombia, in which there has often been a gap

between that of policy and practice (Pa@&ampo & Rojas, 2011; Kamenopoulou, 2020)

Table 2.1

2 Plan Individual de Adjustes Razonables



Summary of the Decree 1421 requirements on ETCs, schools and teachers

Implementation

level

Decree 1421 requirements

Entidades
Terrioriales
Certificadas

(ETCs)

ETCs should submit a éprogressive in
medium and longerm goals which outline the current situation, plans and funding
requirements to improve access to inclusive education for children with disabilitie

These plas will be monitored by the Ministry of Education.
ETCs must prioritise teacher training within the PIP.

ETCS are required to structure and monitor the education of children with disabil
to ensure that it is inclusive in all educational institusid including private, public or

externally contracted.

Children should be enrolled at their nearest educational institution, in order to en:

that children are dispersed across all schools rather than being concentrated in ¢

Clarifies concerns about Law 366 of 2009 by explicity drawing upon a biopsycho
understanding of disability and affirms that a child does not require a diagnosis t

receive support.

School

Learning support teachers will be assigned acrosgpgroluschools to provide suppo

for teachers in planning for the inclusive education of individual children.

Schools are required to implement a new planning process called an Individual F
Reasonable Adjustments (PIAR), which is to be initiatesthools by the class
teacher, in conjunction with a designated Learning Support teddbeerite de

apoyq, the family and other services involved with the child or family.

The family is acknowledged as a key actor and a vital source of ideas for deyelo)

reasonable adjustments and supporting transition.

Classroom

Teachers are required to plan lessons that address the individuality and diversity
children in their class, based upon the principles of universal design for learning

Teachers should use flexible assessment as a part of reasonable adjustments ai
estdlish their own criteria for school promotion. If a child fails the year, they mus

guaranteed a promotion for the following one.

Section 2: The identification and education of children with disabilities
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To understand who children with disabilities are, and where they are located, requires a common
understanding of disability and measures that capture this across the country. This section begins by
exploring how disability is conceptualised in tjleballiterature, before considering the number of
children with disabilities in Colombia, the intersections that affect their learning outcomes and finally,

where they are being educated.

2.4. Defining disability in Colombia: The evolution of models and termiology

A central theme in my research has been to explore how participants understand and define disability.
To contextualise the findings, this saection describes three models of disability that have
characterised the global debates &atbmbian legislation, before exploring the evolution of

terminology used.

2.4.1. Models of disability
To understand how disability is conceptualised in Colombian legislation and the local culture requires

an overview of different ways in which it haselpeframed at the global level. Common to many
countries in Latin America, Col ombiabés | egislati
understands disability as an individual deficit to one that recognises the interaction between their

condition and the local environmeriRdva Ocampo & Rojas, 2011). Summarised here for clatity

modelthal ocat es the &éproblemdb of disability within 1
considers the cause to be physical, psychol ogi ca
Wat son, 2002). Wiindividual medioatcaréomdealthpr rehabilitdtiorn g

professionals, management of the disability is aimed at a cure, personal adjustment or behaviour

change by the individual in responsetpiNor wi ch & Lewi s, 2 0Magbeen Howeyv
criticised for its reductionisoverly medical approach, which constructs disability as a personal

tragedy (Arnaiz, 2003; Ainscow, 2005). This perspective ignores the strengths of the person or the
influence of the environment on the ways in which disability is experienced and oodgfstheita

& Calderdn, 2014). Focusing on the role of the environn@lnter (1990), a UKbased disability

activist, created the social model. This radically redefined disabgity socially created problem,
determined by o0ne éasa ckhanactéristioaof imeindiviqual.r Makingar t h
fundamental distinction between impairment and disability, while it acknowledgepltlyatcal,

sensory, intellectual, or psychological differences may cause impairments, the ideasthat

inevitably leado disability is contested. Instead, under this lens, it is external oppressive societal

structures that create barriers that are disabling (Armstrong, Armstrong & Spandagou, 2009).

However, the most recent definition of disability adopted by Colomhéo(fibian Congress, 2013),

reflects that described in the UNCRPD (UN, 2006) and SDGs (UN, 2015): the biopsychosocial

model, developed by the World Health Organisation (WHO, 200h)i B model combi nes ¢

the medical and socilhdat madpéssomwmdacknmpmpevli eelgee of
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the interrelationship between the individual and
Re f | e c tlstainatiomal Ctassification of Function and Disabi(i{¢gF) (WHO, 2001), it frames

disabiity and functioning as a result of the interactions between health conditions and contextual
factors (WHO, 2002). Contextual factors can be

or personal (e.g. gender, race, age, fithess, education) (\&6{Q, p. 17).

Figure 2.2
The ICF model of disability and functioning (WHO, 2001)
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Il lustrated in Figure 2.2 above, the | CF model f
identification of three interconnected areas. The first is body function and structures, which refers to
impairments, such as a hearing difficulty or idiffty speaking, while the second, activity limitations,
pertains to difficulties in performing activities (e.g. walking or eating). Finally, participation
restrictions are problems with involvement in any area oflifeor example, being refused accéss
an afterschool club or inaccessible buildings (WHO, 2002). Moving away from the binary of
disabled/nordisabled, Padilla (2010) describes how in this model disability is, instead, considered a
continuum based upon difficulties encountered in any dhede areas of functioning.

Accordingly, the Colombian legislation now references the UNCRPD (2006) in its adoption

of the biopsychosocial model:

Persons with and / or in the situation of disability: Those persons who have physical, mental,
intellectud or sensorial deficiencies in the medium and long term, who, by interacting with
various barriers, including attitudinal barriers, may impede their full and effective

participation in society when in similar situations to others. (Colombian CongressR20}3

2.4.2 Terminology
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Terminology in legislation has also evolved since 1991. Betweend@®1, Colombian legislation

used the term Opeople with | imitationsé. This ¢
(MEN, 2002),inorderto ef | ect Col ombi ads ratification of 't he
elimination of all forms of discrimination against people with disabilities (Organisation of the

American States, 2001). Additionally, Decree 3020 introduced the term Special Echlddéeds

(SEN), which regulated the introduction of support teachers in schools. While there is no explicit

definition of SEN given in the legislation, the Government guidance (MEN, 2006a) seemed to suggest
that a chil dbdés speci alxtraesdpport theyireguired carised by theire f er r e d

medically defined disability, as described below:

Each territorial entity will organize the educational offer for populations with special
educational needs due to their condition of motor, emotional, cogntigrtél retardation,
down syndrome), sensory (deafness, blindness, deaf blindness, low vision), autism, attention

deficit, hyperactivity, exceptional capacities or talents. (MEN, 2006a, p.4)

However, Pérez et al. (2020) have criticiteel Government leéglation, noting that the use of

terminology has been inconsistent. For example, the terms SEN and disability were subsequently
replaced with the single term édperson with disab
UNCRPD, Decree 366 (MEN2009). Despite this, four years later the term was againindeav

1618 of 2013 (Colombian Congress, 2013). This anomaly was subsequently amended in the latest
Decree 1421 (2017), in which there whersisan return
explicit reference to SEN PmofiesEnbamgng Edudaten Regewu s ed o
website page on Colombia (UNESCO, 2020a). Despite this recent clarity, Pérez et al. (2020) note

that the mixed messages have led to different tegimglused interchangeably in community

parlance.

2.5. ldentification of children with disabilities

Themost recent census conducted by@emsus of the National Statistics Department estimated that
7.06% of the Colombian population have a disability, which includes 6.67% of the male and 7.45% of
the female population (DANE, 2018). Using the same measures, the data suggests that 3% of all
children (aged @18 years) have a disability, which includes 3.5% of children between the compulsory
school ages of 5 and15 years. There are two national sources of information from which the number
of children with disabilities can be ascertaihékhe fist is a general population household census,

while the secondhe schocbased Integrated Matriculation System (SIMATs a system for

3 Necesidades Educativas Especiales (NEE)

4 A third source used to measure disability rates in Colombia is the Retfistry for the_ocation and
Characterization of Persons withsabilities (RLCPD), currently led by the Ministry of Health and Social
Protection (MSPS). However, | was unable to source dfakkd data from this

5 El Sistema Integrado de Matricula
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managing the enrolment of students in preschool, basic and secondary edWhiien.
acknowledging the difficulti® in measuring disability prevalence in Colombia, the SIMAT data
suggests that the matriculation of children with disabilities has risen year on year since 2010, when
there were 107, 358 children to 194,901 in 20¥0rise of 55%. However, the SIMATfires
identify thatonly 1.92% of children as having a disability, which is less than the 3.5% that the census
suggests are of school agehe reasons for this disparity are likely to include the consideration that
many children with disabilities are oot school (discusseid the next section, 2)6 In addition, a
closer examination of the SIMAT and Census forms suggested to me that an additional factor could
be that numbers are being underreported overall, as a result of the language used onapeidata ¢
forms (see Appendix A for further discussion).

Despite the complexities of capturing data, both methods do provide an insight into the nature
of childrends needdheSMATbdata dsks schooldto thboseronercafegawya vy s .
that kest describes the child, whereas the latest census focused upon functional difficulties, meaning
that children may feature in multiple categories. Using the 2019 SIMAT data, Figure 2.3 below
illustrates that the largest category is that of intellectuabidisy: just under half of children
(49.43%) have been assigned to that group. Psychosocial difficulties constitute 15.57%, while

sensory difficulties (vision, hearing) are much less (5.29% and 4.2%).

Figure 2.3
Category of disability ofhildren attending school (aged1B years) based upon SIMAT data (2019)
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In contrast, the census form draws upon the Washington Group questions, which allow parents to
identify multipe difficulties that their child may be facing, graded upon a scale of difficulty (see
GomezLondofio, 2018)lllustrated in Figure 2.4 below, the census responses suggest, similar to that
of SIMAT data, that learning was the main difficulty that childeeniified with disabilities
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experienced. However, the percentage is much less than in the SIMAT data (17% in household data
cf. SIMAT 49.43%) With the capacity to provide a more nuanced picture of the functional
difficulties children experience, Figured2below illustrates that in addition to learning,

communication and seeing are the main difficulties that affect children throughout Colombia.

Figure 2.4.
Functional difficulties experienced by Colombian children with disabilities, agE®]l Based upon
census data (2018)
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2.5.1 Intersections that affect experiences of rural children with disabilities
For my research, | adopted the biopsychosocial definitiatisability, which acknowledges the
interaction between a childés condition and thei
on rural children, it was important to acknowledge intersectional factors that affect the identification
and experienceof children with disabilites. €«mp ar i sons of Col ombian child
have consistently demonstrated that children living in a rural location have significantly lower scores
than those of their urban counterparts (Ramos, Duque & Nieto, @@20ez, Rodriguez &
Rodriguez, 2021). The Government has attempted to address the rural gaps through provision of a
series oWorld-Bank funded Rural Education Programf&ghich were begun in 1999 and
introduced the provision of flexible models of edumatof which a central element was the Escuela
Nueva approach (MEN, 2012, 2015c). Most recently, the paamm@dpromised a commitment to

6 The World Bank funde Proyecto de Educacih Rural(PER) ran from 19992008 and was followed by
PER I1 (20082015). See Carranza (2019) for detailed overview.
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comprehensive rural reform, part of which formed a Special Rural Educatidn(RREN, 2017a).
However, while gapbetween rural children and their urban peers have reduced, inequalities remain
(Echazarra & Radinger, 2019).

Researchers who have explored why rural chilth@re poorer academic outcontkan their
urban counterparts have identified a number of factdrsse include, among otheascombination
of rural poverty, rural school infrastructure, the effects of the conflict and the intersection of race
(Ramos, Duque & Nieto, 2016; Gomez, Rodriguez & Rodriguez, 2@2é3pite a decline in rural
povertyin thepast decade, multidimensional poverty was still more than twice as high for rural
Colombians in 2017, when compared to those in urban areas, and remains particularly acute in remote
areas (Radinger et al., 2018). Poverty is described as both a causaseulience of disability
(Groce et al., 2011; Mitra, Posarac & Vick, 2013), &mlla-Roncancio (2018)liscovered that the
levels of multidimensional poverty and deprivation in Colombia were higher for people with
disabilities and their families comparedth other groups. In addition to higher levels of poverty,
rural communities were the most affected by the 50 years of conflict, resulting in high levels of
internal displacement (Internal Displacement Monitoring Ce@b&5. The slow progress of the
promised peace reforms has led to social unrest and community leaders promoting a peaceful
transition are increasingly at risk of assassination by paramilitaries (KROC institute, 2020). Given
that this risk has extended to teashia the past (Novelli, 2010; Vega & Bajaj, 2016), MEN (2017d)
acknowledges that children who have been affected by the conflict continue to have the widest gaps in
learning when compared with their peers. Compounding these inequalitieghildan learn in
schools that have fewer resources when compared to their urban counterparts (Duarte, Garguilo &
Moreno, 2011).Consequently, rural poor boys and girls have much lower outcomes then their urban
equivalents. Moreover, there iggewing gap betweeboys and girls, with the former being less
likely than the latter to complete primary school (97.4% girls cf. 92.84% boys, (UNESEO
2015), which reflects a wider trend in underachievement of boys throughout Latin America (see
Murphy-Graham et al., 2021
A further factor that intersects with rural location and s@donomic status is that of ra@dro-
Colombians and indigenous people represent 11% and 3% of the population, respectively (DANE,
2018) with the majority in poorural areas (Barrera, 20L4tructural racism has received little
attention and the experiences of many communities in Latin America have been historically erased
throughthenatiom ui | di ng ¢ o n c®émixture fNfadeH2006;Morerdigureads:
Saldivar, 2016). Howevewithinthis concept her e exi sts a o6graduated sca

(Nascimento, 2007, p.17), where people with lighter skin are more likely to be wealthy and receive

”Plan Especial de Educaci Rural(PEER)
8 Pron. Meste&A-hey
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more education. Similarly, in Colombia, Wade (2005, 2017) noted that mestiZzaplombia

remains shaped by a clear racial hierarchy that marginalises indigenous ax@blsintbiars.

Despite children with disabilities being identified by the SIMAT and Census systems, thedats no
availableon theoutcomes of children with sabilities (MEN, 2017c), and neither is there analysis of
how this intersects with other factors. Acknowledged as a gap in the data by DANE (2020), future
censuses intend to adopt an intersectional approach to data analysis, which will include gender,
disability, location, race and socieconomic status. The need for this, coupled with the research
presented in this section, emphasises the importance of gaining rigorous, contextual data on children
with disabilities that acknowledges the interaction oirtbendition with the context in which they

live and are being educated. Having examined how disability is understood and how children are

identified, the next subection examines where children are being educated.

2.6. Where are Colombian children wih disabilities being educated?
While the SIMAT data provides some insight into the number of children with disabilities being
educated in state schools, data on the number offataded or private special schools, or how many
children are attending them, does not appear to be aweaildbiis is consistent with the wider
literature across Latin America, in which it is acknowledged that not only are there few statistics on
children with disabilities in school systems in Colombiglgsco and Moreno, 202Qut also, that it
is not knowrhow many special schools exist in the regiBREI 2018, 2019; FIADOWN 2019;
Marchesi, 2019) While public special schools exist in Colomt#agieros (2010) noted that many
ETCs have stopped funding public special schools and instead, contract petiatédns to educate
children. Orjuela (2015) reported that the institutions chosen by the ETCs are based upon cost, and
there is very little monitoring of the quality of provision. Furthermore@beernment do not hold a
register of all private entés that provide education (Correa & Castro, 2016), and while private
mainstream schools are required to register children using SIMAT, private institutions offering
special education are not. ConsequemiN (2015b) estimate that 20% of children wiikabilities
receive private education, but they do not specify whether this is private mainstream, special or both.
A further group that remains invisible within the Colombian system are those children who
are out of school. The latest data suggests that 4% of the richest children and 7% of the poorest
children are out of school (UNESCGIS, 2018). While there are noncrete figures regarding
which of these are children with disabiliti€orrea & Castro (201&stimated that around 125,000
children are excluded from school. However, a further question is whether these children have never
attended school or droppedtoA feature of the Colombian school system that exgcerbateut

of-school figures is that of grade repetition. Despite numerous changes in the legislation to address

17



historically high levels of grade repetitfoand subsequent drop owtpeating the year has a

if avourable reputationd in Colombia (OECD, 2016,
accountability (e.g. see Correa et al., 20I8)e latest figures suggest that approximately 16% of

primary children and 27% of secondary children in Colombian schools are two years or more over the

age that would be expected for their grade (Plan International & DANE, 282&)mbination of
repetition and becomi ng oV etoaferteattainnant andareadeshegr a d e
risk of dropping out (Garci¥illegas et al., 2013; Barrera, 2014). This is a particular concern for

children with disabilities, according to the 2019 SIMAT figures: Figure 2.5 below illustrates that the
proportion ofchildren with disabilities reduces from a peak of 2.73% in the last grade of primary

school (Grade 5). It then reduces year on year during secondary grades to only 1.68% by the final

grade 11.
Figure 2.5
Percentage of children with disabilities who atied school in 2019, based upon grade
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Having summarised the legislation and data regarding the identification of children, the final
section examines the state systems aimed at supporting teachers in educating children with

disabilities.

Section 3: Teacher training and support

9Decree 23@MEN, 2002)establiskeda maximum failure rate of 5% per school, for those who scored

0i nsulyd iicn ethntr ee or more subjects a®Ogpistion had an
from parents and teachers to the change led the Government to amend the law (Decree 9290, 200
againallowing a childto repeat any gradeased omperformance across subjects, and teacher views on
whether they had made sufficient progress.
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An integral pat of the implementation of inclusive education in Colombia has been the practice of
teachers. This section describes the initial training processes, with it being argued that these have not

prepared teachers for addressing the needs of diverse classrooms

2.7 Initial Teacher Training

There are three main routes to become a teacher in Colombia:

9 Completion of a complementary programme in education and pedagogy (Programa de

Formaci n Complementaria) at a higher teaching school (Escuela Normal Superior);

9 Completion of a first professional degree in education (Licenciatura) at a university;

9 Side entry through completion of a postgraduate qualification or a programme in pedagogy.

Learning to teach through attending a higher teacher sdisoliéla Normal Superipivas

hi storically the main route t osfbectohnei ntge aac hteera cshce
two years of possecondary, notertiary teacher education. Typically located in smaller

municipalities with a population of less than 100,000 (Garcia et al., 28a8gnts from normales

can progress directly to the firgraester of their postecondary programme after completing an

upper secondary education with a focus on pedadmph{llerato pedaggico). In addition to

normales, the most common way of obtaining initial teacher education in Colombia is studying for a
first professional degree at a universityos educ
typically located in urban centres and large cites (Garcia et al., 2013) and allow graduates to teach at

all levels of preschool and school education depergdon the emphasis of the degree programme.

However, despite Government efforts to raise the status of teaching, professional degrees in education

at the university level are among those with the lowest numbers of applicants, attracting students who

are kss likely to have performed well in the school leaving examinationsGatral., 2013; Ban

et al., 2014).

2.7.1. Teacher training on diversity and disability
The quality of general initial teacher training offered by faculties of education igleces$ to vary
considerably between institutions (Radinger et al., 2018) and a common concern raised by trained
teachers is that there is a focus upon theory, with little opportunity for practice (Kamenopoulou,
2018). A key area in which initial teacheatining packages are lacking is that of preparing teachers
for working with the diverse populations and teaching contexts (Orjuela, 2015; Sdnchez, 2018). One
in three teachers teach in rural settings (Sanchez, 2018) and the Ministry for Education etahated
around 39,000 teachers worked in a mgitide setting in 2017 (MEN, 2017d). However, only a
small group of programmes have a focus on specific issues, such as rural, disability or ethnic minority
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education anjarrés & Velez2020). With regard tdisability, very few of the 443 general training
programmes in education in Colombia comprehensively address inclusive education (Radinger et al.,
2018). Furthermore, specialist courses on disability have been reduced sin¢Q@oéa & Castro,
2016).

Support for teachers after they graduate is guided by Govermurested national plans for
teacher training, for from which secretaries of education are tasked with contextualising and
developing a Territorial Training Plan fdeachers and School LeadérsHowever, Radinger et al.

(2018) noted that not all regions have the capacity and resources to develop effective strategies for
their schools. Furthermore, resources for professional development are limited and fewaterritori
entities can complement these resources with their own funds. This disadvantages poorer, rural

regions for whomdelivering training to the most isolated teachers is complex.

2.8. Summary

This section has described how Colombia has increased agdessa education for the vast majority

of its children, including those with disabilities, but outcomes are poor and intersections impact
greatly on a childbébs chances of succeeding or st
there is a commitent to include children with disabilities. However, training on diversity and

disability is lacking, and most courses focus on theory, rather than offering teachers-pasdide

courses. Thus, Colombia faces an important challenge: How can the coakégune that all

children benefit from their time in school? And how can it make sure that the school addresses the
specific needs of children from very different backgrounds, so that wealth, gender, disability or

location have less of an impactuponadhd 6 s | earni ng outcomes? For
seems to have found an answer in an innovative school model, Escuela Nueva, which is described in

the next chapter.

10 There was a decrease3ff programmes in special education approved by MEN, to 18 active
programmes in 205, of which 11 are offered at public institutions of higher education aing 7
private institutions. Of the 18 total prograres, 14 are universitgrogramsthreeare speciatied and
one is a masters program (Correa & Castro, 2016).

1 Plan Territorial de Formacin para Docentes y Directivos docentes
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Chapter 3: An introduction to Escuela Nueva

Escuela Nueva is@multigrade school reform, which was begun in the 19k@®ught to transform

the education of children living in rural areas of Colomtsieough providing them with one that was

tailored to their context. Developed by Colombian educators, its positm@ act upon rur al
outcomes meansithasbgem e sent ed as a good example of O&édwhat
by international organisations, such as UNESCO, UNICEF and the World Bank (Foundation Escuela
Nueva (FEN), 2017). Now deliveredhr ough FEN, and part of the Col c
plan for flexible, rural education (MEN, 2017b), the model has subsequently been exported to 13
countries of the Global Sodth This chapter provides an holistic overview of the medath

includes a history of its development in Colombia, practical examples of the tools and a critical

review of the literature that has explored its approach. With the aim of giving examples of learning
materials that are grounded in the Colombian odnieincludes photos of materials taken during the

fieldwork and details given by FEN staff about the process by which tools are developed.

3.1. The evolution of Escuela Nueva

The Escuela Nueva approach buil tichuhpdbrenan exi st i n
introduced into Colombia in 1962 as part of a Latin American pilot project by UNESCO (FEN, 2017).
Targeting small singkteacher schools, the unitary school maglas based upon children working
autonomously through a series steps, delivesiitguearning cards. Oscar Mogollén, an experienced
and creative teacher, became the director of the first unitary school and training centre for 150 school
in PamplonaNorte de Santander, before leading its expansion into three more regions (Mé&gollon
Solano, 2011). Drawing upon best practice from each region, the Colombian Ministry of Education
sought to roll out the model across rural regions, and appointed Vicky Colbert to theNat&oo#l

Director of the®E s ¢ u e | a '*Rreogiammerini1@76. A subsequent evaluation of the regions,
conducted by Restrepo, Tamayo & Londofio (1976), provided both an overviewsgitamic and

practical barriers that affected rural schools, and the ways in which the Unitary school model
addressd these. Barriers in rural schools included a transmission model of teaching that delivered a
curriculum that bore little relevance to the lives of rural children. With few resources, isolated
locations and poor teacher training, there was a high turmedveachers, who would migrate back to
urban centres. This resulted in poor outcomes and high levels ofrgatdion and drojout

(Colbert, 1987). Focusing on the suitability of the Unitary school model in this context, it identified
practical and sategic difficulties, including the impractical, tirs®nsuming task of copying and

implementing the learning cards, and the question of how to address the needs of children who

12 These includ®razil, Chile (Escuelas de Calidad MECE Rural), Dominican Repubtjoatorial Guineak!
Salvador (Aulas Alternativas); Guatemala, Guyana, HmaglM&ico, NicaraguaParaguay (Escuela Mita Iru)
Philippines, Vietham and Uganda.

13 Unitary School
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dropped out at harvest tinfRestrepo, Tamayo & Londofo, 1978However, theevaluation also
identified positive adaptations implemented by teachers and provinces. For example, to reduce teacher
preparation time, one province had created and copied materials for teachers. In another, an
American working for the Peace CorBeryl Levingeri created a team of teackeainers to
introduce the Unitary model into the most isolated and poor areas of Colombia. Recognising the
importance of peer support between isolated teachers, she supported theaneating additional
materials ad sharing their ideas on what worked in their context. With evidence to suggest these
strategies resulted in better outcomes for children and teachers, this began a process of ensuring that
the Escuela Nueva model addressed the contextual realitiesoohidal

Vicky Colbert subsequently created a steering group that incBeigdi Levinger, Oscar
Mogollén and a group of experienced, rural, Colombian teachers to find solutions for the issues raised
in the evaluation. Bunedi sghaopbd phegpessacvepl ed
which had been introduced into Col ombiads elite
Narvaéz, 2006; FEN, 2017; Hernand&itva, 2020), the team drew upon the associated theory and
approaches of Montess, Vygotsky, Decroly and Dewéito develop the approach they named
0 Es cuel dewNsScrmd(BEN, 2017). As explored further in Section 3.2 below, building upon
the ideas of these pedagogues resulted in new operational strategies to deal withf e and
age diversity, different paces of learning and rural living conditions. Furthermore, with a focus on
delivering the model at scale, each adaptation aimed to be technically, politically and financially
feasible in the Colombian context (Cetb& Arboledo, 2016). The model was subsequently
expanded to 8,000 schools during the 1980s, before fagimglly adopted by the Ministry of
Education in 1989 as part of their strategy to improve rural access to education. By 1992, it had
further expandd to 20,000 rural schools out of a possible 34,000. However, expansion to the
remaining 14,000 rural schools was affected by a nationwide decentralisation policy in 1987 (see
Becerra, 2012).) This led to the restructuring of teacher training in muitiepand insufficient
funding, subsequently resulting in a decrease in EN training support for teachers and hence, their
capacity to deliver the model (Colbert, 2013, Suarez, Pilar & Parra, 2015). Aware that the success of
the model required strong leadiip and attention to detail in its implementation and quality control,
Vicky Colbert established Foundation Escuela Nueva in {G8lbert, 1987).

Working within a highly decentralised system, the Foundation describes itself as a social
enterpris€ that receives funding via differing partnerships and projects with regional municipalities
and privatepublic partnerships (e.g. in 2019 these included Colombian companig2efcband

Totto). It currently works with schools that educate,®80 children in 73 departments aaxtounts

M While researchers have referred to EN drawing upon the works of Paulo Freire (e.g. see Azaola, 2016),
personal interview and emaibrrespondence with Director Vicky Colbert confirm they do not position their
model with reference to his work.

15 personalnterview with Vicky Colbert, Sep 2019
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for 8% of all Colombian students enrolled in primary education (OECD, 2016, pFLB&)ermore, it

continues to support the work of the Ministry of Education and has remained one of the main flexible
models ofeducatiof® advocated in the national rural education &N, 2018). In the past five

years, FEN have adapted the model for two further populations: urban schools and displaced and out

of school populatiorté. To differentiate between the different siens they have named the original

model O6Escuela Nueva Activab. My research focus
which | use the term Escuela Nueva (EN) based upon its frequent use in the academic and grey

literature.

3.2. Components of te Escuela Nueva approach

The Escuela Nueva approach encompasses a number of compbaewitzrk together as system
Theseinclude curriculum, school and community, teacher training and administration (FEN, 2017).
This section provides details of hdlaese components are operationalised and implemented in an EN

classroom.

3.2.1 Curriculum delivery
A core way of delivering the curriculum content is through textbooks, known as learning guides.
Colombia does not have a formal national curriculum (OEZIDG) and thgeneral education law of
1994 gives schools autonomy over their curriculpryiding schoolswith the flexibility to adapt
their curriculumtane et t he needs of t heandmuaextsThgMrstrydi ver se
for Educatiorhas, howeveiissued curriculum guidelines (MEN, 1®%andbasic competence
standards (MEN, 2@2) which aim to support the development of compulsory and core subjects.
Accordingly, the Escuela Nueva guides cover a range of stibjeagsee Table 3.13ndguide
activities are created by subject specialists in conjunction with a team of teachers, who are required to

have recent, or current, teaching experience in rural classrooms.

16 Twenty-three flexible models exist, including thasatfocus upon different ethnic groupad marginalised
groups who are at risk of being out of education. Of these, the most widespread reRdbUEDISCD, 2016)

17 Alternative versions include a) Escuela Nueva Activa Urbana, which is tailored to urban populations and b)
Circulos de Aprendizaj(Escuela Nueva Learning Circles), which supports children who do not access formal
schooling and provides learning with a focus upon seniotional skills.
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Table 3.1
A list of the learning guidtopics for grades prschool7

Grade Subject
Pre-school Play-based projects
" Preparatory maths
Transition Preparatory language
Maths
Spanish

Natural sciences
Social studies
Ethics & human values
Technology
Entrepreneurship & finance

Note:Listed from FEN (2015b)

lllustrated in Figure 3.1 below, iterations in content and style have reflected the changes in

Government policy, curriculum guidelines and individual requests from municipalities. For example,

in 2015, MEN introducethe natiom |[d e¢ echos b8sicas de apremdizajeb
maths and Spanish (MEN, 2015ahichidentified the expected knowledge and performance level
fromchildren in grades-11. To reflect this EN maths andpanishlearningguides createdince

2015 begin with a table which supports teachers
also increasingly attended to issues of diversity at the request of their funders. For example, the FEN
curriculum manager described how one region waitligh percentage of children with Afro

Colombian heritage requested, and funded, an extra chapter e&élfsmbian history. Similarly,

the most recent guides reflect the customs of different indigenous groups and include images of

children using wheeldirs.

Figure 3.1
Examples of evolving social studies guides: 1991, 2014, 201Tidglet}

Note: Guide examples sourced from FEN archives
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3.2.2. Learning guide structure

Each guide aims to provide learning for a year and is split intositions (called Units), which

mirror the four semesters of the academic year. Each Unit has a series of chapters, through which
children progress. As illustrated in Figure 3.2 below, new skills or ideas are delivered through a
common structure of thresubsections, based upon the ideas of learn, practise and apply. Having
introduced a topic, practice activities consolidate the new learning, while activities that apply the
learning in the school or home involve those that enable the child and teacheckavhether the
former has understood. Figure 3.3 provides an illustration of an activity taken from a social studies

guide.

Figure 3.2
Structure of learning guide activities

Guide chapter

A: LEARN B: PRACTICE C: APPLY

|

a A ( h a A
Explore existing Activities that
knowledge Consolidate new enable child and
Introduce new learning teacher to check
knowledge or skills child understands
N\ | J - J _ J
s N ( h ' A
e.g. discuss picture €.g. go outside and e.g. write answers
with group, read a explore, draw a to questions,
poem, think about poster, copy and interview family,
your own context complete a table present to class
. J - J _ J

Positioned by FEN as a learreentred education model (FEN, 2017), metated core principles

within the approach are that children should learn at their own pace and there should be flexible
promaotion between grades. Aiming to address the needs of rural families, who may require children
to help at home, children who stafiending for different periods return to school and begin from
where they last left. Thus, the focus is upon children learning and understanding the content

thoroughly before they are expected to move to the next topic.

25



Figure 3.3
Example ofearning guide activities

Learn: Children are asked to discuss in pairs t| Learn:Children are asked to read the poem out
senses and what they like and dislike eating, | loud, as a group, and point to the parts of the bg
touching, seeing and hearing. it refers to.

Learn:Children are asked to discuss how they| Practice Children are asked to work in a team af
would act if they saw other children teasing a | try and replicate not being able to see or heatr, ir
person O6who | acks c enpairs. Theyare then asif to try and communicat
Note: Photos taken from the FEN (2015a) social studies learner guide
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3.2.3. Classroom organisation
While many multigrade classes are formed of necessity in rural areas, due to the low numbers of
children (Little, 2006; Taole, 2014), the EN model adopts this approach by choice (Colbert &
Arboleda, 2016) . I nf or med Hbsythevrigggobleamikgy [éamingisl 9 7 8 )
understood to be a social process, whereby working collaboratively with others can enable students to
travel through what he termed the O6zone of proxi
what the studentam achieve alone and what they can achieve through praalimg in
collaboration with more capable peers. Consequently, peer learning is a central feature of the model,
and activities ask children to work in their graukesed teams. To support thisnfoof working, the
traditional Colombian classroom formation of rows is replaced by movable furniture, which is formed
into a hexagon to accommodate pair or graugok. With the aim of promoting autonomy and
curiosity in children, teachers create dediddé&arning corners that display the resources for each
topic, and are encouraged to include local materials and resources from the community. In addition to
accessing resources autonomously, children are also asked to sign themselves in using the self
regstration board. Furthermore, on adopting the Escuela Nueva model, each school is equipped with

a small library of books to encourage reading.

Figure 3.4

Examples of EN classroom organisation

Autocontrol ™.
~-.de asistencia;

i

Children sign themselves in Schools haveedicated library resources
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Fig. 3.4 cont.

PINCON DE |
MATEMATILA:

Learning corners with accessible material Classroom furniture organisation

Note: Photos takeim research school classrooms

3.2.4. Participatory tools
Childrenb6s participat i o Drawirgy upgon toeeAmerican philofophart ur e
and education thinker John Dewey (1916), who linked learner centred education with the
development of democratic ideas and skills within learrieese is a annual student committee
election. Children vote for senior roles (president, vice presidedtfontribute to democratic
decisionmaking through various student committees (e.g. environment, good order, wellbeing). The
model includes a strong focupan values and learning to live together peacefalynyivencia
Supporting this, classrooms have interactive displays, including a values board, a suggestions box and
a friendship mail board, where children can send each other positive messagesngisdraw

Figure 3.5
Photograph of friendship mail participatory tool

P

Note: Photo takerin research school classrooms
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3.3. Community

Given the diversity of populations that exist in Colombia, another aspect of the EN system is to

involve the locatcommunity. With purposeful attention to community relations and a strong

appreciation for the local culture, parents and the wider community are actively involved in the school

life, with local culture and knowledge being integrated into the curriculmillustrated in Figure

3.5, this includes children participating in events in the community, on behalf of the community (e.g.

litter picking) as well as parents running events in schools. Furthermore, children have-alag®le

homeschool book calledét r avel | i ng

culture, which have been chosen by the children as topics of interest. This enables parents who are

journal 6. In this,

unable to visit the school to have the opportunity to share their kngaveatl context with the school

and wider community.

Figure 3.6

School community noticeboard, which display
photos of the community events in the previol
year (lookingafter the environment, visiting a
national book fair, our right to vote, exploring a
sharing at the | ake,
no more abuse, chil
Note: Photcs takenin research schools

Travelling journal: A homeschool diary, which

travels between school and féies; dedicated to

sharing knowledge (e.g. family trees and histo
favourite recipes).

f ami

3.4. Training and administration

In order to make the EN model politically and technically feasible in such a decentralised education

system, FEN was aware of the need to engage and support the municipality and school leaders
(Colbert & Arboledo, 2016). FEN (2017) identified three mgjoases for the implementation of the
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Escuela Nueva programme. It begins with the awareness phase, in which meetings are held for
policymakers to discuss the model, its purpose and suctheyalsohave the opportunity to visit
Escuela Nueva demonstratischoolswhich are schools thaave been designated a local example

of good practicdoy FEN The second phase is the design and pilot phas&§ h2onths), which

includes workshops with planners, trainers, teachers of existing demonstration schools and teachers
from the adopting schools. The third, is the implementation and gradual expansienvphiah

includes a series of three-gervice teacher trainer sessions, as described in the next section.

3.4.1. Teacher role and training
A fundamental aspect of EN is that the role of a teacher is that of a guide and facilitator, rather than
someoneavho is imparting preorepared knowledge to the children. However, this can present a
challenge for teachers who have been trained using mainly theoretical models (Kamenopoulou, 2018).
Aiming to address this issue, thegarvice training involves activparticipatory workshops, in which
teachers work through their own learner guide in small tedrh&givesthem personal experience of
that which they will subsequently deliver to children (see example in Figure 3.7 belovijaihive
is divided into tinee courses of between 2.5 and 5 days conducted throughout the first school year.
The first session is an induction that addresses the EN aims and methodology, the organisation of the
building and classroom, developing the learning corners, establisetngent council, and basic
methods of group work. The second workshop takes place two or three months later and focuses on
using learning guides as well as managing a multigrade class through implementing flexible
promaotion. The final workshop is on téweg reading and writing and the use of the school library,
as well as a final review. Training continues through follgswproblemsolving workshops called
O6mi crocentreso. Located in demonstratidon schoo
guestions with other teachers and for the first year, with a FEN advisor, in an informal, non
hierarchical setting. Furthermore, FEN provides an online forum through which teachers can share

resources, raise questions and access materials.
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Figure 3.7

An example of the teacher training learning guide that teachers work through during FEN training

Trabajo en pareja %

2)-7 Comparto mis reflexiones con mi compaiiero.

:D— Leemos y analizamos el siguiente texto:

El Movimiento Escuela Nueva tiene sus origenes en el Siglo XIX, se desarrolié
alo largo del Siglo XX y contintia enriqueciéndose con nuevas experiencias,
ideas y practicas, en lo que va corrido del Siglo XXI. El lenguaje que vamos
a utilizar no corresponde con exactitud, al de los escritos originales de los

l.n[:llﬂles son lns apﬂ_l‘tes iniei;dores de este Movimiento. En consecuencia, al referirnos a algunas de
p o0 E BUB'B NUEVH sus ideas centrales, vamos a utilizar un lenguaje educativo contemporaneo,
del movimiento £S R que de ninguna manera lesiona el significado de las ideas originalmente
al Modelo Escuela Nueva Activa? o ) o : )
o Practice activities: work in a pair
@dammm : 2) Share my reflections with my
‘ n partner
¢ 3) Together, read arahalyse this
o text

“estudiante”, que ofrece una fonnactt}n que recon CaTacterT
l:::lduales dg éste y utiliza nuevos métodos como el aprendizaje activo'®.

Trabajo en equipo a&é

4 ) Discutim, 4
: 05 sobre cudles
A S 1ueron los principales ;
Escuela Nueva a laed 05 principales aportes del Movimiento

ucacion y cugles de e 7
Escuela Nueva Activa e cmoﬁ\ﬂ;:alu de ellos los retomé ¢l Modelo

Escribim § i
5\\ 0S nuestras (0|'IC|USIOI‘ICS €N nuestros cundcrnos.
-
7,

L SteRalE T
J /- Leemos con atencion el Siguiente estudio de caso:

Andrea una educadora rueva
Andres va babia eveind .

Work in a team

w 4) Discuss who were the main

i contributors to the EN movement and
, write our conclusions in our notebooks
5) Read the following case study
carefully (story of Andrea, a new
teacher é)

Note: FEN (2013)

3.5. Research on Colombian Escuela Nueva outcomes

Research on the learning outcomes and measures @stefm of children in EN schools have
consistently demonstrated that EN children outperform children who atterieihsnhools (Rojas &
Castillo, 1988Psacharopoulos, Rojas & Velez, 1993; McEwan, 1888¢apié, 2015; Hammler,
2017). Furthermore, research focusing on peaceful interaction concluded that EN methods had a
significant, positive impact on the peaceful social interaction of children, and an influence of the

school on parent participation inet local community (Forero et al., 2006). Drawing upon
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gquantitative data, in 1987, the earliest research involved using a dataset collected from 168 EN and
60 traditional schools, to compare student achievement in maths, Spanish, civic behawour, self
egeem, and creativity. Using this dataset, Rojas & Castillo (1988) concluded that EN schools had
significantly higher test scores than traditional ones in civic behaviour, social@®tept, 3 grade

maths as well as%and %' grade language. Thesesults were subsequently replicated by
Psacharopoulos, Rojas & Velez (1993), who also controlled for child and family characteristics as
well as school inputs. However, McEwan (200@¥ned that these results should not be accepted
uncritically. He arged that research that used fi6N schools as a comparison assumes that the two
are pedagogically distinct. Instead, qualitative and quantitative observation data has suggested that
many teachers6 practices i n ENsclooldywhidstssmer esembl e
6traditi on a lEd schoolaindepemdentlyiadopt sirilar multigrade practices (Benveniste
& McEwan 2000; Forero et al., 2006).

Addressing this, a mixed methods PhD by Hammler (2017) compared the learning outcomes
on children from EN and norREN schools across Colombia, using the outcomes of the natioral test
results of 3 and %" grade children from 2013. Having found that EN children outperformed their
nonEN peers, she focused upon one region to examine the Iéwelglementation using
observation and interviews. Countering the findings of McEwan (2008), she discoveleN that
schools implemented a | arger share of the model 6
the EN schools there was great variatio the level of implementation, with scores on an
implementation scale of 100 ranging from just 22.5 to 83.8. Despite this,aehilling for
socioeconomic status (SES), rural/urban location and level of model implementation, she found a
positive efect in the EN schools that was comparable to the difference of one socioeconomic level.
Furthermore, the model appeared to decrease the achievement gaps between gender in those schools.

A further criticism first raised by McEwan (2008) was that of sedadbias.Questioning the
external validity of the model, he suggested that the schools that first adopted the model were
enthusiastic volunteers, which may positively skew the outcomes for children. Similarly, more recent
research by Hincapié (2015) arguthat research has typically been conducted in regions where the
model is most establishedddressing both of these concerH#capié (2015) contratid not only
for the location and type of school, but also, the number of years the school had implemented the
model. Her results also suggested that children in rural areas outperformed their peefsNn non
schools at Grade 5, but that there was less ohpact in urban areas. This evidence would suggest
t hat McEwands ¢ on c-epmias isruefqirdeddandrthgit the madel coatihnuessta t
have a positive impact on the learning of primaged, rural children, regardless of whether they are

in a region in which the model is well established or where it is a recent innovation.

18 Pryuebas Saber in 2013
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3.6. Escuela Nueva: home grown model or a NortBouth-South export?

Descrithreav alsl ibng i dea and policyd by Schweisfurt

mocels (LCE), such as Escuela Nueva, have been promoted as a pedagogical ideal for the reform of

teaching by international and multilateral aid organisations, including the OECD, the World Bank and

UNICEF (Cerqua et al., 2014). Most visibly, this approadeaoning was promoted as part of the

Worl d Decl aration on Education for Al (UNESCO,

participatory [instructional] approaches are particularly valuable in assuring learning acquisition and

allowinglearners o r each t hei r fEscudladNseva apasuceassful eaaimple of Ci t i n ¢

SouthSouth policy transfer (OECD, 2016), the model has been adopted by 13 countries in the Global

South. Literature that has evaluated the impact within the first fevs péaoll out suggest that the

model was successfully adopted in Nicaragua and Guatemala (Baeesa, Chesterfield & Ramos, 2002;

KIl'ine et al ., 2002) and childrenbds | earning outc

2018). In contrast, thesre also examples that have been less positive, such as the experience of

Uganda, where a successful pilot was not successful when rolled out at scale, in part because the

materials and teacher support systems were not replicated over time (Mulkeen 8sH§§i9).

Despite LCE models being promoted as a O6panaceaté

educational progress in countries of the Global Sauitical theorists have problematised the

enthusiasm with which donor agencies promote these saddlits application in countries of the

Global South(Chisholm and Leyendecker 2008; Vavrus, 20@8)estioning its effectiveness,

Schweisfurthdés (2011) review of 72 case studies

Southern contexts,arguedttd . . . t he hi story of the i mplementati

riddled with stories oY) Futkeimbre, inereasingly ruanckd fandings s ma | |

from research in countries of the Global North suggest that progress usingpf@Baches is uneven

depending upon socieconomic status, gender and the subject being taught (Spiro & De Schryver,

2017; Power et al., 2019Kritical theorists who draw upon World Systems theory argue that the

global convergence onthe idea of LCErepeent s not an expansion of what

than progressé (Altinyelken, 2012, p.204). They

USAID) and international organisations (World Bank and UNICEF) have had a central role in the

globaluptake of LCE models (Verger, Altinyelken & Novelli, 2018). Furthermore, they contend that

it is often justified owing to its capacity to promote democratic behaviours and prepare children for

future employmenthus leading Tabulawa (2008.70 to assert that it represents a proadsshat

he describes as o6westernizationo; t hat i s, pr omo

doingsoinwaysthatacedi sgui sed as qual.ity and effective t e
Applying this theory to the adoption of Escuela Nueva in Vietnam, Le (2018a, 2018b, 2020)

critiqued the role of agencies such as UNICEF, USAID and the World Bank, which have been key to

its promotion and rollout. He argued that as a-tmst, LCEbased edcational intervention at the

primary level, the model aligns witdorthernv al ues and with the Worl d Ban
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reducing costs in countries of the South. Consequently, he challenged the idea of EN as Southern

model , ar gui mog adclradety (be)desarilzed ds d N&@thuth South policy transfer

rather than an equal cooperation and partnership
An exploration of the literature that has explored theaotlof the model to otmecountries

reveals that it has, indeed, been supported by international ag@ngiddSAID, World Bank) (e.g.

see Mulkeen & Higgins, 2009). Moreovas a social enterprise that receives funding from

Colombian municipalities as well as national anéiinational organisations, Foundation Escuela

Nueva does, of course, have an interest in retaining its positive reputation and highlighting how the

model can retain relevance with changing educat:i

articleodu | i nes how the model 6s success has relied up

from international agencies. Instead, Colbert & Arboledo (lbid.) describe four lessons that have been

key to its successful implementation in the Colombian colfteXhese include positioning teachers

as key actors of changea strategy that was evident from the inception of the madethich time

teachers constituted part of the original national development team. Furthermore, priority has been

givento makingthemd el O6easily replicable in the existing

response to the needs of different regions. Hence, Wageeethe models an LCE model which

reflectsthe interests of global agenciesL€2018a, 2018b, 202@haracterisation of ENMverlooks

the active, ongoing role that Colombians themselves have played in its success, whilst also ignoring

the research that emphasises the role of local actors and context. Instead, it can be considered as an

example where lo¢acontextual knowledge has contributed to finding solutions to complex problems

with which many of those in Southern contexts are grappling.

3.7. Disability and Escuela Nueva: an unexplored topic

Vicky Col bertdés moti vat i ganwitha detedn:atienltocagdreasghet he E N
inequality of access to education for rural Colombian children (FEN, 2017). Acknowledging the
intersections of poverty and |l ocation, the model
pace tcaccommodatetildren who need to miss schooling or enter late, due to the demands of the
agricultural calendar (Colbert & Arboleda, 2016). Furthermore, it provided learning materials aimed

at building upon childrends exi sluedrorgl sekimge wl edge a

Consequently, with regards to the diversity of learners within the EN research, there has been

191) Teachers and students need to be the key actors of the change; (2) the proposed improvements have to be
easily replicable within existing conditions; (3) the attitudinal change of teachers is positively affected as a

result of demonstrating that the ded was feasible, a good fit for its beneficiaries and that they could do it; and

(4) a systemic approach is necessary to impact simultaneously on the critical factors of success (Colbert &
Arboledo, 2016, p408
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consideration of SES, gender and location. However, while the existiffgdtided research has
highlighted chil drcemes therepae saatable gaps in the laeraturie.nTépe fiostust

that there are few accounts of children and teachers experiences of learning in EN classrooms (Suérez,
Pilar & Parra, 2015). Where the views of both have been sought (Benveniste and McE@®jan 200

Forero et al., 2006), in most cases lasgale survey methods have been utilised, which limits the

nuance one can capture of the classroom experience. Two pieces of research that involved the
utilisation of qualitative methods, were that of HammI€xl(2), who used senstructured interviews

with a smaller sample of teachers, and Suéarez, Pilar & Moreno (2015), who interviewed three

teachers. However, both focused their questions on adherence to the implementation of the model,
thus leaving a gap inties of capturing the perspectives of teachers or children and thereby providing
rich accounts of pedagogical processesthadtlassroom experience. Most pertinent to this study, is
thatthere has been no prior research exploring disability in term afdly in which the needs of
children with disabilities are addressed in the
diversity of needs, ages and stages of learning, and its focus upon building peer relationships and
community, | am interestkin contributing to the wider EN literature by exploring how EN addresses

the needs of rural children with disabilities.

3.8. Summary

In this chapter, the development and structure of the Escuela Nueva approach and the ways in which it
has been adaptddr the Colombian context have been described. Furthermore, it has been noted that
children who access EN schools have consistently outperformed their peersEN schools.

Having identified a gap in the research on disability and Escuela Nuevaxthehapter provides a

context for my study by critically reviewing the Latin American literature on disability and inclusive

education.

Chapter 4: A review of the Latin American literature on

35



disability and inclusive education

Central to myresearch is the importance of context for the development of inclusive education. This
literature review draws primarily upon the Spanighd Portuguesknguage literature that has

researched disability and inclusive education in Latin Am&iGummaising the main debates in the
literature, Section 1 explores how inclusive education and disability are conceptualised, noting that
ideas of inclusive education are dominated by models which emanate from Northern contexts such as
the UK and Spain. Secticghexamines how teachers address the needs of children with disabilities in
schools, and the lack of research in rural contexts. Section 3 considers teacher training and support.
Finally, Section 4 highlights the silences in the literature, while alsoraygiat Latin American

research is itself silenced in the field of inclusive education.

Section 1: Conceptualisation of models of inclusive education and disability
This section outlines the differing ways in which inclusive education and disabiligndegstood in
Latin America, whilst also describing the ways in which Northern theories dominate the framing for
both.

4.1.Conceptualisations of inclusive education

When describing the historical debates on disability and inclusive education in LaticAnthe

majority of the research frames their evolution based upon the influence of global agreements.

Describing education for children with disabilities as a human right, scholars build upon the 1948

Universal Declaration of Human Rights (UN, 1948yldhe 1990 Jomtien World Conference on

Education for All Conference (UNESCO, 1990), which led to an increase in access to education for

many children throughout Latin America (Radinger et al., 2018). The global introduction of the term
6inclusioné begaat with the adoption of the Sal ama
on Special Needs Education (UNESCO, 1994), which advocategthat e r nment s dadopt a
of law or policy the principle of inclusive education, enrolling all childreregular schools, unless

there are compelling reasons f dheWbrddiEdugatomt her wi s e
Forum in Dakar (UNESCO, 2000) broadened the definition of inclusion to include multiple

marginalised groupiseforedisability was again foregrounded within the education debates, with the

UN Convention on the Rights of Persons with Disabilities (UNCRPD) (UN, 2006). Subsequently, the
Worl d Education Forum6s I ncheon Declaration and

20search terms famajority Spanish/Portuguese language datab&®@$5.0, Latindex& Redalyq:
educacion inclusivairfclusive educationOR inclusion escolas¢hool inclusionOR inclusion educativa
(educational inclusioy discapacidaddisability) OR NEE GEN, nifios QR nifias(children/boys or girlg,
educaciondducation

Search terms for majority EnglisAnguage databases (ERIC, British IndexaQS\VORE)

disability, education, inclusive education, Latin America, Colombia
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underpinned the education targets in the Sustainable Development Goals (SDGs) (UN, 2015), in
which SDG 4 requires governments to develop inclusigkequitable quality educatidor all,

including children with disabilitiesThese global agreements havefpundly impacted on the

evolution of legislation and national policies of countries throughout Latin America (Muéillo

Duk, 2018; Iglesias & Martin, 2020), as evidenced by research, which has mapped the evolution their
national legislation and poliayith the influence of the agreements (e.g. in Brazil, De Souza et al.,
2018; in Mexico, CruZirozco, 2019; in Chile, Manghi et al., 2028pwever, while there is general
agreement on the principle of inclusive education as something to be pursued @edlijla013;

Tamayo, Rebolledo & Saldafa, 2017), the literature presents a gap between the conceptualisation to
which it aspires, and how this is subsequently enacted in policy and practice.

When defining inclusive education, the vast majority of Ex$idraw upon the language and
ideas described by Mel Ainscdwa Northern scholar based in the Ukand Gerard Echeifaa
Spanish academic who hasauoathored Spanistanguage papers with Ainscow (Echeita et al., 2004;
Echeita & Ai nsc ewmtroduztiontdthe.Spanifpeakingditeratdre followed the
Spanish translaton@oot h & Ainscowds (2002) training packa
UNESCO. Subsequently promoted throughout Latin America by UNESCO, the Index features
frequently in theacademic literature as both a guide and research tool (e.g. see Marulanda et al., 2013;
Velasquez et al., 2016; Soto, 2020; Castillo & Carvajal, 2020). It has also informed national policies
of various Latin American countries, including Colombia, wheveas adopted as part of the
Ministry for Educat iSubsdégsentparticles varitgen iQ, BrErahslate?l it6,6 b ) .
Spanish (e.gAinscow, 2001; Ainscow 2005; Echeita & Ainscow, 2011) broadly define inclusive
education as the transformationao§chool system, in which mainstream schools transform their
culture, policies and practices to respond to a diversity of needs.

Having framed inclusive education using the models of Ainscow and Echeita, the literature
typically adopts a deficiiens onthe progress and performance of Latin American systems and
teaching practice; reporting how it has been unable to achieve the required transformation. Ciriticising
their respective governments for following global agreements without regard for locaiamdi
researchers in different countries have outlined the ways in which this has led to fragmented practice
that is not coherent across their national systems (in Brazil, Ibafiez, 2019; in Mexico, Dainez &
Naranjo, 2015; in Chile, Manghi et al., 2020).fukther gap identified between the global framing of
inclusive education and policy and practice in Latin America is to whom it r@feesWorld
Education Forum in Dakar (UNESCO, 2000) broadened the definition of inclusion to include multiple
marginalisél groups However, researchers acknowledge that inclusive education remains commonly

associated with disability throughout Latin America (Infante, 2010; Marchesi, Blanco & Hernandez,

2! Latin American authors typically have tgarnames the first which is derived from their father and the
second from their mother. Reflecting the bibliographic record in the literature, | have used the first surname for
the majority of Latin American authors, other than those from Chile andl Bitaz use the second.
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2014; Bidegain & Antola, 2017). And consequently, Cedillo et al. (2013,question the capacity of

countries in Latin America to achieve Ainscowos
instead, argue for a more Omoderated approach to
coexistence of integrationdn i ncl usi on6, where the |l atter is se

a quality education for children, whilst also allowing for individual support, both in and out of the
classroom.

However, having adopted this deficit lens, there is a notablecsilieEom Latin American
authors in response to the dominance of Ainscow
leading Latin American voicedNeither is there literature which problematises the application of
inclusive education models deirg from discourse, theoretical understanding and progress in
countries such as the UK and Spalinstead, Herrera et al. (2018) described how Latin America
6joined the inclusive movement with a daheirtain | a
solution as adopting a more O6moderatedé model, bu
the goal and standard to which Latin America should aspire. European and South Asian critical
scholars who have researched in Latin America diner@ontexts of the South have challenged the
application of models developed in Northern contexts to countries of the South based upon an
assumption of O6universality of applicabilityd (K
posited, they argypically driven by Eurocentric knowledge production and realities found in
Northern contexts, which, as Grech (2011, p.88) argues, typically result in exported models of
education O6from the West to the r eotiodthat Furt hern
models can seamlessly be transported to countries in the South, while ignoring the local context,
culture, economy, history, community and relationships of power in these contexts (Ibafiez, 2019;
Kamenopoulou, 2020). However, Kalyanpur (202@uas that the perception that countries in the
Global South are somehow failing, when compared with nations in the North, is mistaken for a
number of reasons. She contends that a Atempor a
in the North andts subsequent emergence in the South, by which time the development may have
fallen out of favour (Kalyanpur, 2020, p. 295). A Colombian example of this is described by
Manjarrés & Vele2020), who point out that the country spent 10 years establishing special schools,
only for there to be a shift towards specialised classrooms by the time they were established.
Kalyanpur (2020, p. 297) argues that this temporal gap overlooks thbdatii¢ Global South is
pressured into meeting education goals within much shorter timescales than those in the North, while
already being di sadyv adretpd geed omyd .6 ¢c ocldoaumitaelr irnegs a uhric
body of scholars working in tHeeld of inclusive education, who have challenged the ddécis that
per meates much of t he di scourse about t he Sout h,
which there is a focus upon what is not happening, while often ignoring thengniataliors that
already exist in the country (Singal & Muthukrishna, 2016). Arguing for an understanding of

inclusive education that is more relevant for Southern contexts, Kamenopoulou (2020) advocates
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culturally sensitive research, which challengesdiiminance of Northern models of inclusive
education. Drawing upon this critique, my research is focused on a model that has positive outcomes
for children, was developed by local and national leaders in education and was specifically designed

to meet thdocal conditions.

4.2. Conceptualisations of disability
When conceptualising disability, Latin American research refers to the global shift in national policies

from models that characterise it as an individual deficit to the adoption of the biopsyahosmte|

(WHO, 2001). Despite this, the research suggests that the medical model continues to be highly
influential in Latin America. For example, a review of the earlier literature on disability in Colombia
between 2002012 by CruzVelandia et al. (207) noted that the research was characterised by the

medical model approach, which was attributed to the background disciplines of the authors, who were
health professionals, such as occupational therapists or physiotherapists. However, findings from a

var i ety of countries report that this model al so
Chile, Mufioz, Cruz & Assaél, 2016; in Mexico, Naranjo, 2019; in Colombia, Gutiérrez & Martinez,

2020). Similarly, the legacy of educational systems that historically evolved from special

education means that a medical diagnosis is prevalent in most national systems. An example is the
Chilean system, which requires children to be di
auti sm) or abilitiestepoareasrofysdecifid difSculty, such as reading, writing or maths)

to receive extra suppor€edillo, Contreras & Abadie, 2015).

A consequence of conceptualising disability using the medical model, isithgtitor e s t h e

ways i n whtiicdhhndlnitteiresse of race, gender, cl ass, p o
and the ways in which this can contribute to the
& Martins, 2019; Huiracochavestatultaboésalati AsA
great emphasis on relying upon individuals wor ki

(Grech, 2011). Consequently, as Grech (2015, p. 7
Guat email aga bhoitflhiotnge f ami | y member extends beyond tl
units into what are best described as o6disabl ed
(2019) suggested that they felt having a child with a disability haasitive effect of uniting their

family, with responsibilities being shared across all members. However, there is a larger body of

research that reports how parents find looking after a child with a disability challenging, and that

much of the caring fadlupon mothers, which leaves them exhauste@glombia,Jaramillo, Moreno

& Rodriguez, 2016 ; Pava, 2020) . Further mor e, t h
experiences and the support they can baccess. Fo
interviews with parents demonstrated that families in Ecuador veeightin a cycle of poverty in

which they are impacted upon by poor nutrition, housing and sanitation as well as a lack of access to

medical careExacerbating this cycle are the hidaxtra costs that addressing disability involves.
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These include both direct costs, such as increased costs for transport and medical appointments,
accompanied by indirect costs, such as parents needing to take time off work to support a child or
attend appintments, or forgoing employment opportunities to care for a child or relative (Grech,
2019). Providing evidence for these assertidd$, ni | | a (2018) compared the
mul ti di mensi o withlkenguoreselts af familienirdée_atin American countries
(including Colombia), discovering that the levels of multidimensional poverty and deprivations were
higher for people with disabilities and their families compared with other grblamgever, despite
the barriers that many parents face, the research consistently demonstrates that parents from a range of
socioeconomic and learning backgrounds emphasise the benefits of education for children with
disabilities (Pava, 2020) and educatiswalued as something that offers the promise of a better life
(in Paraguay, Carola8ilva, 2011; in Nicaraguad\estgard and Alnasser, 2014; in Ecuador,
Huiracocha et al., 2017b).

Challenging the idea that disability can be reduced to universal models, such as the ICF, there
has been a recent increase in Latin American researchers advocating the decolonisation of disability
studies across the continent (Diaz, 2R@jas Campos, 28] Pino & Tiseyra, 2019; Yarza et al.,
2020) . They aim to chaldShxmngpd® wkast airs hr ¢ Peme &o T
5), by drawing upon the idea of decoloniality. Developed by Latin American theorists, decolonial
studies claim thgbower was first structured through colonialism and later by the coloniality of power
(Quijano, 2000), in which Eurocentric thinking and action was considered the accepted canon from
which to build knowledge and constructions of difference (Mignolo, 20B8searchers in this field
problematise what they hold to be Eurocentric notions of inclusive education and disability. For
example, Carlos Skliar is an Argentinian philosopher, who questions the idea of inclusive education
as afield, curriculumorproses and i nstead, proposes a Opedagogy
this, he defines inclusive education as the ethical responsibility of a teacher to recognise and support
children to become wholly themselves and accepted for who they are, rathecttbaled into ways
that fit with wider society. However, his influence in the literature is limited to critical Brazilian
research and that which focuses upon decoloniality (e.dNwees, Saia & Tavares, 2Q16arza,
2020). With regards to disabilitiK-based research@roce (1999, p.3) argues that the models
outlined above do not account for the fact that
cul tur al bFerlexamdie, ljallyag201&)mléscribes how Hispanic mothers of autistic
children in the USA understand their childbs dis
l eading to them believing their childbs disabil:i
an external, notiological force, such as mdé ojo évil eyg or sustosffight). Advocating
decolonial research that explores indigenous understanding of disability, Yarza (2020) draws upon
stories, artefacts and the ancestral languages of two indigenous groups in Colombia to explore the
way in which disability and difference is understood. Arguing against the homogenisation of

indigenous conceptualisations, she explored how two different groups had weaved the notions of
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difference into their stories, introducing the spiritual connection betweegatlie community and
beyond. While the decolonised research on disability in Latin America represents a small but
evolving field (PineMoran & Tiseyra, 2019) it brings forth the importance for researchers not to
make assumptions about how disability iglerstood. Furthermore, one needs to explore
methodologies that allow voices that are typically neglected to be expressed in ways that participants
find comfortable.

Having explored the debates regarding the ways in which disability and inclusive exducati
are conceptualised in the Latin American literature, the next section moves on to the practice that one

might see in schools.

Section 2: What practices do teachers adopt to respond to the educational needs of
children with disabilities?
This section examines teachers attitudes towards disability and inclusive education before arguing that
teachero6s views ar e, in part, influenced by the

rural contexts, it reveals the lack of research thatesdgss disability.

4.3. Teacher attitudes

Teachero6s attitudes towards inclusive education
(Oliveira, 2011 Bialka, 2017. However, consistent with findings across the world (UNESCO,

2020b), the Latin Amecan literature suggests that while teachers are broadly positive about the idea

of inclusive education for children with disabilities, these attitudes are combined with scepticism

about the extent to which this is possible (Castillo & Carvajal, 2018; feohlépez & Mufioz, 2019;

San Martin et al, 2020). For example, quantitat
and Brazil have suggested that, while they were broadly supportive of inclusive education for social
reasons, they queried its aeatc value for both those with and without disabilitieeiriquez,

Azcarraga & Coppol2012;Martins,Abreu & Rozek, 2020 Research that has explored the factors

that may influence teachersdo attitudercgatvead | evel
experience is a predictor of teacher attitudes towards inclusive education (in Brazil, Oliveira et al.,

2011; in Chile, Granada, Pomes & Sanhueza, 2013). Furthermore, the category and severity of a
childds disabil it yateathbrdalidgves theyrcan beincludaddlombiag whi ¢ h
Padilla et al., 2012n Mexico,Naranjo, 2019). Research usingdapth interviews and observations

presents a more nuanced picture of attitudes linked to practice. It suggests that, while teachers a

keen to find ways of meeting the needs of all learners in their communities, their ambivalence stems

from concern that the conditions in which they are teaching are not accounfieddolombia and

Chile, Orjuela, 2015in Mexico, CruzOrtiz et al., 2016). Consequently, the following sections focus

upon the conditions in which teachers teach and the ways in which this impacts upon their capacity to

meet the needs of children with disabilities.
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4.4. Curriculum and teacher practice

Acedo (2011) contends that an inclusive curricul
the capacity to embrace a range of learning styles; emphasise the acquisition of relevant knowledge
and skills; and be structured around varying levelso¥eskills, to enable progress in ways that

all ow all |l earners to experience success. Howev
throughout Latin America and the Caribbean noteddhidren are often expected to progress at an
unrealisticpace, making it difficult to follow the curriculum, which results in lower cumulative

learning. Quantitative survey research on teacher pedagogy in Chile and Mexico suggests that
teachers are aware of the importance of adapting activities to meet tiseohebildren with

disabilities (Granada, Pomes & Sanhueza, 2013; San Martin et al. AZ@#0lievna, 2020).

Accordingly, case studies of the practice of individual teachers reveal that there are teachers who
adapt work in ways that are attentive to tieeds and interests of the child (in Mexico and Brazil,

Dainez & Naranjo, 2015; in Chile, Jara & Jara, 2018). However, the majority of the research has
found that teachefsave limited guidance and skill in relation to adapting the curriculum, (in

Colombha, Beltran, Martinez & Vargas, 2015, Velasquez, Quiceno & Tamayo, 2016; in Chile,

Mufioz, Cruz & Assaél, 2016, San Martin et al., 2020). While research which has used surveys
suggests teachers attitudes reflect a lack of interest and motivation in ddmasolievna, 2020;

San Martin et al, 2090 qualitative research suggests teachers feetjilipped, given the conditions

in which they are working. They report having few resources, limited time and knowledge on how to
adapt the materials that they dave (Velasquez, Quiceno & Tamayo, 2016; Mellado et al., 2017;
Poblete, L6pez & Muioz, 2019). Supporting the notion that adapting the curriculum is challenging,
the research of San Matrtin et al. (2017) noted that, when Chilean special school teahers we
required to shift from a parallel special school curriculum to one that reflected the national curriculum
in 2015, even they struggled to adapt their existing practice, despite having the skills to explain things
simply and deliver materials based upbe interests of the child.

A further concern raised in some of the literature is that of assessment. Research that has
focused upon the assessment of children with disabilities in Latin America advocates formative
assessment that recognises the rang&r@hgths and achievements of a childc{digcono &

Barrera, 2018). However, Jara and Jara (2018) reported that teachers are less likely to use formative
assessment in national systems that require summative f@ohsmbia is an example of a country

that uses summative assessment to assess a child
required learning by the end of the year do not pass and have to repeat. Howevéngwhile

consequences of repeating a year have sometshortbenefitsfesearch has consistently elicited that

these dissipate and have substantial negative outcomes for children in thedomgietture.

Children who repeat risk becoming overage and have higher rdtgsiraf school dropout as well as

lower levels of employmerftkeda & Garcia, 2014®ez, Hidalgo & Zurita, 2014).
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A further concern raised by some teachers is that, while they want to provide work adapted to
a childos | evel aHatgiviegahermwork that is tiffieesyt to that ef othefs enayr
make them feel stressed and isolated (Marfiseu & Rozek, 2020 Raising similar concerns, in
an attempt to meet the curriculum needs of children with disabilities in mainstream sctgraizilpf
there has been an increase in specialised resource classrooms (Garcia, 2013; Vieira et al., 2020).
Accommodations such as these risk segregating and stigmatising children and have led to concerns
about putting children with disabilities at an ieased risk of being bullied by peers (Villalobos et al.,
2017; MartinsAbreu & Rozek, 2020)Providing a useful framework for understanding these
tensions, an American economist Martha Minow (109
(p.158) that arenherent when choosing either to treat children with learning needs that may differ
from their peers, as if they were the no different from others, or acknowledging that a child differs
from others, in order to address their needs. Applying this to tlaeofi@ducation, Ukbased
Norwich (2013) noted that there are three main dilemmas: the identification dilemma (whether to
identify a child as having a disability), the location dilemma (where children learn and with whom)
and the curriculum dilemma (whethi® offer children with disabilities the same or a different
curriculum to others). When addressing the needs of children with a disalditgcognition of
di fference has the potenti al to be either dédenabl
recognising a childdés difficulties may | ead to t
individual needs.For example, the provision of the right assistive devices (eyeglasses, hearing aids,
mobility aids) and adapted materials (Braille textboddegge print materials) enable children to
access what is ordinarily available to dlowever, teaching in ways that highlight the differences at
the same time risks their being stigmatised by others or limiting the expectations of what they can
achieve(Mostert, 2016)Adopt i ng Norwi choés dil emmas as a theol
context, MufYfoz, Cruz & Assa®l (2015) described h
the system in which they found themselves: in Chile there is a requiréone diagnosis that can
result in a teacher to providing individual support, but engaging the child in this, either in or out of the
classroom, risks causing stigma. Furthermore, acknowledging that this presents teachers with
difficult decisionstomke, Nowi ch (2013) notes that there O6are n
159), as each choice has the potential for negative as well as positive consequences. Hence, their
resolution will depend upon the importance they ascribe to different valbés,the tradeoffs they
make will affect the experiences of children.
4.5. Teaching children with disabilities in rural, multigrade schools
Rural schools represent at least 30% of all educational institutions in Latin America (UNESCO,
2020b). Despite figres such as these, as aforementioned, rural education research in Latin America
is lacking and, most pertinent to this study, the research literature on educating children with
disabilities in Latin America is dominated by studies that focus upon urlaext® Domingo &
Boix, 2015;Tamayo, Rebolledo & Saldafa, 20Gtech, 201Y. The need for research exploring
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rural education practice has been highlighted by Bolafios & Rodriguez (2016), who criticise the
application of national policy that fails to regpuse the specific challenges and strengths of rural

contexts. Small, rural schools differ from those in urban settings, both in the way in which they are
required to organise their classes and the teaching conditions that affect what teachers tair offer t
students (Little, 2006; Domingo & Boix, 201Bplafios, 2017) Firstly,a common approach to

classroom organisation used in many countries with large rural populations, such as Australia, Canada
and many other countries, is the use of multigrade eda@dsttle, 2006; Berry, 2006; Domingo &

Boix, 2015), which involves teaching students of different ages, grades, and abilities in the same
group (Cornish, 2010).r abkRidos te@arcthrn aagyt, s i wmi twhhi &€rho rsd
grade are assumddo be more similar in terms of age and ability (Little, 2008NESCO (2015b)

advocates multigrade teaching as an important and appropriate way to help countries to reach their
internationally mandated Education For All targgtitowever, research suggests that teachers often

find it challenging to manage a multigrade clakescribing how not only do they lack resources, but

also, that the textbooks and learning materials that they do have are typically designed for monograde
teading (Bolafios, 201Momingo& Boix, 2015). A lack of materials creates extra time demands on
lesson preparation, and makes classroom management more cddgplear(iste& McEwan, 2000;

Bolafios, 2017).Secondlythe relative social and geographical isiola of many rural schools

impacts upon teachers working conditions, with costly transport or, in some cases, long travel
distances, which thus require teachers to live at the school (Balarin,C&xténzaFranco et al.,

2019.

Teaching conditions afeequently poor, and in a review of school provision across the Latin
American region, Duarte, Gargiulo & Moreno (2012) discovered that 21% of schools do not have
access to drinking water; 40% suffer from a lack of drainage; 53% do not have a telepdiane lin
32% the number of bathrooms is insufficient; and 11% have no access to electricity. This is
exacerbated in rural areas, where teachers have descrilmthlemges of delivering inclusive
education in nomaccessible buildings, with fewer materialbem compared with their experiences in
urban settings (Dainez & Naranjo, 2019eir social isolation is made worse by a lack of
communication, such as a phone or internet connectivity, which also reduces their access to online
teaching materials, traimj or support from services located in urban areas (Balarin & Benavides,

2010; Molina & Mesa, 2016). Consequently, recruitment and retention are an issue common to many
countries in Latin America (Bertoni et al., 2020), with gaps often being filled thrasgigning new
teachers to the posts (Vaillant, 2011; OECD, 2016).

Research that examines how the factors outlir
capacity to deliver inclusive education in a rural setting is limited to a just a handful of stimies. T
research that exists was conducted by Chilean academics, who studied the response of schools to the
natiPmadgr &ama de | n@SaapkirdegrationProganome, loreSthat was

introduced in 2009. Established as a way to ensure fundingfa chi | db6s iak | usi on i
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school applies through an improvement project, where infrastructure can be financed, as well as

specialists being assigned to work with children with special educational reesisarch conducted

by Tamayo, Rebolledo & Saldafja017) examined the responses of rural school learning
coordinators to a quantitative survey, which i mp
learning in class93.4% of learning coordinators said teaidents withdisabilities were always or

almost always able to participate in schoolwork without restrictions with the rest of their peers. The

figure for the urban sector was lower, at 71.086wever, despite the funding that comes with the SIP
programme, the resedralso noted thatdth urban and rural schools reported low availability of

materials to support the diversity of students with disabilities and nearly 45% lacked accommodation

for students with mobility impairments, despite the legal obligation to previdie modifications.

More nuanced, qualitative accounts of teacher practice in rural contexts support a growing body of
literature in which it is argued thairal, multigrade schools have the potential to address diversity,

based upon their desige.¢.seeBoix, 2011). Domingo & Boix (2015) described h&panishrural
teachersodo daily experience of a heterogeneous gr
curriculum. They also have the opportunity to build close relationships with childrerirogemntile

the heterogeneity of the classroom fosters tolerance and systems of peer support. Furthermore,
Colombian researcheiartinez, Orrego & Palancia (2018) hold that small rural community schools

are the only option for all local children, meanthgse with disabilities are automatically included as

part of the community. While the rural research is extremely limited, it includes positive examples of
inclusive rural multigrade practice. For example, Nufiez et al. (2020) conducted an ethnography of

six Chilean rural schools that contained children with disabilities, who were funded by ti&&}P.

described a positive example in which a child who had previously struggled to behave in a large class

in an urban school, subsequently thrived with thalter class size in which he received more
individual attention. Hi s teacher rejected the
needs should be met el sewhere, as had been sugge
her priorty was to keep the child in the class, noting that, as the only teacher in theckisgle

school, there was Rone else to address the needs of the child, unless it was a day when SIP learning
support staff were to visit. Similarly, teacherd/ie g a2626) cdse study of 14 Chilean rural

multigrade schools found positive examples, where the teacher made time to attend to the individual

needs of children with disabilities, once they had set tasks for the rest of the class. While these three
studies proide positive examples of practice, they are few and reflect the very particular policy

context of Chile. This highlights that there is not yet a body of research examining rural inclusive

education across Latin America, to which | hope to contriidd®in ¢ e x pl ai ned t hat t ez:
ambivalence about the extent to which inclusive education is possible is affected by the conditions in

which they are teaching, the next section examines the support that they need to do so.

Section 3: Teacher support andraining

45



Research that has sought teachersé views and obs
ill equipped to meet the needs of children with disabilities, and request more training to do so

(Vaillant, 2011;Mendong¢a& Silva, 2015; Martinez, Oggo & Palancia, 2018). Moreovéeachers

from a range of countries in Latin America report having little or no training on how to address the

needs of diverse needs of childi@arciaVillegas et al., 2013Alfaro & Fernandez, 2020).

Furthermore, theraining teachers do receive has been criticised for focusitigeony rather than

practice (Jimenez & Montecino, 20Iamenopoulou, 201&an Martin et al., 2090meaning there

is little impact upon practice in the classroom (Serrato & Garcia, 2014re@us such as these have

led to a body of research that has raised the debates regarding the content of existing initial teacher
training (ITT) and reported the outcomes for universities that have attempted to develop inclusive
education training withinhieir courses. A key debate is the approach to course content, which

Herrera et al. (2018) grouped into three broad categories. The first is that focusing on disability

categories, diagnosis and assessment, while the second has a broader view of incusiompass

a broad definition of diversity, and teaches teachers skills to respond to diverse needs within their
class. The third category r efl EaidandLihkater of &6i ncl
(20120, p. 370), whhatishordinamly avdilable as padrteofxtie eontidei oh g

classroom life as a way of responding to differences between learners rather than specifically
individualizing for somebo. I n practice, this in
are available to everybody in the class to choose, rather than a set of differentiated ones only for some
(Florian & Spratt, 2013). Using these categories to group the approaches described in the research
literature, the most common adopted in Latin Areemi universities is the first category: teacher

training content which focuses upon disability, diagnosis and asses#mdrdde et a).2015;San

Martin et al., 2020). The majority of the research critiques this approach, with Brazilian researchers
adoping a critical stance in which they argue that this perpetuates a hegemonic othering of people

with disabilities, leading to their ongoing exclusion from education and wider sokletydpncas

Silva, 2015). Consequently, researchers who have exploreccaaldiated alternative, inclusive ITT

examples advocate strongly for the adoption of the second category: teacher training which delivers a
broad understanding of diversity, includes practical training and has a significant focus upon self

reflection, in ader to challenge attitudes and increase confidence (Jimenez & Montecino, 2015;

Velasquez et al., 2016; Herrera et al., 2018; Marchesi & Hernandez, 2019). Returning to Herrera et

al .06s (2018) course in Ecuador ypontdivessity,nitd i ke t he o
broadest sense and giving teachers practical skills in adapting work, formative assessment as well as
self-reflection. Furthermore, acknowledging knowledge production grounded in local culture, they

have educated teachers uponintefct ur al i t y aood liviogd @areAndeshiapproach  (

focusing on providinghe conditions for people to live in harmony with each other and nature (e.g.

see Gudynas, 2011; Chaves et al., 2018). However, while this is one of small numberrsitigsive
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that have engaged deeply with ways in which to support teachers (e.g. see examples in Velazquez et
al., 2016; Gesser & Martins, 2019), researchers note that this is not common.

A further area of teacher support is raised in both the teach@ngraind teacher practice
literature is that of working together with others. Questionnaires and interviews reveal that teachers
commonly advocate systems that provide multidisciplinary support aschol learning support,
which they perceive to have peartise they lack (Oliveira & Leite, 2011). However, research from
countries that have adopted policies requiring professionals to work together stigggesthile this
is a potential source of support, it also has the potential to highlight tensions that bringing a perceived
expert on disability into a school creatBegarding whichin Brazil and Chile, children with
identified individual plans are fgaiently educated in ways that remove them from their regular class
(Valadao& Mendes, 2018; San Martin et al., 2020). In Colombia, the guidance from MEN (2017a)
suggests this is not an expectation. Howearranthology written by support teachers in Gudia
shared their common experience that mainstream teachers often saw the role of the support teacher as
relieving them of responsibility for a child, rather than enabling them to learn ways of including the
pupil in learning (Forero & Rojas, 2018Tonsquently, researchers have argued that employing
l earning support teachers in this way risks, not
educating the child, but also, reaffirming their lack of confidence in their own capacity to meet the
chh 1 dés needs (San Martin et al . | 2020; Manghi &
in-class, a lack of clarity on the role of the learning support teacher or joint planning led to disputes
between staff (Mufioz, Cruz & Assaél, 2015; Céspedas, 2020; Sagredo, Bizarria & Carenza,
2020). Consequently, researchers advocate that initial teacher training should include training on co
teaching and working with external agencies (Flores, Garcia & Romero, 28l & Zambrano,
2016;Valadao &Mendes, 2018).

Thus far in the literature review, it has been arguedidieats of inclusive education are
dominated by models emanating from Northern contexts, and that there is a need for research and
support mechanisms that address the contextudiesdhat teachers, children with disabilities and
their families face. The next section examines the silences within the Latin American research, while
also noting that Latin American research is, itself, silenced in the broader field of inclusivéaeduca

in Southern contexts.

Section 4: Latin American research: silences and being silenced
Before discussing the silences in the Latin American literature regarding disability and inclusive
education, it is important to contextualise these within thedaroiéterature field of the Global South.
Howgego, Mi | es, an devidgnearndeachef édlcatidn) classmani peacticeard
teaching children with disabilities in levand middleincome countries, confirmed thasearch

neglects low and iddle-income country contexts (Srivastava, de Boer & Pijl, 2015; Bakhshi, Babulal
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& Trani, 2018), leading to Howgego, Miles & Myers (2014, p. 3) describing the evidence base as
Aboth scattered and scarceo. Stamd Horduguesg , r evi ewi
language research to the field of inclusive education between 1994 andigk&dis & Martin

(2020) reported that it is a small field in which 64.1% of the literature comes from Spain, while the

Latin American literature that does existdominated by that regarding Chile, Brazil, Mexico and

Colombia. Within this limited field of literature there are a number of silences. Described next, these
include research in rural education contexts and the contribution of Latin American littoahee

global debates about inclusive education.

4.6. Lack of research orvoices and experiences of children, parents and teachers

It is recognised at a global level that there is a paucity of research examining rural education contexts

and that where they are studied this tends to reflect a defici{Akyeampong, Pryor & Ampiah,

2006; Corbett, 2016; Reagan et al., 2019). Thisides a lack of research investigating the

experiences and practice of rural Latin American teachers and families with regard to disability and
inclusive education (Grech, 2019). Furthermore, there remainsia gapwledge pertaining to the

views of Latn American children with disabilities on their experiences of education and learning

(Azaola, 2014; Kamenopoulou, 201:8nd none on the experiences of rural children. As a limited

field in the Global South, there are only around 25 articles that espirdee voices of children with

disabilities from different countries and continents. Of these, four are Latin American. The first
exploredCol ombi an childrends conceptions of care in
(2011) led focus groups withvié children with disabilities and 13 of their ndisabled peersshe

discovered that nedisabled children characterised disability as an illness and that both those with
disabilities and without saw disability as resulting in not being able to perfdira aame level as

others. The second, conductedHguigurenistuany& Wood (2020) focused upon the views of five

Chilean children with autism, and, commensurate with the global regga#imbabwe Musengi &

Chireshe, 2012; in UgandaaBnink, Idro &Hove, 2016 referred to the importance children ascribed

to having friends.The third article explored bullying of Chilean children accessing a SIP programme.
Similar to the wider chif(tdg seeJerkinetal.od0L7eBrytigest&e r at ur e
Mkandawire, 2016), Vill al ob o ®regonsesfevedesith§gt2 017 ) an
children accessing the SIP were more likely to have been bullied when compared with their non

disabled peersThe fourth, conducted blbornoz, Silva & LépeZ2020), used visual narrative

techniques, including photovoiceandpupt s, t o expl ore urban Chil ean
participation and learning. Combining the views of children with and without disabilities, they

described the importance of supportive teachers who offered engaging classes with clear explanations.
However, regarding those with disabilities, there is no Latin American literature that has explored
childrenbdés exper i enc dsakepdlemeneadtbhehEscueladNnetta npdekeand sup p o
one that dominates t h dhercShuthérnoorden(®.¢ see Mahlule 2008; t er at u

48



Gregorius, 2016Singal et al.2015. With such little research, of which the majority has focused
upon the views of urban children, my study is focused on rural contexts and the experiences of

teachers, chdren with disabilities and their families.

4.7. Latin American literature is silenced in the Southern debates
A further silence for Latin American literature overall is its lack of visibility inEmglishlanguage
global field that addresses educatiotow- and middleincome countrie§Grech, 2017).
Furthermore, this literature review has revealed a strong reliance on theories and conceptualisations
that emanate from Northern contekta trend that is common in the field of education in Latin
American research (Gibert, 2017). With the aim of challenging the dominance of Northern research,
and bring together Latin American research, the SCREH@&abase was developed in 199 &hmy
Brazilian research foundation FAPE@Rindagdo de Amparo Resquisa de S&o Pajlm
collaboration withthe Latin American and Caribbean Information Center in health sciences. It sought
provide a platform that collated and evaluated, initially Brazilian, research (Gibert, 2017). This open
access platform has naxtended to scientific publications across Latin America and, in 2013, was
included in the WoS databageuzngn & Gomez, 2019) However, while databases such as these
promote Latin American research for those with an interest in the regienjral fator that
continues to affect the visibility of Latin American research is its language of publication. Given that
English is the dominant language of international research, research published in Spanish and
Portuguese is immediately less visible, angdtential contribution to the wider debates is often
missed(Marginson &Ordorika, 2011; Meneghini, 2012Furthermore, thelominance of the
Northerrled databases, quality criteria and increasing pressure to establish an international presence
has forced.atin Americanacademics negotiate their visibility in the North and Soltereghini,
2012). This includes publishing in nemainstream regional journals in Spanish or Portuguese, while
also striving to publish in English in the mainstream North@eumals (Ordorika, 2015). However, in
order to be accepted for publication in Northern journals, Ga&nGomez (2019) argue that Latin
American scholars need to reference and incorporate Northern debates. This poses a dilemma, as
conducting researchthats commensurate with agendas of the NoO
|l ess value is accorded to knowledge produced 1in
potentially less beneficial for areas of concern in Latin Ameriéansequently, it isat only the
language of publication that renders the research invisible, but also that the criteria and interests of the
Northern publishing platforms potentially stifle knowledge production that challenges hegemonic
ways of thinking.

With implications fo research on inclusive educatiolme paucity of literature which

addresses rural education in Latin American contegtslight the need for studies that give a

22 scientific Electronic Library Onlingttp://socialsciences.scielo.org
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platform to neglected voices, such as those of rural children, their teachers and th&r paren

Furthermore, the ways in which disability is understood, and inclusive education is addressed within a

rural context needs deep exploration. However, while Kalyanpur (2020) argues for decolonising

research, she also acknowledges that with such Emgjsy Western intellectual traditions, to reject

completely Northern inclusive education models as a frame of reference would be unrealistic.

Regarding which, Latin American decolonial theorists have argued not for a dismissal of all Northern
knowledgep oducti on, but rather, 6éan ecology of knowl
of knowledge production is {dlirectional. To create knowledge that is culturally and contextually

responsive requires indigenous knowledge to be recognised aed @slsomething that could more
appropriately inform the evolving global agenda in addition to national policy and practice. Drawing

upon these debates, | aim to produce research that provides a huanced account of the teacher practice
and c¢ hi | dimveysbhat not anly reegnise the challenges to be found in rural contexts, but

also, build upon the strengths that already exist. In sum, | seek to create rese@dhshata ppr eci at i
of the realities in the South rather than anchored in deficitaoco 6 ( Si ngal & Mut hukr i
213).

4.8. Research Questions

This literature review has identified the key debates within the Latin American literature that have
revealed the differing ways in which disability and inclusive education are understood, whilst also
foregrounding the contextual realities of living ardahing in rural contexts. The deficit lens that is
often applied to Latin American practice has been identified, while in Chapter 2 it was argued that the
Escuela Nueva approach is a positive example of teacher practice grounded in the reality of rural
contexts of Colombia. With no prior research that has explored how the EN model addresses the
needs of children with disabilities, nor gained the perspectives of the children themselves, my
research endeavour is aimed at addressing this gap. As a maogéhties emphasis on adapting the
curriculum depending upon local priorities, there is a need for rigorous research that can draw out a
nuanced account that uncovers the realities of delivering education for children with disabilities in

local contexts. @nsequently, this study seeks to address the following questions.

How do stakeholders in Colombian Escuela Nueva schools, understand and
address the educational needs of children with disabilities?

For the purposes of this study, stakeholders include:
1 Foundation Escuela Nueva (FEN) staff;
1 School staff (headteacher, class teachers, support teachers);

1 Children with disabilities and their parents/carers.
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The subquestions that this research addresses include:
1 How do FEN staff understand disability and gueential of the Escuela Nueva model to
address the needs of children with disabilities?
1 How do the headteacher, teachers and parents understand the learning needs and potential of
children with disabilities?
1 What practices do teachers adopt to respotiget@ducational needs of children with
disabilities?

1 How do children with disabilities experience education in Escuela Nueva schools?
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Chapter 5. Research methodology

There is no neutral or apolitical researbtopanty, 1988Tuck & Yang, 2014) an@legg and Slife

(2009, p.24) argue that Oevery research activity
guestionisamoraldilemren é every research deci sAseush,lihad an i ns
an ethical responsibility to ensure that each of these choices was based upon a deep reflection upon

how participants were affected, involved and represented. In this chamscribé how a

constructivist epistemology and the theoretical perspectives of decoloniality and critical disability

theory informed my case study approach. | then describe the mdti@leollectiormethods used,

and the ethical choices thatormed them. The chapter finishes with a summary of my data analysis

and dissemination methods.

5.1. My guiding philosophical stance

As the focus of my research, the ontology of what disability is, the nature of its existence and how we

come to know tis, informs every subsequent methodological deciskRwsitivist research that draws

on a realist approach would favour discourse that focuses on the biological, and considers disability as

an objective, medicalised phenomena. In contrast, my intergtatgearch was guided by a relativist
ontological assumption that there are multiple r
experiences and their interactions with others (Creswell, 2018). Accordimgiyesearch draws upon
thesocialcn st ructi vist epistemol ogical approach i n wh
constructedd in the course of our (subjective) i
2003, p. 9). Therefore, the viewsadults and children regarding how Eseullueva schools

understand disability, and address the educational needs of children with disabilities, are not

considered objectively fixed and discoverable, but rather, as constructions that are generated through
interactions with others and their soaahtext. Thus,while | aimed to explore these through the

choice of appropriate data gathering methods, my focus was less on the extent to which meanings and
interpretations describe an objective reality (as in objectivism) or with subjective feelthgs an

largely inaccessible inner reality (in subjectivism), but rather, on how such meanings and

interpretations come to be socially constructed.

In the following sections, | consider how this overarching choice of constructivist epistemology

relates to theetical perspectives, methodologies, and research methods.

5.2. Theoretical approaches
Providing a philosophical context for the process, my research is grounded within two theoretical
approaches: critical disability theory and decoloniality. Summabsémv, | outline the ways in
which these have informed my research.

5.2.1. Critical disability theory
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Drawing on postcolonial, queer and feminist theories, critical disability theory (CDT) rejects static,
essentialist ways of consideridgsability, questioning the social construction of binary categories
that sort people into either O6i mpaireddé or OGunin
Arguing that biological labels create an unnecessary divide between people withireoud w

disabilities (Goodley & RunswickCole, 2010), it recognises the importance of intersectional aspects

of identity (Crenshawt 991, Erevelles, 2011), acknowledging the exclusion associated with the
intersection of the multiple identities by which peoplight define others, such as class, gender and
race, among others (Watson, 2012; Goodley, 2013). As a critical theory, it questions the assumption
that a world based upon nalisabled norms is inevitable (Goodley, 2013) and advocates for
emancipatory reearch, which both exposes and transforms the barriers that impact on the lived
experiences of people with disabilities. However, critical disability studies are largely dominated by
researchers writing in, and from, countries in the Global North (Goedlaly, 2019). Consequently,
Meekosha (2011, p.669) argues that for critical disability studies to be inclusive of people with
disabilities in Southern contexts, it needs to address the centrality of colonialism, which brings me to

my second theoreticaifluence:decoloniality.

5.2.2. Decoloniality
Developed by Latin American scholars, the intellectual movement of decoloniality holds that
formerly colonised nations are affected by an on
which continues to define relations between former colonisiwgeps and the rest of the world
(Mendoza, 2016)This includes the dominance of Eurocentric thinking as the accepted canon from
which to build knowledge and constructions of difference (Mignolo, 20D®wing uporcritical
theories of modernity and Soultsian subaltern studies (Escobar, 2Q0@écoloniality also has many
synergies with the ideas of postcolonialism, which was an influential theory for me during my MPhil
researchSai dés seminal postcolonialistesexbf 6@haént a
Spivak (1985) defined as 6otheringd (p. 244): th

based on homogenising narratives and discourse t

colonising power, &abdgsubméegeenhkeychdivaiilsihihagddaca
6humandé North to develop the 6savaged and O6i nhum
However, as | became i mmersed in the Latin Amer.i
synergies, there were also problems apQobmli ng posH

(2015) notes that Latin American texts and its Iberian history of colonisation are silenced within the
postcolonialist literature. Moreovdr,oundi ng &fc hwhatr has become known
modernity/coloniality/decoloniality (MCD) project have argued that&bepean invention and

conquest of the Americas in the sixteenth century acted as a precursor to the later invention and
colonisation of the Orient agell as the period of enlightenment upon which postcolonialism is

premised (Mignolo, 2011).
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A central assertion of the MCD project is to argue that the coloniality constitutes, rather than
derives from, modernity (Mignolo & Walsh, 2018Friticising a Eurocentric lack of engagement
with epistemologies that derive from Southern contexts, SaP@d$) argues that where
universalisms are posited, they are typically driven by knowledge production and realities found in
Northern contextsHe pr oposes a concept o fthrdughbwvhiichsauéist hi n ki
ascribed to knowledge produta (mainly) Northern contexts, while that produced in Southern
contexts represents the other side of the abyssal line and is rendered invisible. As a form of
intellectual colonialism this O0epistemwhati de, t he
type of knowledge is considered valuable while, at the same time, marginalising knowledge produced
in Southern contextsArguing that coloniality/modernity has obscured the specificities of race and
place, Mignolo & Walsh (2018, p.10) describe dendiity as the intention to dénk from the
6col oni al matrix of power 6, and instead, 6advanc
analysing, feeling, acting, and I|iving for wus al
activist researcher Silvia Rivera Cusicanqui (2012) for espousing decoloniality, while being located in
elite Northern universities, separating it from its indigenous, activist roots. Acknowledging this
critique and honouring the work of activists, my reseaas not claim to be decolonial. However,

the next section describes how both decoloniality and CDT informed my thinking and research

process.
52.3. Theoretical i mplications
Whil e | do not claim to have conducted decol oni a

both decoloniality and h@hThihkgsytbaeiemms foufn dnaymernet sad a
chall enging the deficit dbfcbdborshethamodebtal bf i
educ etmpdhm,si s upon an interseandoenant ninMge r risn awlde a

production through the use of participatory meth

Chall engidhngcaoafiseit
Applying the ideas of decoloniality to the ways
i mpl emented in the GIlobal South articulates what
l ens view of countmnidlkes asstmet iGombtah atSoNamht her n
education could (and should) be applied in South
strengths and c¢ hal Iclkaleggedthe defideasithatl parmeateswruah ofttha v e
discourseabout the South argue that when reference is made to disability, the lives of people with
di sabilities are constructed as O6backward, victi
Muthukrishna, 2014, p. 2). Having worked with families thatlehge those assumptions, |
guestioned the focus on only what is not happening (Rao, 2015). Furthermore, presenting

Eurocentric ideas as universal allows for the legitimisation of discourses that argue for the
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emancipation of people with disabilitiestinh e Sout h, delivered by the
agencies (Singal & Muthukrishna, 2014, p. 294). However, this exportation assumes that models can
seamlessly be transported to countries in the South, while ignoring the local context, culture,
ewmnomy, history, community and relationships of power in Southern contexts (Penn, 2011; Singal &
Muthukrishna, 2016). Challenging the deficit discourse lay at the heart of my choice to focus upon a

successful, homgrown Latin American example of good ptiae, delivered at scale: Escuela Nueva.

Emphasis upon an intersectional wunderstandi

Combining CDT with a biopsychosocial understanding of disability led me to develop a research
approach which aimed to recognise iftersectiorbetween disability and other factors (e.g. poverty,
race, gender) which impact upon children with disabilities and their farf@iesshawl 991

Erevelles, 2011)

Emancipatory methods that privilege the voice of participants
A decol oniaa lin®a pepapdEaradentric forms of knowing and being in the world. As
an emancipatory approach, it seeks to hear the different wisdom and experiences of those who have
been on the borders of colonial modernity: those who are least H&@gingupon both
decoloniality and critical disability theory, my research challenges traditional forms of knowledge
production through utilising equitable, participatory approaches that seek to understand local
understandings of disability and privileges thecesiof children with disabilities. Having clarified the
broader philosophical and theoretical approach that frames my research, the next section presents the
research design and selection of participants.

Drawing upon critical disability theory artkcoloniality, it was important to me to emplay
research plan of action that would enable me to gain a rich, nuanced account of the ways in which the
Escuela Nueva model addresses the needs of children with disabilities. Having considered various
alterratives, | decided that the most appropriate approach for my purposes was a case study design.
Cresswell (2018) defines case study research as a qualitative approach in which the investigator
explores a bounded system (a case) or multiple bounded systsas)(over time. This involves
detailed, in depth, data collection involving multiple sources of information, resulting in a case
description and cadeased theme&As t he O6pref erred strategy when
being posed (Yin, 2012, p42), case studies aim tapture the complexity of reéife situations

(Stake, 1995), providing holistiich, thick descriptive dataResearchers commonly use what Stake

(1995) refers to as 6a palette ofytmbdjichntextand ( p.

emergent data. The flexibility this offered particularly appealed to me, allowing me to adapt my
methods to suit the needs of individual children with disabilities within my study. However, as a
methodology that is deliberately fledd# Tight (2010) questions whether case study research is

6eil

n ¢

O f

merely a O6convenient | abel for our researchdé whe
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give it some added respectabilityd ( pudyaBns,7) .
epistemological framework, methods, and reported findings are consistent with a rigorous qualitative
case study approach (Hyett, Kenney & DickSwift, 2015).

Case studies come in several different forms, including instrumental studies thehfoeus
is illuminating a particular issue, rather than the cases as such. In my study, the management of
children with disabilities in EN schools was the isdusing amultiple case study desigiStake
1995, | explored thébounded system of five primary schools, which worked together as a cluster,
under one Director. With each school considered a separatd saseable to draw a single set of
crosscase conclusions (Yin, 2012) which focused uenbroader phenomenonexducating
children with diverse learning needghis next section describes the case and sampling, before

explaining the methods used with adults and children.

5.4. Sampling
This section outlines the reasoning that underpinned my selection of adwdtsspgand children for

the research.

5.4.1. Selection of Schools
Gaining permission for my research in the field began with email contact with the FEN research co
ordinator, who asked for a short summary of my research proposal in July 2018. Hauisgetisc
the proposal via Skype, we decided tietschools of Las Colinas were the best sample based on my

research questions, being chosen for the following reasons.

1 Best example of EN model practice in a secure area
The majority ofruyralENS c hool s are | ocated in areas which
travel 6 (amber) areas, based upon UK Foreign
minimal risk resulted in three different options across the country. Of thesEEN research eo
ordinator identified two potential groups of schools, which she considered had the best examples of
good practice in implementation of the model. This was important, because it would enable me to
understand whether good practice egthto children with disabilities, while also challenging the

deficit lens that is often used to characterise teaching in Colombian schools.

1 Highest rates of identified disability
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Of the two options, Las Colinas had higher numbers of identified childitardisabilities and a
learning support teacher with whom | could liaise. As such, it was chosen as the best site for the
research.

1 High levels of child achievement in primary grades
The five primary schools had historically had high levels of achiemeoreGrade 5 national tests.

This suggested that the schools were, indeed, examples of good practice of the model.

5.4.2. Selection of aduk
School staffA total of 11 staff participated in the researckcRIitment of participants began
with the Director, who agreed that | could conduct research in the schools of Las Colinas. Following a
crossschool whole staff meeting, alght class teacheand the two support teachelsafning
support and family suppontorker)alsoagreed to participatd he number from each school is
reflected in Tablé.1.

Parents:Class teachers recruit@dtotal of14 parentso participate in the researdtmaving
shared my letter with all parents in their schaqebe Tablé.1). The parentsepresented 16 children,
nine of whom had a disability. Six parents were able to meet me in a 1:1 setting, and five of these had
a child, or children with a disability. Towards the end of my fieldwork Schools C and D convened
parent group meetings fom@w project set up by the local health provider. Through attending these, |
was able to hear the stories of, and interview, a further eight parents, of whom three had a child with a

disability.

FEN staff: Following my fieldwork in schools, the FEN reselacoordinator arranged for
me tointerview five senior staff Having outlined the key areas | wanted to expltre,ceordinator
chose the staff that could best address the questions | wanted to raise. This included the director, the
head of curriculm development, head of training, operations manager and the teacher trainer who

trained my case schools.

Table 5.1
Number oschool staff, parents and FEN staff that participated in the research
School A B C D E
Role Total Non-school based
School staff 11 2 3 1 1 1 Director
8 teachers Learning support
teacher
Family support worker
Parents 14 2 4 3 3 2
FEN staff 5
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Experts in the fieldWhile not part of my main data collectidm;onsulted with aix experts
in the field of inclusive education in Colombia, to understand the historical and pa@didalxt This
included the Director of the Downs Syndrome association of Colombia (Asdown), who is a member
of Latin American and national steeriimglusive education groups. She helped me gain access to the
regional and national leaders of inclusive education in the Ministry for Education, a leading university
course convenor and a specialist lawyer in inclusive educatidahe end of my fieldworkrhey were
keen for me to share my initial findings, which resulted in conversations about the political context

and the challenges for implementing inclusive education in Colombia.

5.4.3. Selection of children
In order tocontextualise the experiencechildren with disabilities with the views of their
classmates, | conducted individual and groupwork with all children over the age of seven. Children of
that age were more able to understand and accommodate my Spanish and errors, and, most
importantly,| was more able to understand them. T&hBoutlines that of the 101 children in
schools, 53 participated in the research. Of these, teacher responses to the Washington group

guestions suggested 26 had disabilities ¢absectiorb.6.4 for more details).

Table 5.2
Number of children with and without disabilities who participated in the research
School A B C D E Total

Total No. of
Children 26 46 9 16 4 101
Total No. of
children with 6 10 4 5 4 29
disabilities
No. of children
with disabilities 3 9 5 5 4 26

who participated

No. of children

with no disability 8 10 4 5 27
who participated

Having provided an overview of who participated in the research, the next section explains the

process Lised to determine which methods would be most suitable with both adults and children.

5.5. Rationale for selecting qualitative datagathering methods

With the aim of gaining rich, nuanced, accounts of the ways in which the needs of children with
disabilities are addressed in Escuela Nueva schools, | chose to employ qualitatyetitetiag
methods for my study. Research employing quantitative methods as largscale surveys (De

Boer, Pijl & Minnaert, 2011) has been important for gaining a better understanding of the prevalence
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rates of disability in Southern contexts (e.g. Trani & Bakhshi, 2008) and exploring the attitudes of

teachers towards teling children with disabilities (e.g. in Colombia, Mufioz, Lopez & Assaél,

2016). Similarly, it is theoretically possible to use a case study approach using quantitative methods,

such as surveys and censuses. Howevlgte using a survey approach resitidigh levels of

confidence regarding the generalisability of findings to a given population, there is-affradth

the opportunity to gain detail and a nuanced und
Furthermore, my constructivistappma vi ews i ndi vi dual s &onstractel dvi ews
and changeable over time. On this theoretical basis, the range of qualitatigattiaténg methods |

utilised are summarised in Tal8e3, along with their purpose in the research.

Table 5.3
Overview of the methods and their purpose in the research
Research method objecthn. Par t i ci In-depth In-depth Insight
Method understanding understanding of understanding of into

of diversity and support systems school and class teacher

disability contexts practice
Classroom
Observation observations 4 v v
Field notes v ¥ ¥
Semistructured Semistructured
interviews interviews v v v v
Diversity photo sorting
activity v v
Participatory Photovoice v v v v
activities Drawing v v v
0 Wh e ns tl wark ¢
visual interview v v v

What follows is a summary of the pilot that helped me trial and choose these methods; providing me

with the opportunity to ensure the instruments were fit for purpose.

5.5.1. Pilot ofinstruments
To ensure my methods, instruments and data analysis techniques were suitable for my research aims, |
conducted a pilot in Colombia August 2018. | visited one Escuela Nueva school, in order to
observe the classroom and pilot adult interviews, and omé&souela Nueva school to pilot the

met hoddés to be applied to children. Spending tw
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classroom practice, and conduatifinterviews with adults, including the headteacher, class teacher,
FEN teacher trainer araparent (see Tabfe4, below). Concerned about the ethics of researching

with EN children who were unfamiliar wittme, | sought the views &fix children in a norEN

school, who already knew and trusted me, having participated in my MPhil researelir on th
experiences of mainstream schooling in 2017. Access to the EN school was gained via the local
teacher trainer, and of the three possible sitegitbsen school best reflected the sampling choices
made for my main fieldwork research site: highest nemab children with diagnosed disabilities, a

rural, multigrade classroom and the teacher was considered an excellent practitioner of the model by
FEN regional staff.

Table 5.4
Summary of pilot activities and patrticipants in site schools
Classroom Interviews Photovoice Video Drawing
Observation age, disability age, disability  age, disability
Headteacher
Escuela Nueva 1 session Teacher
school FEN Teacher
trainer
Parent
Non 2 children 3 children 1 child
Escuela Nueva 11, learning 10, speech 12, no
school 12, nodisability 11, learning disability

12, no disability

The pilot led to my amending the adult interviews (order of questions, reduced number of questions,
splitting class teacher interviews into three shorter sections) and adapting the observation schedule to
reflect an EN classroom better. Finding thatchiln 6 s data from photovoice
richest conversations, | removed video as a method choice. Furthermore, | learnt that children needed
at least one session in camera training and changed the way in which | sought their consent (discussed

in childrends methods bel ow).

5.6 Methods used with Adults
My choice of methods used with adults included interviews and observation, with reflections captured

in fieldnotes. The reasoning is explained below.

5.6.1. Cultural immersion and building rapport
With the aim of conducting research that privileged thiees and experiences of Colombians, | was
keen to immerse myself in the language and culture. | spent my fieldwork living with a Colombian
family who | had known for 10 years, through my previous work in the country. Living with them
gave me a deep undtainding of the importance of family and building relationships in a collectivist

culture, and this fundamentally shaped the way in which | approached the research. Thus, while it
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took 2.5 hours and three buses to reach the schools, the third bugsvbidedrinto the hills, afforded

me time to build relationships with my translator, members of the local community and other
occasional visitors to the schools, such as local Secretary for Education staff. This added to my
knowledge of the culture and camas in the local area. Similarly, before scheduling interviews with
staff, | prioritised time for talking in class and breaktimes with adults and children, getting to know
them and attempting to gain acceptance (Tickle, 2017), thereby allowing theyrovedving a

white, western, stranger in the school to lessen over time. What follows is a description of the
research methods used with adults, and the reasoning for their choice. Their integrity derives from
not only the body of literature that inforch@ow | might develop the techniques in a technical sense,
but also, the informal relationship building that happened in the momedtspacebefore and after

these methodwereutilised.

5.6.2. Participant and nonparticipant classroom observations
With no priorin-depth observations of how Biachers address the learning needs of children with
disabilities, my research wagned at observing, in detail, the ways in which teachers addressed this
in their daily practiceStructured obseation methods, such as the Stallings instrument (Stallings,
Knight & Markham, 2014), have been useful for identifying differences in average time on task
across schools in Colombia (Bruns & Luque, 2015). Howeétggiocus on gaining comparable data
at sale means the nuance of the context is not captlietbse to use two types of observation:
participant and noparticipant, at different stages in the research.

During myfirst three calendar weeks with each scHadllised participant observatign
during which time | used fieldnotes to record what | observed and the information | learned (see
section 5.6.5).Using participant observatidrad multiple benefits. The first is that it enabled me to
build a rapport with teachers and children as | immersed myself in the context and learnt the routines
of each school. Without a translator at this staghildren and teachers, at first, patig explained
what they were doing and why, which allowed me to explore causal explanations and norms that
underpinned the observable behaviours of children and their teachers (White & Drew,12atkb
helped position myself as different to a teack the children, and in some cases, a potential work
and playmate Table 5.5 illustrates thatithe larger schools A and ®hich had more regular
transport links, | was able to visit them twice a week and spedays using participant observation
across all classes. In schook=Cto whom transport was limited, | used participant observation for

three days with their single class.

Table 5.5
Number of days spent in each school using participant observation

23 Section5.9 describes the difficulties | had finding an appropriate translator at the start of fieldwork
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School A B C D E

No. of days using
participant observatior 6 6 3 3 3

| subsequently conducted 15 nparticipant observations, using a fofefined observation schedule

(see Appendix F) with the aim of comparing teach
different sitesBuilding upon research conducted by the TEAZbiect that explored teacher

behaviour in classrooms in Pakistan (Rose et al., 2018), which included children with disabilities, |

used an adapted version of the resWlkenmobter sd chil
observations happened asrplad with the teacher, in School D the teacher spent some of her time

out of the classroom preparing work for the children and hence, | was only able to observe her teach

once.

5.6.3. Interviews
I nterviews are a O6unimgubbdobépé®Ber hkimaand& EKeabeti ¥
utilised to explore the views of 11 school staff (eight class teachers, two support workers, one
director), 14 parents and five FEN staffy preferred option for the structure of the formal interviews
wassemistructured. Offering more flexibility than a structured interview, it enabled me to tailor the
agenda to the person and provided the participants with the opportunity to introduce new topics and
perspectives (Creswell, 2018). Drawing upon the liteegtinterview schedules for each category of
adults contained brogdlemes common to all (see Tablé below) as well as those that were specific
to their particular role (see Appendix C). Teacher interviews were split into three short schedules
aimed areducing the time load on a teachettiom three separatiays in which | conductedach
interview. The questions were funnelled, beginning with those that were broad and less contentious
and then, moving on to more sensitive topics, such as disalitityiaws on Government plans
(Rubin & Rubin, 2005).

Table 5.6
Interview question themes common to school staff and FEN interviews

School staff interviews FEN interviews
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Understanding and effectiveness of Escuela Nu¢ Escuela Nuevaistory and processes in their are
model andprocesses of expertise

Perceptions of <c¢hil dr e Successesand challenges ofimplementation o
their EN area of expertise

Perceptions of disability and education for childr

with disabilities Perceptions of disability and how EN addresses
this

Existing strengths and challenges in their role
Views on support needed for effective inclusion

Views on support available (for adults and children with disabilities

children)

While my aim was to reduce the power differences between myself and the participants,
Brinkmann & Kvale (2015) note that it is impossible for an interview to be an open and free space in
which our relationships are equal. | waited a few weeks before comgithe interviews, instead,
focusing upon building rapport with the teachers and letting them choose a suitable date. | addressed
potential concerns by beginning the interview with an explanation of the purpose of my research, their
voluntary particiption and entitlement to withdraw. All adults gave me permission to audio record
the interview to enable me to check my understanding. Two participants asked me to stop recording
when they expressed negative views and we subsequently agreed how | mightiserthis for my
research. Additionally, | had preparedposh s er vati on questions to redu
anxiety or implied negative judgement, Hidd a query about what | had seen. Guided by Brown and
Mclintyre (1993) these were focusedspecific observed events, aimed to be positive and sought
understanding fr om tThesewee asectechetlsmy praérgtanding dfter six e w.
of t he observations, including three whhder e t he

8.7) and three where | wanted to explore the use of a strategy for a child with a disability.

5.6.4. Using the Washington group questions to identify children with disabilities
While the Las Colinas schools had the highest number of children with identified disabilities out of
two possible regional options (see Subsechidnl), this number was still relatively low. My initial
visit with the headteacher revealed that teacheisbacerns about seven of the 101 children, of
whom just one had a formal diagnosis of disability. | had already anticipated low reported numbers,
given the large body of research that suggests disability is underreported in Southern contexts, and
even mee so in rural areas, where there is less access to diagnostic services {Mugarita, 2010;
Harrison et al., 2020). To ensure | included all children with disabilities in the focus of my study, |
wanted to use a tool (tidsatways tdaewete ndt stigmatisicgtamdl dr en 6 s
acknowledged the interrelationship between their condition and environResg¢arch from multiple
countries suggests that, had | asked adults whether individual children had a disability, this would

have resukd in underreporting due to differences in how disability is understood, issues of stigma
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and other cultural factors (Mont, 2007; Cappa, Petrowski & Nejelsani, 2015). In response to this

common global issue, the Washington group on Disability Studies ,(W&3 commissioned by the

UN to improve the quality and comparability of disability measures (Mont, 20&wing on the

ICF model, a set of questions have been developed that avoid an exclusive focus on impairments, or
medical diagnosis, and insteadgfises upon the difficulties children have in carrying out basic

activities (see UNICEF, 2015).isted inFigure5.1, the focus areas provide a comprehensive
understanding of childrenés functioni ngi, based u

parents or teache(Sprunt et al., 2017).

Figure 5.1

Child functioning module (CFM) question areas
Seeing Controlling behaviour
Hearing Concentration
Walking Routine
Speaking Friendships
Self-care Worry
Learning Sad/depressed

Remembering Attendance
With graded responses of 6éno difficulty, some di

majority of questions, using this questionnaire allowed me to understand not only what difficulties
children faced, butlso, to what extent these impacted on them. Moreover, the questions begin with
the phrase 6compared with children of the same a
Thus, this tool offered a nestigmatising way of identifying the childravho most struggled in
school.

Increasingly used in global disability research, the questions are conslueradst reliable,
internationally comparable tool that exists for identifying children with disabilities in Southern
contexts (Sprunt et al., 201Malik et al., 2020)The graded responses allow a researcher to identify
the proportion of childresowmbodhdnbrieormmbré ¢ 6di f f i cu
domain of functioning), moder at e all @tved fs )drif f fdii ¢ d li
those with severe dif f iccaunintoite s oebeattl., 2847.sGisingp ne don
these esponses, researchers are recommended to report disability data usingpthefattleast one
response iofff idaull toy 6 Wsfhdtlweqtiestionz @ith #€achers for each child in their
class(101 children in totalenabled me to identify a group of learners with moderate difficulties, to
whom | refer as oO6children with disabilitiesd for
thatthe questions do not provide a diagnostic label, nor do they addresgldrlying causes for a
childdéos difficulti)eHoweyes FlorignakISprat (28180)matd tleasclassi®yifgl 9
children is not a neutral process, and risks unintended negative effects. For enamgléhe tool
with teachers risked highliging the difficulties of individual children, and -@peating a deficit

account of the child. Furthermore, in a critical analysis of the WG questions, Dovig (2021) argued
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that the questions reduce the complexity of the disability experience to a lmitdzer of

dimensions, with little regard for intersections such as poverty, race, locatidudtessing this

concernQuigley et al. (2018) argue that the questions are not designed to be used in isolation, and
instead should be used as just one taat tontributes to a broader picture of a population. For the

purposes of my research, | agree that discussion about individual children who had more complex
difficulties (both during the WG questions and subsequent interviews) had the potential for myself

and the teacher to aweate a view of a child which identified them as different to their peers. | would

also argue that while responding to the WG questions may be the first time a teacher has verbalised

their views upon the functional difficulties ofcild, it also reflects their prexisting opinion.

However, | mitigated the concerns discussed above using a number of strategies. | avoided
highlighting individual c¢children by not wvoluntee
results withclass teachers, and was not asked for one. Additionally, involving all children over the

age of 7 during activities meant those with disabilities did not stand out. Thus, using the questions
provided me a way to identify those who were experiencing thst difficulties in the schools, when

compared with their peers. More importantly, this was complemented with a rich picture of the local
environment, school context and the intersections that impacted upon the experiences of the children

and their familis. Cogni ti ve testing of UNICEF6s Spanish tr
(UNICEF, 2016) in Mexico suggested that the questions did not perform equallylvezilcompared

with the results in Spain (see Schdslasberg & Villar, 2014). Knowing that Mexicaand

Colombian Spanish are also not identical, | decided to follow a series of steps identified by WG

(2017) to create a Colombian translation. Prior to leaving for Colombia, | asked two fludradel
Colombians, with knowledge of education and develpinto translate the questions separately, and
subsequently, to comment on each otherds transl a
differences were mainly due to a literal vs colloquial choice of words. The final adjudication was

compleed by a Professor of Inclusive Education in Colombia (see Appendix E).

5.6.5. Fieldnotes
In addition to formal noparticipant observations, | recorded ideas, thoughts and participant
observations in daily field notes, typically scribbled on the two hour journey home, or when children
and teachers were occupiddhe fieldnote entries provideedt ai | ed descri ptions of
done and observed during a research evento (Pill
context in which interactions occurreBelamont (2016) described the need to write these up into a
legible, expanda version, which captured not only rich descriptions of the context, but also provide a
space for critical reflection. As suahy fieldnotes also provided a space for my thoughts, emotions,
early analysis, and questions (Berger, 2015), which were wiitta legible form at the end of each
day. Inspired by illustrated fieldnotes from Taussig (2011), | combined the writing up with drawings

(see Figuré.2 below), which helped me to process the events of the week and the feelings they had
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provoked.

Figure 5.2

An example of illustrated field notes following disclosure of physical punishment by a child

Having outlined the methods used with adults, the methods utilised for children are now described.

5.7. Methods used with children

The increasing role of children in research has resulted in a proliferation of techniques considered

more childfriendly than those used in traditional research (Coad & Evans, 2008%,while

interviews continue to be@opular method for data gathering, researchers have also begun to

incorporate visual participatory methods into their work with children, arguing thatitivesase
childrenbés scope for action and demoahgdten ate t hei
more time to think and build their ideas (Angell, Alexander and Hunt, 2015). This section explores

my reasoning for using a participatory design, before explaining how the sessions were conducted

with children, and the rationale for the choicesytlvere given.

5.7.1. Employing a participatory design
A central aim of my research was to involve children by privileging the voices of those with
disabilities, as a form of what Tuhiw&mi t h ( 1999, p.234) rfinekddecings t o as
mnor ity perspectives into research production in
pathol ogising tendenciesd of research which is e
6inclusive researcho6 (p. 2)engingthegpreduationioftkreowledgep r o ac h e
that sees participants as passive within the res

by or sometimes for those [being researched] ¢é a
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Drawing on chitlhood studies literature, this includes children, who are considered competent social
actors with the capacity to shape their own lives, the lives of those around them, and the societies in
which they live (Percysmith, 2011)However, within the broadereld of disability, Oliver (1992)
argued that the main beneficiaries of disability research are typically the researchers themselves.
Regarding to what extent participants participate in the reseaitital disability theorists contend
that it should be@mancipatory, giving voice to, and changing, the experience of disabling barriers
(Feely, 2016).

However, the notion of chilgarticipation has been critiqued for being a concept that derives
from white, middleclass Northern norms and one dominated by the UNCRC framework (Stoecklin,
2013). Furthermor&s i n g al (2010, p.422) argues thhles there
that focus on emancipation or transformation, when applying them to Southern contexts. Seeking
childrenés views privileges individual rights ov
has less relevance in societies that are more delemnd familybased (Kalyanpur, 2011).
Questioning whether aamancipatory approach was culturally relevant or appropriate in my research,
the literature review revealed ththere has been an increasing amount of participatory research that
reflects thediversity of life experiences of children, including those with disabilities, in the Global
South (e.g. see Brydges & Mkandwaire, 2016; Gregorious, 2016). Moréawes reassured by the
existing EN child participation structures, includisgcisionmaking, evaluation in the classroom and
termly committee meet i n-glanninghHowever was hwarg thatthdhi | dr e n 6
notion that participatory research empowers children has been problem@tidledi{er & Gallagher,
2008), with the suggesti that an unreflexive use of methods underestimates the role of power
dimensions (Horgan, 2017). Gatekeeping protections, such as ethics committees and adult permission
to engage is well meaning and protects vulnerable children (Wickenden and Keifibima2014).
They can also be used as a means to control the process and outcomes, based upon adult agendas and
design (Stoecklin, 2013%imilarly, researchers have questioned whether adults are truly prepared to
listen to children who do not conform, or el messages that adults find hard to hear (e.g. see
Thomson, 2007; Cremin, Mason & Busher, 2011). Consequently, it was important to frame
childrenbés feedback within the existing cultural
enabling them thhave the space to be negative, through preparing adults for the fact that they might

say things that were difficult to hear.

5.7.2. Utilising a multi-method approach
Researchers using visual participatory methods have utilised a range of media wigmchildh as
video (Nind, Boorman & Clarke, 2012), photography (Kembhavi & Wirz, 2@0@ drawings (Singh
& Ghai, 2009; Eldén, 2013). Furthermore, a number of researchers have useenaetinalt
approach in their research with children with disabilif\ckenden & Elphick, 2016; Jenkin et al.,

2017), which facilitate their communicating important messages about their lives in ways that do not
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rely solely on talk.Multi-method participatory approachefow the researcher to engage children,

respondingdo their interests and strengths (Clark, 2011) @addeliver a better balance of power

between the researcher and child (Langevang, 2003&d a multimethod approach that offered

activities that reduced the demands on verbal fluency (photovoiceindjaw addition to the offer

of a basicinterviewwhi ch | call ed 6chat with JuwWwhiema?d. Howe
working with children or adults with disabilities, adapting the tasks or environment does not mean |
consider them less comient (e.g. see Thomson, 2007); rather that | believe individuals have

different strengths and interests and it is incumbent upon all researchers to consider these to ensure

that activities are accessible for all.

5 7.3. Chil dulimenés session
Having described childrenés role in the research
plans and the application of the methods used. TabBlerovides an overview of the sessions

delivered, and a summary of their purpose in thearese

Table 5.7
Overview of childrends methods and their purpose
Research Objective Childr In-depth Insight into
understandin¢ understanding learning and
School of diversity  of school and  friendships
Week Method and disability class contexts
Warm up
1 Introduction Consent
Ground rules
Child chooses methods
Diversity photos v v
2-3 Drawing option v v
Camera training v
Individual photos v
2-5 Photovoice option  Individual interviews v v v
Group theme session v v v
Action planning v v
5 Additional Individual visual 4 v
instrument: interview
O60Who help
| dm stuck
6-7 Dissemination v v v

5.7.4. Informed consent and choice of methods
On my initial visit, | introduced myself to the children using amrepared visual poster (see Fa
below) to explain my reason for being in the schools, with an outline of the activities | was offering
and the importance of consent and confideyialChildren then had all day to add their names to a

large method menu poster, opting to do any combination of photovoice, drawing or individual
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interview, with an additional column for their suggestions for other methods. | subsequently spent
that daybuilding a rapport with them, playing with them at breaktimes and answering any questions
about the activities | had described. Whi | e

their peers, as the process continued, | was reassurethittetrc felt free to opt in or out, noting that

choices often changed once they saw concrete examples of the method in practice. Consequently, |

feel that using a menu choice was more powerful in terms of what it signified, beyond its practical
application: it demonstrated that children had control over which, if any, activity they chose to

participate in.

Figure 5.3

Introduction poster used in each school

Translation: Do you want to participate?

Your opinions You are the expertsI

*59%&“* /)

BN

- K/S“\\(k Tu v
é Que \JaMOS a ha(e/ 3 I;Uﬁratintu L
G
[ M L CONFH:N@(ML V‘)WNW}
SUamos g mwzm /c ‘ {

’ Prw‘fr«ao" ﬁ Rf

amnumu
\Q&S soLo PARASUUA /
c«w \"\} W“‘"“ 7!

=
What are we going to do? 3 important things
Take photos, draw, something else Confidential 2. Voluntary
Chat with Julia YOU DECIDE! 3. Recording is for Julia only

Into a big document Presentation by children?

Children had the option to participate in three visual participatory methods, which are explored in
detail next: photovoice, drawing, and a later addition to the methods, a visual interview on who

helped when they children became stuck.
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5.7.5. Photovace
Created by Wang and Burris (1997) and drawing on feminist theory, photovoice has become an
established technique within visual methodology research (Boxall and Ralph 2009; Ottmann and
Croshie, 2013)Consi stent with decolomialang, expentsumeas.!
in their | ocal context and should be involved in
& Burris, 1997 ; Thies upnrgo ceets sa lb.e,gi2n0s1 58i.t h an i dent |

que

[7)]

ti on wmrfe fparutsi,cibpdnt s use cameras to take ph

of their photographs ar e -etrhdeend diinstceursvsieedw awidt hn otthe
This exploration of meaning andwhentparnti di pa otgg
together as a group to discuss the images (Wang
identify how they might effect change as a group
adults and chielsdr(een gwi tLhaldi slalrialsi t& Sut o, 2012; |
research in the Gl obal Sout Thepelholameat e 04 751 Ngeaty
critical space in which mysel f, t hahyt rtahnes Icahtiolrd a
the photo in that mo ment , but al so, the meaning
2018) . Moreover, it supported children whose ver

their age, disab20l7)y. («Hhow ev earnde Kbhdbwgcates of ¢
approaches argue that they generate greater auth
children and young peogrem{ Rl uMason&aRudBusker 2(Q
t hwitsual i mages need to be understood not simply
a product of the taslkhusegtwasndi mpwr i anwashartr amleid.I
were not viewed as entwxedpoilmwmtcali mteal pitgygt wamas i of
f or -concsa r uct e dMccloanwgehrisiant-F & un@ &(lae man 201 9) .

Photovoice stages

The photovoice process involved a number of stag

i ncluded:

A Camerming ai

A Children taking photos of what did and did nc
A 1 ndividual interviews about their photos

A Children working together as a team to group
A Group deciding whether they want etdhitnog ss hboew t pe
The way in which each stage was delivered is des

afamera training
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As an essenti al part of the process (Kellet, 201

basics of taking and rteviinewianigr sp htoot otsa k eb epfiocrteu rteh
and did not Ilike -um tdeiewsathotohei r Aphot b®wpr ovi
further coaching on how to manage the camera and

bMan activity: What helps/ does not help you |
The main photfovaomecde utsasnkg wahse questions O6What hel
you | earn?6. Children found it easy to capture
to mphatpdhh things that did not help their | earning
capture abstract themes (e.g. noisy c¢classroom),

mi ght be not only oborster dtuhen|l p@oplpd atce st, he it

However, while some embraced t hiirscliuWdiand ec lgi.l &rtea

perceived wer e-sutnihappsyt rautg gsl cehdo. o |

Havi

me t

c)ndividual interview on photos

ng printed two copies of childrends photos (

with myself and the translator to explore th

began with an open st atoedmdg mtl :drd tdeglel, me 1a&2b g u tb etf loil

as, O6Does it help/not help? How does it help/not

d)Ydentifying themes
During theming sessions | returned childrenés an
spreadi mditviaddal photos onto a group tabl e, befo
and things that had not hel ped. Having emphasi s
children were then left to p-tthinlge phatods hist @gr @
help them to |l earn and things that do not 6.

ePi ssemination
The most disappointing aspect of wusing photovoic
did not come to fruiliiehregi bne2tOhle8 pvwhaoyw Dle sh acde ahnoi pl el d .
create soci al change by itselufs,e aind atsh ear eb qgiusi cckr i
replacemenéedmfoet hoongraphic engagement in fieldw
73). Drawiingi eplondi sability theory, my aim was,
steps platform childrenosdewiigred reaaniwogfl dl adiso
the findings, from which | couthamrge!| b @t 2z he2 WhY
However, the dissemination plans were severely c
the second school term. While | ocal buses had a
al most no retermobmseBol nowiheg athe summer hol i da
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return using the teacher bus was removed due to
staff Ooopoptboatg. did this impact on thhedviD3it dbuto
also, all -myeptang €@bsseminati on strategies with
unable to find sustainable, safe alternatives fo
children had the kihtancei ngp fltowarattdiensgy icahrasgl.dr ends
themes and photos | created a poodt bel bawkprewtdhcéac
as a basis to discuss with children whoathkhey mig
action plans on t heHdwewers, tthheiys hvaadsyi rdeetnnt ii lf e eesd,.
wi || have influenced images that were intentiona
(Brushwood, Rose & Granger, 2013).

Fi g6.rde
Example of theme summary poster

School B

\

e @ y las Profes

/ R | AYODA |
)/ | Las amistades - a aprender A‘
,,'_"_L‘ ..

5.7.6. Drawing
As a medium that exists in the majority of cultures, using drawing in research with children is a
common method (Fargddalet et al., 2010; Eldén, 2013) and has been used to explore a number of
themes with children with disabilities in the Global Southirfstia, Singh & Ghai, 2009; in Vietnam,
Nguyen et al., 2016)As illustrated in Figuré.5, | asked children to draw three things: something

about theifamily, what they most liked or did not like about school, what they wanted to be when
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they grew up athfinally, anything else they thought was very important to them. Connors and

Stalker (2007) argue that drawing is particularly effective for children with learning difficulties, as it
focuses on the context of specific, concrete, drawn events, rathea thare generalised

conversation, delivered at their own pace. | chose the method knowing that drawing is a common tool
used in Colombian schools. Howevegnch (2002) contends that not all children enjoy drawing, and

it might not suit children with pfsical or visual impairmentd. offered drawing as one option of

three to all of the children. Reflecting recent shifts in the analysis of drawings, rather than analysing
the drawing content for meaniifg.g. see Leitch, 2008), | coded what the child sdiout their

drawing (Angell, Alexander and Hunt, 2015imilar to the analysis of photographs, the pictures

provided a means to enable a conversation.

Figure 5.5
Example of a childodos drawing
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5. 7. 7. O6Who hel ps witeevikw | am stuckd visual
Through analysis during fieldwork, it became app
likes, dislikes, future hopes, insight into their social relationships and what they felt helped them
learn, | had very little understanding abounvthey experienced addressing the moments when they
found work difficult. Consequently, to explore

thought helped them in those moments, | created a visual framework that explored three aspects:
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1 In which topic they were most likely to have experienced being ¥&ick
1  Who would they talk to (if at all) if they were stuck?

1 How did their peers, teacher and parents typically react when they were stuck?

Conscious that not all children find it easy to exptheg emotions, Figurb.6 illustrates how | drew

an emotions picture face chart for them to point to. Having gained their consent to take part, some
children chose to draw in faces, some drew people and some preferred to point to an emotion and
have meor the translatodraw. As the most adufitructured of all the activities, | was concerned that

| was moving away from a participatory, chletl approach, but on reflection it enabled some

children to express their views in a way that they hagratiously. For example, one child who had
found it extremely hard to explore what did not help his learning through photovoice, subsequently
revealed that he frequently struggled in class, but would never tell anyone (including his parents)
about this, bcause he felt ashamed, and that he felt worried about this much of the time. This was
much more consistent with what | observed in class and enabled us to have a conversation about how

he might seek help in ways that were not shameful for him.

2Thetranslatot r ans| at ed t hifs. afs loéittee rdailf itcrualntsal aatligopon i s O6som
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Figure 5.6
Example of O6who helps when | am stuckd intervi
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5.7.8. Views on diversity and difference
The ways in which children understood and spoke about diversity were explored targugip
activity in which the group was given photos of children that represented different aspects of diversity
(race, gender, disability, soeeronomic status), andlasl to put the photos together in groups that
were the same. The way in which the children discussed the photos and the iterations of the
categorisations led to a rich discussion on how they understood different aspects of diversity (see
Appendix F)

5.8. Overview of fieldwork timeline

Figure5.7 belowoutlines the planned timeline for their implementation in each schdpimain

fieldwork was preceded by a visit to Colombia in August 2018, during which time | met with the
research cordinator of FEN anthe Director of the Las Colinas schools, who confirmed my

permission to conduct research with them. 1 also piloted my methods. | returned to Colombia to begin
the main fieldwork in February 2019. The fieldwork lasted a total of eight months and wastedndu

in three phases. The first phase involved meetings to plan my timetable with FEN, the school director

and teachers. During my first meeting with the teachers, | gained their informed consent to participate

e W

in the research and began the process oinghg my timetable with school€.o mbi ni ng teacher

preferencefor my days in school and the limited local bus timetable, | began with scha®ls A
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before the school holidays, and finished with Schoels &fter them. Finally, | was able to present

my initial findings to both the teachers, FEN and the local Secretary for Education inclusive education

team, before returning to the UK.

Figure 5.7
Timeline of fieldwork and methods used
Month | August Feb March-May June July-August September
2018 2019 2019 2019 2019 2019
Schools AC Schools DE All schools
Pilot of Gain
methods| informed Observations Observations | Presentation
consent of Field notes | School Field notes of findings
Schools| First teachers | Semistructured| holidays| Semistructured| to teachers
meeting interviews interviews
with Fieldwork Participatory Participatory
Director | timetable activities with activities with
of case planning children children
study | with school
schools| director and
teachers
Introductory
school visits
Transcription of interviewsybservations and fieldnotes
Literature
FEN Initial Research review
meeting | timetable Interviews
to planning Presentation
discuss | with research of findings
research| co-ordinator
proposal

Having explained the methods used with both adultchitdren, the next section outlines my use of

translation before describing how | aimed to ensure the research findings could be considered

trustworthy.

5.9. Translation

Collecting data in one language and presenting the findings in another involves researchers taking

translationrelated decisions that also have an impact on the validity of the research and its reporting

(Birbili, 2000). Conscious thatthe r a n s | eatity@nd @periénde shape their translation services

(Squires, 2008), Iwanteslo me o n e

who

coul d

6represent

t he

resear c he dant, 2OR7 b 64)Bengimg my first candidate to the initial teacher meeiing
quickly became clear to me that while he may have been suitable at a technical level, conversations

about his attitude to children and authoritative manner with teachers meant | did not feel that he
Wil thel23 Hoer sommuted was & farthes r s

wo ul

d be

a good

6fito.
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six weeks before | found someone suitable: a 19 year old female student with a good command of
English, who was excellent at engaging children and became-moolel to some children by the

end of our time in thechools. Discussion with her helped me to understand her positionality better
and while she was an d6insiderd in that she came
and not in the local community. This risked keowledge of the culture of thgarticipants reflecting

local perceptions of rural workers, and thus influencing the translations given, as well as reflecting
local power relations between their respective gr¢g8pbsmpuku and Norr, 2012). However, her

mother and uncle were not onlyralischoolteachers, but had taught, and taken her to, schools that
were much more isolated areas than the case schools. Hence, she had positive views about rural
education, an insight into the challenges of multigrade and was not disconcerted by i |8cat

an untrained translator with no experience of working with children with disabilities, it was important

to offer training before we began working together in the schools (Baird, 2011; Wolf, 2017).

Drawing on the example &ingal (2007), wexplared her attitudes towards disability and discussed

how these, her reactions and facial expressions may influence what was\8leadiscussed current

and outdated words for disability in both English and Spafairq, 2011)andl asked her to
translateaccordingly. Finally, we discussed issues of confidentiality and she signed a confidentiality
statement. Paid for her time and travel, she enjoyed the work so much that she subsequently decided
to return to FE college and complete her studies, whichdvenhble her to consider a career in

teaching or translation.

The delay in finding an appropriate translator had an impact on my research in two ways:
first, it meant | could not have as-d@epth discussion with children to challenge and redesign what |
was offering, and second, | made a key decision not to use her routinely in teacher interviews.
Negotiating meaning between people of differing positionality and understanding of culture, is
complex (Wolf, 2017) and after six weeks alone with the teacldasidled that | did not want to alter
the dynamic or balance that | had achieved. To support myself, | had already translatediestdgre
key questions and probes for the interview, to gain extended descriptions and narratives (Rubin &
Rubin, 2005). ldwever, | have less flexibility in my Spanish to bring a person subtly back to the
question, if it appears they have diverged into another topic. Moreover, | am not always sure if they
have diverged, or perhaps | have misunderstood. | mitigated thitmislgh audio recording each
interview and seeking advice where | was unsure.

The final aspect of translation is how my experiences and interviews were converted into text.
While my observations were mainly written in English, phrases and interactions between a teacher or
child with a child with disabilities were recorded in Spanish. Similarly, transcriptions were completed
in Spanish mainly by myself, due to cost. While itt@st practical solution | could find, | am aware
that this potentially had an impact upon the extent to which one can claim that what | heard is what

they intended, as it is not only what someone says that communicates meartiogythely say it
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(Robinon-Pant & Wolf, 2017). To mitigate this | sought the help of professional translators when |
could not understand specific sections, or people had appeared to misunderstand me.

With the aim of avoiding the O0mprdséntngthe mi nef i ¢
meaning of my participants, | present their quotes using literal translation where possible. Making the
speech more palatable for the English audience goes against the decolonial approach that | espouse: |
wanted Colombians to be at thentre of the knowledge production. | translated the quotes as literally
as possible and for words where there was not a direct translation, | adopted a translation style of

6conceptual equivalencebé (Birbili, 2000), and ad

5.10. Ensuring trugworthiness of the research
One of the challenges of working with qualitative data, in particular, that derived from visual
approaches, is establishing whether it is rigorous, valid and reliable (Creswell, 2018). However, the
positivist research measureisvalidity, reliability and neutrality do not reflect the epistemological
position of constructivist research, which considers knowledge to be socially constructed, rather than
something objectively measurable. Creating measures that better reflaettigeaksearch, Lincoln
& Guba (1985) replaced the term rigour with the parallel concept of trustworthiness. Within this they
argue that validity is better served by the notion of how credible the findings are, and that, rather than
reliability one shouldocus upon the dependability of the research instruments andAdoigher
guestion regarding qualitative case studies, is the extent to which one can generalise from the findings
(Tight, 2010). Addressing these in turn, Tat8e8 outlines the measures | took to address the
trustworthiness of my research.

The credibility of my research was addressed through spending a prolonged time in
Colombia, using multiple methods aimed at generating rictrigtions thab map out , or expl
more fully, the richness and complexity of human behaviour by studying it from more than one
standpointd (Cohen, Mani on & Morrison, 2011, p. 1
experts in the field addressttir dependability. Finally, with regards to transferabiBtake
(1995) argues that oO0the real business of case st
With no other available research on the inclusion of children in EN schoolsth#teuapproach
consistently, it is likely that my study will provide the basis for future research on this topic. Bassey
(2003) argues that it is possible for a researcher or practitioner to readepthinstudy and make a
Obest esti mates s®df (tpr. u g tdladabiliafse 4b) tatecstndy context.
Accordingly,Chapter6 has provided a comprehensive overview of the case context, enabling future

readers to make a judgment as to whether my findings are transferable to anutdr co
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Table 5.8

Overview of the ways in which | addressed the trustworthiness of my research

Measure of quality Key question

Methodological implementation

How believable or
convincing are the
findings of the
research?

Credibility

Use of multiple methods

Prolonged time in the field

Searched for negative instances that
contradicted emerging themes (Seale
2005,) e.g. views on EN and tools and
childrends experie
Member checking during interviews,
group feedbackrad posttranscription
Local legal expert reviewed Colombian
chapter content

How far can the
instruments and
procedures used be
trusted to produce
credible findings?

Dependability

Instruments were audited by my
supervisor preilot

Pilot testing and subsequent amending
instruments in Colombia

Translation of Washington Group and
interview questions completed in
conjunction with English speaking
Colombians

Instruments were adapted to suit conte:
and needs of children in the field

To what extent can
the findings be

transferred to other
settings or groups?

Transferability

Findings are sitspecific, and purpose
was not to generalise

Aim instead to generate rich, thick
descriptions

Reader may use o6f
(Bassey, 2000) based upon similarly of
my cases to future research contexts

Having considered the ethical implications of each stage of the research methodology thus far, a final

section is dedicated to the broader ethical implications that frame the research process and practice.

5.11. Ethical considerations

As a white, middle class, professional woman from a privileged institution in a Northern country, my
positionality and identity make ethical considerations a fundamental of the research préitesst
addressing the relations of power/knowledge my mebedsks reproducing the same ones that |

sought to challenge (Spivak, 1985). To address this, my first action was to identify a methodological
framework, design and methods that were aimed at minimising the negative effects of power on the
participants ad privileging their views. The second action, outlined in the sections below, was to
address issues such as ethical codes and my positionality in order to produce a critical understanding
of myself in relation to the research process (Cannella & Lir2@1i) as well as to inform the

reading of my findings and conclusion.
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5.11.1. Negotiating access and informed consent

Given that | am based in a British institution, | have to conform with the British Ethical Research
Association (BERA) guidelines (BERA&Q18), which outline a wide range of ethical considerations,
including a number of responsibilities towards participants (e.g. working with vulnerable young
people, openness and disclosure, ensuring they understand their right to withdioawe)er,
reseachers working in Southern contexts argue that applying an ethical review process
institutionalised in Western universitiesresearch conducted in Southern contéxtsadequate
(McMahon & Milligan, 2021). Countering the idea that ethics canclaimtbeni ver sal 6, Ti k|
Bond (2013) contends that Western ethical codes not only risk silencing indigenous approaches to
ethics, but also, exclude the ways in which power is enacted in a number of ways, including defining
research questions, ownership ofedand who does and does not benefit from the publishing and
dissemination of the research findingsirthermore, when working in the field the underlying values
and required processes within guidelines may conflict with local norms (Qureshi, 2010), leading
Simons & Usher (2000, p. D 3Jkeyeentompassdhe moalande f or &s
involve continuous negotiation with the research participants and community leaders in each
individual research project. By so doing the community has thesi@yaon what is and is not
acceptable (Denzin & Lincoln, 2011). Consequently, the way in which | negotiated access to the
schools and participants as well as ensuring that all were giving informed consent needed careful
consideration of the culture in vweh | was conducting research.

Gaining permission for my researiththe fieldbegan with email contact with the FEN
research cordinator, who asked for a short summary of my research proposal in July 2018. Having
discussed the proposal via Skype, ageeed for me to conduct my research, helped me to choose the
case study schooland facilitated my contact with both the pilot EN school and the Director of the
case study schoolBuring my pilot | began the process of gaining access to the schools through
meeting with FEN, who approached the director of the schools on my belsdlie atekeeper, he
was keen to meet me in persduring the pilot visiitnd asked me to come to his office, based in
School A. During our meeting he informed me that his verbal permission was all that was required to
be allowed to conduct the researclthia schools, and that he was happy for me to do so, starting in
the new school year (February 2019). However, on arrival in the country in the February, | was aware
that teachers may have differing views andifeltas important for me to takedsalogicapproach to
ethics, which starts O6with a conversation, rat he
2010, p. 284). To seek the voluntary, informed consent of the teachers, | attended a staff group
meeting, outlined my research ideas and dahem a letter that requested their participation. As a
group, the teachers told me they preferred to use WhatsApp to indicate their acceptance, and all
subsequently messaged their agreement to participate, whilst also giving me their signed permission

when | visited the school. On my introductory visit to the school, | spent time building a rapport with
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the teachers and children and at breaktime discussed how each school wanted to seek parental
permission. All schools said that signed parent permissiencasamon, and so, | used a parent letter
(see Appendix G)Interviews with FEN staff were agreed via the FEN researabrdinator, and to
ensure their consent was one that was informed, we revisited the voluntary nature of their
participation at the staof their interview. Permission to use the content of my conversations with the
University course convenor and Ministry for Education officiaés sought following my

presentation of findings.

Seeking informeaonsent from children brings distinctive ethical challenges, in that | needed
to ensure that children, including those with disabilities, understood their participation was voluntary
and they were free to withdraw at any tinfeuring my pilot, | created large visual, picture based,
poster explanation of consent for children (similathi® poster in Figurb.3, Subsectio.7.4)and
mirrored this with a smaller A4 version to sign. However, signing meant very little to the children,
and | reflected thdtwas merely trying to replicate the adult processes. So, during my fieldwork, | not
only began with the consent poster, but also, regularly checked whether they wanted to carry on,
reminding them that withdrawing would have no consequence. Similarfs Vigilant as to whether
a child was giving assent, on an ongoing basis, based upon their body language\@rtdalon
responses (Cocks, 2007). Following the BERA guidelines, data has been kept confidential, and
observations do not refer to the namemdividuals. Children chose their own pseudonyms and
permission to audio record data was requested in each activity, before being destreyed post
transcription. Only one child said he did not want to be recorded, which | honoured. Finally, my

translatorsigned a confidentiality agreement prior to working with me.

5.11.2. Reflexivity and positionality
A commonly advocated process for researchers to gain a critical understanding is the use of
reflexivity, which involves asking themselves questions sudhlasow does who | am,
been, who I think | am, and how | feel affect
a new person entering a community of school s,
woman with imperfect Smish, and, for the majority of children, the first time they had ever met a
European. Moreover, less visilfctors, such as my age, academic status, lack of disability and
personal and professional experience all shaped and influenced insider/o@ssgectives of the
research process and my relationships with the participdiotddss, Arthur & Crossley2016, p. 34).
However, researchers have questioned the binary notion of being either an insider or an ausider,
the assertion that sharing characteristics with a given group is necessary or sufficient to be able to
know the experience of that group (Merton, 1972). For exarSplgstava (2006) notes that the
multiplicity of identities that both researcher gratticipants possess open up a different space,

w h
da
|

creating shared positionalities with participant

can mediate the exchanges with participahtewever, when undertaking my MPhil research |
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questioned whther the questions regarding reflexivity are sufficient to create genuine ethical
research, and to what extent it changes the power dynamics either during individual interactions with
others, or at a broader, structural level. Pillow (2003) criticiseagbef reflexivity as a standalone,
met hodol ogi cal tool, arguing that it is not Oneu
research. Consequently, Sripr aka-srtleratgajdménhopadhy
with reflekxiwvedegdr d me wdh howhvw wplad tdaocrudiaderit&dédut hso e
devel opment are produced through empirical studi
norms and discursive practices of their fields, which are themselves politicallgtegdedRegarding
which, | am aware that | am informed by Northern models of inclusive education and influenced by
international models of disability, including the ICFurthermore, | come with preonceived ideas
about what pr act iinclade chitdtem vath disgbiliteesin adBwtish clagsrodmo
setting. Similarly, the use tifie TEACH observatiotool brings a particular lens on how to record
observations and make judgements about the quality of a lelsaoned to mitigate thiby usng
multi-methods which aimed to gain rich description of context, asked for multiple views anéaheck
out my assumptions during interviews and paistervation feedback. However, as a field which is so
immersedwithin discourse and practice promoted inrfern contexts, | am aware that | cannot
escape bringing a lens which will reflect some of that Northern bias.

Furthermore, | did not want my research to perpetuate the idea that solutions to creating a
quality, inclusiveeducation for all in the Colondmn context can best be provided by an outside expert
from a colonising country. Hence, it was important that | found ways to position myself such that |
did not convey that narrative. Consequently, while FEN knew my professional backdrdaoidied
notto position myself as psychologist or international consultant when conducting research in Las
Colinas schools, following concerns that this might lead to the perception of my being a Northern
white expert who knows bekthe very notion my research waisned at countering. Moreover, in
Colombia the | abel O6psychologisté denotes a medi
children, conducting psychometric tests as part of a diagnosis process, and providing broad
recommendations (similar to arltal psychologist in the UK). In contrast, as a schbalsed
educational psychologist, | was not involved in testing or diagnosis of children and rather, focused
upon practical problersolving at the classroom and schegstems level. As such, | expéal the
nearest cultural equivalent which might explain my background, while not positioning me as an
expert. | was aware that following initiakacher trainingColombianteaches have the opportunity
tocompl et e an extr ainggvanrtopio(b.g. hathsparsh. &d, wheraspeiaking 6
with teachers and parents, | described myself as a teacher with an interest in EN, who had specialised
in psychology. Being alert to how | was positiomedonversations it quickly became apparent that |
was seen as a UKased teacher of a similar age and experience to the teachers themselves. Indeed,
this experience was the first time in 20 years where there was no defined expectation that | would

provide ideas for supporting children, or even give an indication that | had an opinion. Consequently,
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on the teacher bus home | would often sit between different teachers who would discuss the children
with disabilities with the SEN support teacher. Listenmgt felt both strange and liberating to be

rendered invisible in a conversation that | would normally be part of. Furthermore, not being included
was reassuring to me, as it indicated that the staff never saw me as an expert from whom they might

seekan opinion, rather | was an interested bystander.

5.12. Data Analysis
My research involved different types of data derived from various methods of data collection and
multiple respondents. As such, the data analysis involves integrating different types of data into a
cohesive account (Bartlett & Vavrus, 2016). The procegsib with transcribinthe audio
recordings of all child and adult interviews and sessions in Spanish and copies of the latter
transcriptions were sent to each adult to check they were happy for me to include?h@ hiztaatic
coding was used to analyse thea,based upon an inductive approach (Miles, Huberman & Saldafia,
2014). The commitment in photovoice research to try empower voices caused me to analyse the
photos sol el y bas gedaldescrigions &omaheir intedviewsr(\lasig edbalv,n
2004) and thissame principlevasa ppl i ed t o descriptions of their ¢
images and photeorting discussionsUsing the coding program Atlas.ti ensured | was able to link
these desqgptions with specific sections of the images and drawi@sservation datdr{cluding
both nonparticipantobservation schedulesid participant observation fieldnotes) was thematically
coded alongside the interview transcripts. Fieldnote data whickddaypon my reflections and
guestions were largely my opinion, meaning that they were used as a reference to assist in the analysis
processbut not included in the coding.

Using the method described by Miles, Huberman & Saldafia (201dh#gsisproces
involved the iterative development of themes through two cycles of coding. During the first cycle, |
employed inductive, open coding, where | looked for recurring patterns (Merriam & Tisdell, 2013)
and used words aimed at capturing the essence of aavplaaticipant had said (Saldafia, 2014).
Initially, | identified codes specific to teachers and FEN staff (22 codes), children (16 codes) and
parents (15 codes). Tlkedes were broad and descriptive (e.g. teacher stratpgresits describe
disability), which supported me in segmenting the data into mutually exclusive catggeges
Appendix | for list). The second cycle of coding was focused on finding patternssaand within
the existing codes, in order to identify O0an eme
Huberman & Saldafia, 2014, p. 86). As someone who best makes sense of information by presenting
it visually, | did not want a lack of skilis Atlas.ti to limit my capacity to reflect upon the data

(Woods,Macklin & Lewis, 2016). During the second cycle, | made sense of the coded data through

25 0nly one teacher replied with some changes, correcting my spelling and adding explanatory notes
to ensure | had understood her meaning correctly.
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drawing a series of evolving images to explore the relationships between the main themes, and the
paterns within them. | subsequently translated the new insights back intdiAyasecoding the
relevant quotes anelationships between thefmhisiterative processesulted in all quotes being
located within 9 main themes and 41 mutually exclusivesdgdee Appendix I).
For examplethe illustration in Figuré.8 below captures my mapping of the different ways
in which teachers, children and parenintiis assi gned
picture, | was trying to map out the seas that were assigned to why a child with a disability was
finding it hard to learn. This included drawing and summarising the responses of both the teachers,
parents and the children themsel@#hile the arrows betray the blame assigned by individltizds
illustration captures the moment I notidkech atonéen o s sayi ng 1iThisis disabild]
important moment led to two significant lines of enquiry: focusing on the disconnect between parents

and teachers, and access to the diagnosis system.

Figure 5.8
Example of my illustrated pattern coding regarding the interaction between a child with a

disability (CWD), parents and teachers
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A criticism of coding is the possibility that its subjective nature means | could have foregrounded

aspects of data that were of particular interest to myself, thus potentially distorting the information to
support my theoretical perspective. However, thisque relies on a positivist attitude to data, based
upon the assumption that it expresses an objective truth which risks being distorted by subjective
researchers. My constructivist perspective suggests that meanings arise in an emergent manner
throuch the interaction between researchers and data (Creswell, 2018). From this perspective, it is to

be expected that a particular researchero6s analy
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othersHowever, in a final check | compared the codith the original interviews to ensure | had not

fragmented the data, and that it continued to reflect what had beePwsaah (& Oancea, 2014).

5.13 Using visual media to disseminate research
Central to my research process has been the use of wisdal. Providing an accessible summary of
key messages, researchers have disseminated their research using graphic novels (Sousanis, 2015),
cartoons (Mendonca, 2016, 2018), animations (Rose & Flynn, 2017) and illustrations (Hunt, 2020).
Howeverwithdama gi ng exampl es of i magery being used to
and disability (Ortega, 2013; Walton & Dixon, 2020), it was important to consider the ongoing ethical
implications of its use (RobinsdPant & Singal, 2019)Similarly, theBERA ethical guidelines
(2018) emphasise the importance of anonymity when condueidgvork within a small, closé&nit
community (paragraph 41) and in the context of some visual methodologies and participatory
methods (paragraph 42Pink (2006) advocates for researchers to make informed decisions in
collaboration with participants and in consideration of the contexts in which images will subsequently
be viewed and interpreted addressed this by askipgrents for permission to take picts of the
children in the consent letter (see AppendixI@)soincluded asking permission within the
photovoice training with children: children gave their own consent to take part in the research and
were given specific instructions regarding makigtures of faces, stressing the fact that they need to
ask permission from another peer before making a picture of their face (see Appendix D, section 2).
Following the research, | gained additional permission from parents and children to use specific
photosin my thesis and presentations, explaining that these were likely to be seen by people who
wanted to learn about Escuela Nueva, including University students and academics, FEN staff
teahcer@nd perhaps officials who want to improve rural educdtigheir country. This involved
sending the photos to teachers on WhatsApp, who subsequently asked the parents and children.
Through this process, one childés photo of thems
Following BERA (2018) guidines, data has been stored in secure premises, on a password protected
| aptop and encrypted databank, using childrenbs
to using letters and numbers rather than names. Data will be removed from thatepstpred on
an encrypted databank for 5 years after final thesis completion, and used by me only, for the purposes
of article publication.
for 5 years after final thesis completion, and used by me for the purposes of article publication.

Finally, | wanted to ensure that the research was disseminated in both English and Spanish.
Following the fieldwork, | won a competition to work with an animator to createnadte video

that summarised the views of teachers in both langefagashile | was unabléo collaborate face to

26 For an overview of the process and links to khthEnglish and Spanish versions see the Lucy Cavendish
College announcement hdreps://www.lucy.cam.ac.uk/news/lu@hdjulia-hayeswins-cambridgecreative
partnershipcompetition
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face with teachers within the process, we discussed ideas and shared draft images via WhatsApp as
the project developed. Welcomed by teachers and FEN, they subsequently shared the final animation

with the Las Colinas community atiokir networks.

5.14. Summary

This chapter concludes Part 2 of my thesis, after having described how my qualitative research
involved adopting a case study design. The methods and processes | undertook in order to pursue
research that | could be confidevas ethical and trustworthy have been explained. What follows in
Part 3 comprises four empirical chapters presenting my findings. In turn, they focus upon

understanding of disability, teacher ps.actice,
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Chapter 6. A narrative sketch of the schools of Las Colinas
To conclude part 1 of this thesis, this chapter describes the municipality of La Ruana before providing

an insight into the lives of the people and EN schools in the catchment areaCuflinass’.

6.1. La Ruana municipality

My research focused upon the five primary schools, which together, provide education for children
living in the rural catchment area of Las Colinas, La Ruana. As the second largest rural municipality
in the district its location provides a corridor between a major city and a large protected national
park. Passing though the urban hub and its suburbs, one sees the legacy of rapid expansion and
population growth, and the area is grappling with many social problesusiai®ed with poverty.

However, within 40 minutes of leaving the main urban transport hub one is transported to the town
that gives the province its name. lllustrated in the photos of F&liteelow, the area holds a long
history of agricultural traderal is famed for providing drinking water and potatoes for the locality

and major city, as well as milk, trout and fresh cheese. Founded in 1650, the small town has a
Spanishstyle church and one main street with a series of smalupitesshops which raregfrom
restaurants to a hardware stall. Passing through the small town, the journey to the schools begins with
an ascent into the surrounding mountains, winding past protected forests, freshwater reservoirs and
fields full of livestock or crops. As an ar#fat is split into 17 neighbourhoodseteda$, my research

was based in the four most isolated, which border the national park.

Figure 6.1

Photographs of the mountains surrounding the schools of Las Colinas

27 Both names are pseudonyms to protect the confidentiality of partisihas Colinas (Pron. Las G&IE-nas)
means o6t he hill-AmMa) iLa tRhuea nma ridadoldRancho tha is wdmibgfamily s heep 6
members throughout the region.
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Fig. 5.1 cont.

Childwearingaruanaa s heepods
poncho worn throughout the area

Fields of potato crops are one of the main
forms of agricultural production

Harvested potatoes ready for collection
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6.2. The people of Las Colinas
To understand the nature of the five case schools of Las Colinas, this section provides an overview of
the people who were within the boundaries of my case study. Gdbpeovides an overview of the

school population and class composition, after whidesktribe the people and the schools in more

detail.

Table 6.1

Overview of school population and class composition

School A B C D E Total

No of class
teachers 2 3 1 1 8
Class pre-school18
composition Infant 16 infant12 Multigrade Multigrade Multigrade
Total No. of
Children 26 46 9 16 4 101
No. of Children 6 10 4 5 4 29
with disabilitieg®
Additional staff Director

Learning Support teacher
Family Support worker
Peripatetic PE and music teachers
1 X school cook and security guard per school

6.2.1 School staff
School staff included the director, eight class teachers and support staff. What follows is an overview

of their roles an@éxperience.

School Director
The five schools of Las Colinas are led by a male director, who has an administrative role, which
involves him overseeing the schools and acting as a liaison person with the local education
department. Prior to this role, he sva licensed teacher who taught information technology to

children and adults.

Class teachers
All eight class teachers were female and their ages ranged from those in their 30s to those in their 60s.

The three oldest teachers (School A infant class, School D and E) left school at 16 to do a two year

6normalistadé cour se ogeropes maegeranytq teachimghackattended he vy o u

28 See Chapter 5, Subsection 5.6.4 for a description of how ¢hddeen were identified.
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universities to do their initial training. The early years class teacher in School B was a former

psychologist at a special school who had transferred into teaching through gaining a postgraduate
qualification in pedagog¥. Full details of their age and previous experiences can be found in

Appendix B. All but one class teacher had received Escuela Nueva training three years ago, while
School Dé6s teacher had arri veety. Adtheteacherslivedint r ai ni n
urban homes located closer to the major city, betweeB hdurs from the school. Teachers 7 and 8

lived onsite during the week and returned home at the weekends.

Support staff
While Decree 1421 (2017) was in the earhgetof being implemented, the schools had a learning

support teacher and family support worker to be shared across the five schools. The former had
recently been appointed, having previously worked as a special school class teacher working with
children with moderatesevere disabilities. Discussion with her suggested that she saw her role as

supporting inclusion of children with learning difficulties, and her tasks included the following:

1 Supporting the admission of the child
9 Evaluating their current leaing strengths and difficulties
1  Working with teachers to plan support
9 Providing activities for teachers
1 Working with children individually, in groups and whole class
f Organising and running o6l ndivi dutadetsétingn of Re
process
Wor king alongside the | earning support teacher w

adviser, but for the purposes of clarity | use the term family support worker. Her role was to focus on
the emotional health and wellbeing ofldnen and to address concerns with particular families. The

previous experience of both support staff was based in urban settings.

6.2.2. Family composition and employment
Of the children that reported their family composition (35 households), the majority of households

(21) contained just parents and siblings. Three children were an only child, and the rest had between
one and five siblings, with a median of two childrespfesenting 15 households). As illustrated in
Table6.2 below, nine children lived in mugeneration households, which contained, in addition to
parents and siblings, grandparents (six households), uncles and aunts and cousins (five households),

and amix of all of these (three households).

®Chapter 2 (Section 2.7) described how the Government
of postgraduate qualifications for professionals in other careers
30 Plan Individual de Adjustes Razonables (PIAR)
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Table 6.2
The living arrangement in family homes of children who took part in the research

Parents & Parents, Parents, Parents,
Siblings grandparents uncles/aunts, grandparents
and siblings cousins and uncles/aunts,

siblings siblings

Child with a disability (CWD) CWD ND CWD ND CWD ND CWD ND
or nondisabled (ND)
No. of families 10 11 0 6 3 2 2 1

All but one child said their fathers were agricultural workers, with the majority farputedoes. The
majority of children described their mothers as housewives, with many adding that this included
helping their fathers with the task of milking and fetching water for families that had livestock to care
for. Three children said their mothersoked food for local workers and the mother of one child was
a school cook. The one father who did not work in agriculture was the school security guard/janitor.
A school trip to childrends homes demonstrat ¢
parents had lived in the family house for many years, and the whole family lived in houses of up to
four bedr ooms, areedateriass warking tenargs whoewere pravided with
accommodation (sometimes rent free, sometimes at ai cogt) houses that were often smaller and
more functional. As illustrated in Figue2, houses were made of red breeze blocks with tin rooves,
and the majority had either a log fire or gastle fed stove, or sometimes both. Living in this rural
area, interviews with parents portrayed a life of hard work for both mothers and fatligrareAts
woke up between-8am and completed milking before returning to wake their children at 5am,

prepare breakfast and bring them down to school for 7am.

Figure 6.2
Examples of childrenés homes

6.2.3. Children with disabilities
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My research methodology (ChaptgrSubsectiorb.6.4) describé how | used the Washington group
guestions with teachers to identify the functional difficulties of the 29 children to whom | refer as

6chi

| dr en

wi t h 6.dillustratbsithiatithis ivas snéinly related tg aspeets of their

learning (15), cocentration (15) and remembering (11). Behaviour was identified as an issue for nine

of the 29, followed by the difficulties of sedfare (six), coping with change and making friends (five).

Seeing was a difficulty for three children, which included ohese glasses needed updating.

Physical disabilities included one child with difficulties walking and another with hearing, while

anxiety and depression was an issue for three children.

Figure 6.3
Teacher reports of the range of difficulties experiermedhildren with disabilities in case schools

Learning
Concentration
Remembering

Behaviour
Self-care
Making friends
Cope w/ change
Anxiety
Depression
Communication
Attendance
Seeing

Hearing
Walking

Note Figures based on teacher responses to Child Functioning Module of the Washington

o

group questions

6.3. Schools
Having described the area and people in my case study, this section prowdesvaaw of the

school sb6
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history

=

and

[=)]

8 10

No. of children

ocation.

6.3.1. Background to adoption of the EN model
The case schools adopted Escuela Nueva as a model in 2016, at the suggestion of the director, who

t

fi

16

ni shes

wi t h

had been imgessed with the model many years before, when working in a rural area. As it was not

the main flexible model promoted by the local district, he approached Escuela Nueva directly to

consider ways in which their schools might adopt it. Foundation EscuelsaNvanted a group of

schools near to a major city, which could be used to show visitors the model, and at that time the

schools won some funding for top exam results in the district. Thus, both parties capitalised on this
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moment: the director purchasdeetguides using the funds, whilst the Foundation agreed to deliver

training and offer one

year 6s

support

for

trai

demonstration school for the group. While FEN and the director remain in touch, the sahools ar

longer formally supported by the former in terms of staff support or provision of materials etc.

6.3.2 School location

The schools were located in a 10km square mountainous section. As shown ir6Eigaseending

from La Ruana, access to the sdsarame from a long, paved road into the mountains, from which

unpaved roads ran. The first two mudtass schools, A and B, were located lower down in the hills,

next to the paved road and within an hour and a quarter of La Ruana. In contrast, S¢hoase

singleclass, full multigrade schools, with one teacher and much more isolated, situated between 1hr

45 and 2 hours from La Ruana.

Figure 6.4
Loction of L Colinas so
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6.3.3. School facilities
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All schools were single story amdade of brick. Each school had at least two classrooms, a basic
kitchen and a concreted playground area. While supply was sporadic, each had electricity, running
water and open Wi. In common with all schools in the wider district, each had outdagr pl
equipment, a cook and a security guard. Being Escuela Nueva schools, they also had a library area,
toys for breaktimes, and resources for maths, Spanish and art. ScHodahed at 7am and

finished at 12.30pm, while Schools D and E taught from-3am and as aforementioned, the

teachers stayed over during the week.

6.4. A narrative sketch of the schools
As a multisite case study, it is important to understand not only the things that the schools had in

commoni such as the pedagogical model aédjjtbut also, the details that help distinguish between
them. Examining each in turn, the narrative accounts provide descriptions of the location, size and

culture of the schools.

6.4.1 School A
School A was the secosdrgest school, with two classeésfant and junior. Located closest to the

town of La Ruana, it had an office for the director, a computer room, an extra classroom for
community activities and a bedroom for teachers who chose to stay. With strong relationships with
the local communitythe two experienced teachers had taught at the school for many years and
swapped key stage every four years. Conversation with a member of the local secretariat for
education revealed that the infant teacher, Teacher 1, was considered an excelléoheraatitl

she was chosen to trial new early years materials during my time there. The school was located up a
short, paved hill, away from the main road and situated next to a small shop. Used as a community
centre at the weekends, it was also a sitedonmunity awareness raising events run by the

municipality. Photos of the environment are displayed in Fi§ure
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Figure 6.5
School A and its surrounds

6.4.2. School B
School B had the largest population, split into three classes: nursery/transition, infant and junior.

Located alongside the main road and opposite a shop, the infant and junior teachers asked to be the
demonstration school for Las Colinas, which meawgis committed to using the participatory tools,
materials and structure and prepared to host training sessions and external visitors who wanted to see
the model in practice. With relatively small classrooms, despite its class sizes, it had a large
library/group work room and computer room that were used as-ogakoms. It also had a room

next to the playground in which children had their daily snack on a rolling rota. Of all the schools, the
three teachers had the highest levels of qualification. Eadla masters, and the infant teacher had

been a former headteacher of a small private school. The infant and junior teachers were best friends
and had joined the school together nine years before, having decided they would share the costs of
driving tothe school. The early years teacher had recently entered teaching as a former psychologist
who had worked in a special school. lllustrated in Figleit was lively, creative school which was
notable for being a busy space in which children were wskegitning across key stages and school

spaces in their vertically grouped student committee teams.
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Figure 6.6
School B and it surrounds
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6.4.3 School C
School C was located the furthest away from La Riig2skmsi but set directly next to the main

paved road, meaning it was accessible for local transport. At an altitude of 3,375 metres it was
frequently cloudcovered, cold and suffered regular disruptio its water supply. The singleacher
multigrade school had just nine children, whose ages ranged fddm Bowever, like the other

schools it had two main classrooms, a computer and library/playroom, a kitchen and dining area. It
was notable thaif the nine children only three were female and there were4Rsthilldren per

grade. However, the class had the feel of a small family, in part, because the class contained siblings

and cousins.
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Figure 6.7
School C and its surrounds

Two large classrooms

Library and playroom o Our Values: R‘espect

6.4.4. School D
While School D was a single, multigrade class, it had a relatively large size of 16 chitifretnom

8 were Grades-2. Like the other schools, it had two large classrooms, a large library/playroom, a
teacher bedroom and a small kitchen. It was buikt a&community centre used for a monthly church
service. Located 17 kilometres from La Ruana, to reach the school one needed to walk 3km along a
sandy road, which passed through a valley and up a mountain. The class teacher was very religious
and the chdren spent their first hour each morning praying together. Despite its relative isolation, the
teacher was very keen to access services and information and she arranged meetings for children with
disabilities while | was there. Due to its distant loaatithe teacher chose to teach from 72pm

and lived onsite during the week.
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Figure 6.8.
School D and its surrounds

a e ’
Learning corners and resources Religion played a large part st¢hool

6.4.5 School E
School E was an extremely isolated school, located at an altitude of 3,400 metres in the mountains,

with just one local bus a week. The previous two years had seen a sharp decrease in class size, from
16 children to five in two years. This representest jwo families, after the local landowner chose to

hire single men from a poorer region of Colombia, to cut costs. It had two large classrooms, a
separate library/computer room and a kitchen. As the oldest and most experienced teacher, Teacher 8
had beerhere for 23 of her 34 years as a teacher. She had lived there during the week for most of this
time, wore a ruana and had taught generations of parents. The school had religious icons throughout,
including a communitcreated shrine to the Virgin of Gdlupe. Frequently cloucovered, raining

or windy, the school was cold and very quiet due to the lack of children.
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Figure 6.9
School E and its surrounds
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Largeclassroom for a small class of five

Religious icons in the classroom

6.5. Summary

This chapter has provided an overview of the schools of Las Colinas, illustrating its rural location and
some of the differences and similarities between the schools. It concludes Part 1, which has provided
an overview of the Colombian education of cteldmwith disabilities and introduction to Escuela

Nueva, before contextualising the research through a review of the Latin American literature.

In the next chaptédr Part 2i my research methodology for the study is discussed in detail.
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Table 63

Glossary of children

Chil d6é Gender Age Grade Functional difficulties School
Alex M 10 4 Learning, remembering, concentrating C
Ariana F 8 2 Learning, remembering, concentrating A
Adan M 6 1 Learning, rememberingoncentrating, A
behaviour, making friends
Baile F 6 1 Physical, learning, remembering B
concentrating
Batman M 9 4 Concentrating, behaviour, making frienc B
Berto M 11 5 Concentrating C
Burbuja F 7 3 Behaviour, depression B
Carlos M 5 T Learning, concentrating A
Cielo F 8 2 Learning, remembering, setbre, B
making friends, anxiety
Dulce F 7 Learning, remembering, concentrating, A
behaviour, anxiety
Falcao M 7 3 Concentrating E
Florecita F 11 5 Selfcare, learninghehaviour, attendanc = D
Gato M 11 4 Learning, remembering B
Gringa F 7 1 Learning, remembering, concentrating, D
making friends, seltare, physical
Heidy F 5 Hearing, communication, learning B
[ronman M 11 4 Self-care B
Juancho M 9 4 Concentrating, accepting change, B
controlling behaviour, making friends
Juanito M 6 1 Accepting change, controlling behaviou C
Katerine F 7 1 Self-care, attendance D
Lina F 9 Learning, remembering, concentrating A
Linda F 7 2 Learning,remembering B
Lobo M 7 3 Concentrating
Luna F 9 2 Accepting change, making friends, C
anxiety, depression
Malefica F 7 2 Learning, ontrolling behaviour, B
depression,
Nairo M 10 4 Learning, remembering, concentrating E
Princesa F 8 3 Concentrating E
Sonrisa F 10 5 Seeing with glasses D
Ternurita F 5 T Learning, speaking, making friends D
Yolanda F 6 Hearing, speaking, learning A
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Figure 7
lllustration of Chapter 7: Disability, diagnosis and disconnect
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Chapter 7: Disability, diagnosis and disconnect
Drawing on critical disability theory, a key aim of my research was to understand not only local

understandings of disability, batso, to explore how participants applied this informally within their

local context, and more formally, when children gained a diagnosis. The chapter is presented in three
sections. Section 1 outlines part lhefr Beation2s 6 under
explores how they perceive the disability and difficulties of case school children. Section 3
problematises the role of diagnosis and the PI AR

disability

Section 1: Understanding of dsability
This section explores the ways in which the school staff, parents and children understood disability,
and the terms they used to describe it. Providing insights into how disability and special educational
needs are framed, these suggleat, while participant groups used different terminology, the medical

model underpinned their understanding of disability as a concept.

7.1 Participantsdé understanding of disability re
Consistent with the medical modeldigability, teachers, parents and children described disability
with reference to three intersecting concepts, which are further explored below.

9 Children with disabilities are different to the norm

9 Disability as a physical condition (e.g. sensory, motor)

I Related to a lack of, or different, abilities

7.1.1. Disability as different to the norm
Both teachers and children made reference to children with disabilities as being different to the norm.
This included six of the eight teachers, who responded toumstign on how they defined disability

with examples such as the following:

Julia: How would you define disability?

Teacher 1:Whether a child can do what other children of the same age can do.

Teacher81 t 6s | i ke a speci al sc¢heirwayofrestingg or precessdfat ma

learning, or their way of relating to others different.
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The use of noraneferenced intelligence tests to define disability was made explicit during an
interview with the learning support teacher, who drew a statistetbturve to illustrate her

explanation, and split them into four quartiles:

We sent Nairo (School E) for a referral and he is on the borderline... those who are intelligent
arehereon the curvegoints to top 3 quartiles of bell curyeand those whare at this stage
(points to first quartil¢ are on the borderline. At this poimtajnts to line between first and

second quartileyou are 80, but if you are at 79 you have a disability.

Similarly, children described children with disabilities as ddfe to themusing words and phrases

such as 6éspeciald and 6énot nor mal |l i ke usbéb:

Julia: And when you say children are special, what is that?
Child 1, School B It is when the genes or the mother and father come together and they

end up like that they are not normal like us, rather that they are special.

7.1.2. Disability as a physical condition
Seven out of the eight teachers described disability as a physiddition that could affect either the
intellectual or physical ability of a child. In contrast, children referred only to physical or sensory

disabilities, and did not appear to associate the word with intellectual disability.

Julia: What does childrn being special mean?

Child 2: Like they are born and they only have one arm.

Child 1: Or their Mother smokes and then they affect the shape of their body and they get
born I ikeé

Child 2: With ilinesses

Child 1: Without noses; they have big hands.

7.1.3Disability was related to a lack of, or different, abilities
Disability was framed by teachers and parents wi
out of eight of whom referred to children having a lack of, or different abilities. Fiweedef

disability as a lack of ability, which included the following examples:

311 have chosen not to name children here as this is a response on a sensitive subject that does not need to refer
to a specific child
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Teacher 8 Health is the opposite of illness and so, disability is like the opposite of abilities,

in all ways ¢é, so you could say the opposite
Teacher4:1 t 6s the impossibility of doing somethin
an activity.

However, teachers also recognised that children with disabilities have strengths and abilities that

should be acknowledged:

Teacher 8:Sometimes, people think that disability takes some things away from them, but

then it gives them other positive things.

Teacher 2:Ariana and Lina have abilities in art, in speech, for example, if you read them a
story, they are good, but in writing, analysis mathemaititaéy have difficulties, but not

disability.

I chose not ask parents to explain how they understmodiord disability, given that a direct
guestion on a sensitive topic might feel intimidating. However, when listening to the way in which
they described their childés difficulty, it was

(four ou of six parents). Examples included:

Mother of Yolanda (girl with a hearing difficulty, School A She doesndt hear w

Father of Nairo (boy diagnosed with cognitive difficulty, School&lHe has a | i ttl e

problem of | earning é writing difficults him

7.2. Participants used terminology reflecting the medical model of disability

The terminology used differed between the participant groups, but, again, reflected ddsédit

medical model understanding of disability, which located the disability within the body. Children
across all schools referred t enfepnedapgahdepeopléwith di sab
di sabi | it irdesmitadm adblitohted s dd cdi d1ed . Terms used by sc
reflected their sector of work: visiting health workers referred to disability using current medical

terms, such &%swhéeaasteaaherd refleated the terrhirblogy used in government

32 Discussion with the Director of the Downs Syndrome Association of Colombia (ASDOWN) suggested this is

a medical diagnostictem, whi ch, despite the similarity of words
retardationd in English. She argued that it does not
that a more equival enul ttireasnés.l ati on is 06l earning diffi

104



educatim decrees. Consequently, teachers made a distinction between two groups: children with a
disability and children with Special Educational Needs (SENheir understanding of the
differences between these two are summarised in Table 7.1, before beimgeskan more detail.

Table 7.1
Teachersd views on differences between disab
Disability Special Educational
Needs (SEN)
Physical
Permanent and unchangeable Temporary, can be overcome with extra suppor
Different to the norm in terms of cognitive, sensor 6Normal 6 with diffe
social, mental (health) learning processes
Examples given
physical, motor, hearing, vision, academic, readingyriting, comprehension, dyslexie
cognitive, Downs syndrome, dysgraphia

social, autism

7.2.1. Disability is permanent; SEN is temporary
Interviews with four teachers (two class teachers and two support teachers) revealed that while
disability was understood as something permanent, SENovesdered a temporary condition, which

could be overcome.

Julia: And is SEN different or the same as disability?

Teacher 7:1 always associate disability more to do with something corporal, while for children

with SEN it means you simply have to work kvithildren using exercises, and you help them

to make this condition better é but disabilit

|l earn to adapt to it, because itds not going

Furthermore, SEN were seen as limited to specific ps&se Regarding which, having described
disability as a physical condition, | asked Teacher 4 if she considered children with SEN to be the

same or different to children with disabilities and she replied:

Different because they have no physical probleand, mentally they are all fine, but they have
difficulties in certain processes. With SEN, it means you simply have to work with children

using exercises, and you help them improve their condition.

33 Necesidades Educativas Especiales, NEE

10¢



7.2.2. Children with SEN are 6énor mal o
As mentionedaboyve t eachers suggested that children with
In contrast, two teachers argued that children with while SEN were different in some aspects of their

devel opment, but they were stild]l 6nor mal 6.

Teacher 4:For me (childre with SEN) are normal, they have something in their learning

that makes them learn slower than others.

Teacher 7:His vocabulary was so slow, but he was so fluent in his speech and he understood
i so | say (children with SEN) are very normal despitermthis condition, which delays

their development a little.

7.2.3. Not all teachers agree
While the above represent themes in the data, as one might expect, there were teachers with different

views. For example, one teacher thought that, while SEN were temporary, they were also physical:

Teacher 8:SEN is practically associated with the demic, the pedagogical, including the

cognitive, and sometimes neurological. They are all included there, in SEN.

Additionally, one class teacher, a former psychologist, suggested that disability and SEN were

interchangeable words and merely reflectedad of changing terms for the same condition.

The findings thus far suggested that while participants used different terminology, all constructed
disability as deficibased and located within the body. Whether this same thinking was applied to

childrenwith disabilities in each school is explored in the next section.

Section 2: Understanding the difficulties of children in the schools of Las

Colinas

Having identified the ways in which the participants understood disabilitg@t@eptual level, |
wanted to explore if, and how, they applied the same understanding to the children with disabilities in
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the case schools. To place their views in context, in this section, | first explore how teachers, children
and families conceptuakd differences between children in school, and the evidence suggests that
disability was not, in fact, at the forefront of the ways in which participants differentiated between
children. Secondly, it is revealed that teachers believed the main reasbiidien not learning was

a lack of support from home, but did not always take into account the issues families were facing. |
finish the section by questioning the positive benefits of diagnosis for children and families in this

context.

7.3. Disability was not at the forefront of way in which children in the case schools were framed

by the participants

While the focus of my research was disability, it was important for me, first, to establish how
participants perceived differences between childrendardbal context. When asked to talk about
differences between children, none of the participant groups focused on disability. Instead, teachers
and parents focused upon personality or behaviour, while children focused mainly on physical traits,
with a paticular emphasis on skin tone. Examples from teachers, parents and children are given
below.

7.3.1. Teachers differentiated between children using personality and behaviour more

than disability
When seeking to explore what intersectional aspects ofelifée were most salient to teachers, |
asked them to describe how children were different in their class. Six out of the eight teachers
focused on childrenés behaviour, personalities o
disability:

Julia: How are the children different?
Teacher 8:Well they are quite similar. All are very respectful, likable, loving, emotional, and
receptive to the feedback you give them, or whatever | teach them or givé theynare

receptive.

Teacher 7:Their personalities are different. There are some that are more open, sociable,
given to be with people, and very spiritiidllike this a lot because you must at least have

respect for supreme being over yourself. They learn easily.

Teacher 4:Many of them daot have families that support them. Sky, she lost a year and got
better, Bonbonis o met i mes her behaviour. Juancho is a

authority he finds hard, but hedés not 1ike tI



Just two of the eight teachers referredifferences in learning ability, including their pace of

learning and another to disability:

Julia: How are the children different in your class?

Teacher 8:1n the learning process, we have Nairo, who has a cognitive problem and | have

two siblings who a¥ very cleveil Falcao and Princesathey are very intelligent but they get
easily distracted, because of that they donoét

concentrate.

Interestingly, other intersectional aspects, such as gender differencealssaret mentioned, and
only one teacher referred to age, even though the wide range of ages in a single clasg1lfiom 5

Schools GE, was a distinctive feature of the multigrade schools.

7.3.2. Parents focused on a childodos personal:i
Similar to the teachers, when parents were asked to describe their children, they focused on the
childrenbés personality and behaviour, daspite kn
interested in children with difficulties in learning. For example, Juancho and Gato, two brothers in
the junior class of School B, were in the same school grade, as a consequencé thé&alder
brotheri repeating the previous year. Despite thisen comparing them the mother did not refer to

differences in their learning ability, even though learning was the topic | raised:

Julia: How do the boys compare in the process of learhiae they different in how they

learn?

Mother: Juancho is liglier, Gato is more focused, whereas if Juancho decides he is not doing
something you candét make him do anything. So,
both care, and if they doné6ét understand one h
Julia: So, the reason for the difference in their achievements is because of (previous house

move, midyear) or is it more about personality?

Mother: Gat o doesndét | i ke to do what he has been
it. But he is more reserved, quier . whereas Juancho? well , i f he

very angry he is of bad humour he shouts and complains

Additionally, the mother of Yolanda, ay&arold child with hearing difficulty in School A, first
described her daughters in terms of their behavi

Julia: And how are your daughters different?
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Mother. ( ol der sister) I s very noble, too much,

notice and she is very hyperactive, but she

al

a

(motherand I laugha nd wi th her | have a praoblem, becaus

7.3.3. Children focused on differences in skin tone
A surprising finding was that the most consistent intersection of difference that children identified
was skin tone. Having been presented with pictures of male and female children with various
disablities, different socieeconomic backgrounds and race, they were asked to sort the photos into
groups that were similar. Each of the six groups typically had a long discussion on how to categorise
the photos, trying different permutations before coming ¢onsensus. In all sessions, children
focused on grouping photos by the skin tone of the children in the photo at some point during their
discussions. The consensushree groups was based solely on skin colour, while all other groups
discussed usingkin colour as the principle way to categorise the pictures in the initial stages.
Despite my choice of photos representing a variety of differences, only two groups used disability or
poverty as a category of difference (School D and the junior childr8ohool B), and no children
grouped the pictures by gender. Furthermore, children identified similarities | had not anticipated,
such as photos in which children were and were not smiling (younger children in School B). Thus,
disability was not a kegspect of the way in which they described difference within this task.

During the group photo sorting task and my conversations with children, it quickly became
apparent that their knowledge and experience of disability was very limited. Very few hddheear
word, and despite reporting that they had seen people with disabilities in the nearest big city, most did
not know anyone with a disabilityln contrast to disability, skin colour was a topic on which
children had clearly articulated opiniohgostive or negative. In all groups there were examples of
children laughing about race, be it laughing at the picture of the@dtombian girl and boy or
comparing the skin colour of the photos to children they knew.

Child 13* Some blacks live i€hocé toastal region of Colombja and t hey dondt
or water.

Julia;:But around here there arendt any peopl e
Child 2: Hardly any

Child 1: Sometimes there are

Julia: Yes?

Child 3: Yes, him! points to boy in room with same ethnic grdayt darker skin than

others. All children laugh, including boy)

341 have chosen not to name children here as this is a response on a sensitive subject, which does not need to
refer to a specific child
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Furthermore, when comparing photos of the Armlombian children and those with the lightest skin
colour, two children described how those with lighter skin were more beautiful and haduiate

prospects due to wealth:

Julia: And the lives of children who have lighter skin, are you saying their lives will be
different to thesepoints toAfro-Colombiar) children?
Girl: Yes, they points to children with lighter skjrarebeautiful, because they are whiter.

Boy: They will have nice houses with a hot shower.

It was notable that in Schools A, B and D, children were more aware of not making racist comments
than those in Schools C and E, referring to children who were laughing havi ng a 61l ack
Equally, they explained that while people with a darker skin colour may be teased, it was important

that they were seen as the same.

7-year-old girl, School B. While the skin is different, what they have in common is@dgo

heart and the person because of their family.

(0]

10-year-old boy, SchoolB:They ar e *amar dnidtomsH@ want t o ann

they wash themselves with mud. So here my friend is morggutots to friend of same

ethnicity but darker skinputlamnots ayi ng t hat he washes with
doesnot matter to me if he was bor n, he was
9-year-old boy: White

10yearoldboy: ¢ or bl ack, equdaéitachidhe i s my friend

Thus, it appeared t hat ieatwayhofdifferdhtiating between chiddrerein wa s
these schools, whereas disability, or differences in learning ability, was not something that was part of

their experience.

The discussion of differences with each participant group suggested that, wdtiliéitgdig/as

mentioned as one aspect of difference by some parents and teachers, the topic did not reflect a

352 Morenito/acomes frommoreno/awhich refers to a darkkinned male (o) or female (a) and the endling
ito/ita is its diminutive. This isa wayof indicating that the word is being said in an approachable, friendly way,
which indicates softnesmd/or tendernes#prencFigueroa, 202).
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primary concern of theirs. However, this is not to say that teachers and parents were not concerned

about a child not learning. The next sectiewaals how teachers were indeed concerned, but did not

necessarily frame a childbés needs in terms of di
from parents.
7.4. Teachersdé perceptions of the reasons why <c¢h
Having asked teachers why they thought some children could learn more than others, | coded their
responses and the causes they ascribed to individual children who they identified as finding it hard to
learn. Their responses highlighted 32 children whimébit hard to learn, of whom 29 were those |
have described as children with disabilities, based upon the WG guestions. The coding revealed
teachers identified three broad categories of causes for children finding it hard to learn: lack of
support from b me , |l earning disability and the childébés p
teachers considered home as the sole reason for children not learning in the majority of cases, whereas
they assigned the cause as being a disability much less. Thesitiopis of this are explored further
below.
Table 7.2
Teachersd views on the reasons children with
Reasons givenfo  Lack of Disability Chi |l dé& Lackof Lack of
not learning: home personality home home
support support+ support
disability + chi
personality
Children
identified by WG 17 2 3 5 2
survey
(n 29)
Children not
identified by the 1 2
WG
(n3)
Where teachers described disability alone, they referred to specific, visible impairments, such as
seeing or hearing, as the issue that accounted f
Yolanda, a 6 year old girl in the infant class of &, recounted the issues the child had in
understanding instructions:
Yol anda is in nursery and her hearing probl em

to communicate with her é | wor rthings, bbcausaitu s e
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seems to me that she is bright, and it i s onl

and her understand.

Where teachers blamed the childbés personality al
described, and thehild was seen as reason for this. One could argue that this was just another

description of disability, but in the coded quotes teachers made it clear that they did not perceive the
behaviour difficulties as a disability or SEN. For example, Teachesctiled a boy in in School C

as follows:

Juanito is six, in first grade, but does he learn? Huh! depends on his attit|

want to do things, he says 6l donét want tob.
pure laziness, purelazn e s s . I donét think he has a probl
something |Iike that. ltds more his behaviour.

However, the next subsection reveals that the most frequent reason given by teachers for a child

having learning difficulties was the intnce of home.

7.4.1. Teachers identified a lack of support from home as the main reason for children

not learning
Teachers identified the home situation as the main reason for children not learning. This included
identifying a lack of support from honaes the sole reason for 17/29 of those with disabilities. With
there being a culture that places family at the centre, teachers emphasised the importance of family,
and the impact of a ladkfofesstppoat)citthgexanplesmofmegeefthe e 1t o 6 (
child, family discord, not supporting with their homework and parental illiteracy. For example:

Teacher 2:The only thing | would know is that a person with a disability, the most

i mportant? the family is the central point of
communication, maths and things, or something here that is a notorious problem, is the lack

of sypport of the family, or due to the same level of learning that the parents have, which is

low.
Julia: Why do you think some can learn more than others?
Teacher 4:Because of their family situation, problems in their home. They arrive tired or

c an bt trateplose tame, look around. It makes them a little lazy.

A striking finding was that, where individual parents were named, the blame for this was mainly

directed towards the mothers rather than the fathers, with reference to (but not challengtioyjakadi
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gender roles in a machista society. For example, one teacher was very critical of a mother who had
daughters who she suggested were neglected, based upon their personal appearance and dirty

textbooks:

Teacher 2:The girls are smiling, beautiful. HE biggest difficulty they have is lack of support
Twel | | their mother more than the father. I t 6
rural areas, that the father supports them economically, he is very hardworking, but the

mother no, beginnopwith personal hygiene.

However, the same teacher was more sympathetic towards families more generally:

Teacher 2:They, sometimes, err, at least, here it passes that a failing is the lack of support
from families, for their homework, but neither is it the fault of the family, who have their
wor k and their problems, who ar rachiléewhbat e h o me

has homework and things like that.

Teachers described incidences in which their attempts to discuss their concerns with parents resulted

in conflict. Teacher 7 told me:

Yes, what happensé the weak | itk iln 6tshe d heiki
support. We say that children reflect the fai
accept. This is part of our culture that par e

some (that do), but the parents tend to blamescheol.

For example, one school found a mother difficult to work with. They felt she was highly critical of the
child, making him insecure, and had challenged her on this. In response the mother had said the cause
was the school, and that her son wasapply, because he did not like the teacher. To address this
possibility they brought in the psychologist to work with the child, and the family support worker to
speak with the mother. The family support teacher had a very forthright way of addressirtg par

and aimed to tackle the issue. Whieporting a conversation, she explained that she had suggested to

the mother that she was to blame:

| said to her, that he loves the teacher, how she teaches, this is what he is looking for. But if
youseethatyur child is not OK and ités not the co
ofwhaty our r ol e i s éfwhdtis lsappensng ipoursome artd avittyour

husband. You have to manageui your decisionYoudecided to have your childrevith

him.
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The family support worker recounted how the mother responded angrily to this, but that eventually

she revealed that she was having difficulty with her partner and felt unsupported.

At first, she was angry and | had to calm dev w nbe@ause she has tried to organise her
house, because she doesndt have support. Well

other and told me (her partner) is deteriorating and | said now | understand.

This example illustrated to me that, despite singvsiome understanding, teachers did not always
seem aware, or sympathetic to the issues that parents themselves described facing, to which this

section now turns.

7.4.2. Teachers did not always appear to take into account issues that impact upon

families
While teachers criticised parents for a lack of support, interviews with parents and children suggested
that families and parents were grappling with issues that were not acknowledged, or sometimes

dismissed by teachers

Families have money concerns
In acountry with high levels of inequality, perceptions of what constitutes being poor is
contextualised by large numbers of people living in extreme poverty. Consequently, interviews with

teachers revealed that t heoorp@dldordd.not consider the

Teacher 3:They are nopoor poor, because the majority have possibilities or work, but

povertypoverty? here we dondét seem to have it.

Teacher 8:Poorpoor? No. However, the Government are giving families a basket of food

[canasta familia}. The family of Nairo are the only ones who receive it. Each month they

receive vegetables, eggs, tuna, grainst money. What is this for? This is so the chitdre
receive good food é the parents dondt have a
what they have. The family have work, but no

they are workers, they are milkers, employees.

Teacher 4:Some argoorer than others. The family of Juancho and Gato, the mother is young,
they are poorer, they are in a little difficulty sometimes, but not deep poverty.
Julia: Do they receive the canasta familiar?

Teacher4:Yes, various famil otheyardo, but | é&d&m not sul



While families did not live in extreme poverty, interviews with parents suggested six of the 12 that |
interviewed were frequently worried about mondhe majority of parents worked as tenant farm
workers prrendatoriod,who are given the gponsibility of sowing, growing and harvesting potatoes
crops, while being paid the minimum wage of approximately £50 per month, if they work full time
(which not all did). Families live in the house that comes with the land, and should the farm owner
sel to another, or find cheaper workers, the tenants do not have any land rights. As one teacher

explained, this made life uncertain for some families near to her school:

What happens here in this area is we have population floating because of what@ thexgaus
are not farm owners, but farm workérghey are farm tenants ... for example there are three
children here and they have been renting three years, and because the farm ownership has
seen changes round here, they were scared that they would beoutivaad they are

moving them out.

Accordingly, conversations with parents suggested they did have money worries. These included

concern about finding enough money for food and husbands controlling the money.

Mother (School D): There are timeswheruor r esour ces dondt spread
have (the child) will eat. He watches TV, he plays with cars and dolls that | had from my
childhoodiwe have kept ever yt hiimgsighal. Wearechditte6t have
humbl e, s oé ymhe abfedoredtthelittlesivat | kave feeds my children

Furthermore, buying food from small shops in the hills meant that food was often more expensive,

and parents were having to balance this with the extra cost of travelling to the nearest town and

buying in bulk.
Mother (School C). In my case, we have money to get t
hard to get things to make your money | ast.

price. | go down every two weekathough my father in law goes twice a week so sometimes

he buys things for me there, |ike vegetabl es.
Another mother identified her main stressor as money. During a meeting with health providers she

explained hw her husband was paid every two weeks, but that she could not guarantee how much she

would receive from this, for the family. This had put considerable strain on their relationship:
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Mother (School D). What really stresses me is looking after my gitl&ills me. My work

doesndt stress me. I ask my husband-]Jtrytohat he
arrange it with him, to say can you help me?
make an arrangement to share this work.

Health visitor: And does he hel p? Because many fathers
Mother: Yes, he is very comprehensive. But when the fortnight is finished, and he is paid, and

| say | need to know how much | can have to work in this, we needrtotegetheii even

10% of what you ha v-wehavetotwdristogetteer. Kis fatiger, thesey et her
days we dondt agree, s o iandfthefatmenotl analike albiteo k s a f

widow (laughs)so is the saying. But this li®w it is.

This same issue was also raised by one child with identified difficulties with reading and controlling

her behaviour, whose father spent the money for her school materials on alcohol:

Girl (7-yearold girl with learning and behavioutifficulties®): My Father goes down to town

to buy me a pencil, but sometimes he doesnodt
Julia: Why is that?

Girl:Someti mes because he doesndt have the money
Julia: So you sai d somet i me sonhigit becausedttie shopigclosetize m f o r
Or another reason?

Girl : Because he sometimes drinks a lot, and goes up to La Ruana and he drinks, and carries on

drinking and carries on until we have no money

Parents find combining rural life and caringesponsibilities challenging
Interviews with parents illustrated the tough demands of rural work alongside managing caring
responsibilities for children, parents and, for two families, people with a disability. Women and men
share a long day of work (up at 4.30am to milk cows, whiexdds to be done twice a day; long hours
of housework, animal care or potato crop management, bed at 11pm). The majority of mothers |
interviewed worked in addition to housework and caring for older parents. All but two that |
interviewed either worked athe farms doing milking, or made and sold meals for local workers.

They described this as common and for one mother, a life she had had since she was young:

The truth for me, | 6m wor ki ng o-hlevetyamight ar m al |
to finish my housework and | accept that. | also have my mother to look after, but when | was

a child, what | did? | am used to hard work. | have always been used to washing, doing it

36| have chosen not to name children here as this is a response on a sensitive subject
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myself, being independent. | had to do it myself, because we lived imagdy
circumstances, and that was hard, right? But | got used to it and | was washing and mending

imported clothes, but | did it and so | want to teach my childreri tttabe independent.

A further demand on families was the need to care for childrgmurg adults, with a disability.

The father of Gringa, angearold girl with complex learning difficulties in School D, described his
difficulty in ensuring that not only was she cared for, but also her three siblings, all of whom had
learning difficuties:

FatherrWe candét | eave the girls there alone. Yes
donét work. The ol dest girl she can pour mil I
Health worker: They all have a disability?

Father: Al Il t hree and the ot he om,shedhelgs her dotherandy t hi n
gets Gringa ready.

Machismo and domestic violence
A final aspect of life of which teachers were aware, but felt helpless to change, was challenging the
machismo that is prevalent in the culture, and cases of domestic @olersked a support teacher,

who had been in the schools just one month what had struck her about the area:

What stands out, most stands out, is the machismo of the fathers. And the issue that the
children say their fathers hit their mothers, and thmtyth wonét | et her study,
father made the mother cook.

Another family that struggled to meet the needs of all their children with disabilities was one in which
a girl had disclosed sexual abuse by an extended family member. An intervielvenfidmily

support teacher revealed that her expectation was that the ro#tker than the fathershould

address the situation. However, in addition to caring for the girl and an older sibling, the mother was
caring for her severely disabled youngéitisg and was required to leave the home for three nights
every week to attend appointments in the nearest city. Despite this, the expectation was still on the
mother:

So, | said this to the mothémve have a sixth sense and if something is happeainty
daughter, we have to | ook. And itods with the
mother who knows what is happening in her house, knows where the socks are kept and

where the shoes are, in the closet, because | have to be responskitg ¥anith is my



home, and even if | am working or not working, | carry on being the mother, and have to be

aware of what is happening é but many mot her :

In contrast, deacher in a different school recounted an example of domestiasdoland how she

had supported a mother to address it:

A woman arrived and had two black eyes and | saw her and said oh your eyes are so sad, why?
And she said to me (my husband) hit me, where is it that we should go? Then | was like my

god! but | told heii go to the authorities and she went.

She noted thavorking in small communities potentially puts a teacher at risk, when they are trying to

address domestic issues:

Itdéds hard and the teacher is potentially at
kids and they were quiet and distractetbld her you must go to the specialist and he said,
61l d&m going to kill that old woman (teacher) o

| eave, and he went, but she went with him an«

Adding to my understading of this apparent gap in understanding between some teachers and

parents, a relevant theme came from interviews with two of the FEN staff members, who volunteered

what they thought makes a O6real & EN {1ENacher. Th
teacher, with the soul of a campesido, who |ived in the community, a
drove to the countryside to teach, but l' i ved in

| challenged this, arguing that while all tbacs had a city home, Teachers 7 and 8 showed great
commitment and lived onsite during the week in very basic, cold, conditions. Furthermore, Teacher 8
had taught at the school for 25 years, wore a local ruana poncho, and had taught the parents of the
children currently in school. However, this section does raise a question about the disconnect

between some teachers and parents.

It has been revealed that disability was not at
differences. Furthermoyréhere was a disconnect between teachers and parents regarding the
intersections that i mpacted upon parents6 capaci
examines the way in which processes aimed at addressing disability directly were underdtood

experienced in the local context.

"The term campesino is often translated as Opeasant 6.
farms and have done so for many generations.
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Section 3: The role of diagnosis and
disability
A key aspect of ensuring the needs of children with disabilities are being met is to know what those
needs are. This section begins by exploring the low levels of disability diagnosis in the schools. |
draw upon the stories of parents and schools attemgtsn a diagnosis to reveal that low rates of
diagnosis result from the complexity of havigating a bureaucratic system, which does not meet the
needs of rural families. Furthermore, the benefits of diagnosis were not clear. Examining the PIAR

process| argue that, while it aims to take into account family and school circumstances, the process

was being framed using the medical model with a focus upon diagnosis.

7.5. The diagnosis system does not meet the needs of rural families

The diagnosis rate #iin the school population was very low: just one of the 101 children had

received a formal diagnosis of a cognitive disability (Nairo, gd#rold in School E), and a further

three were part way through the process: Yolanda in School A and Ternuri&iagd in School D.

However, school staff noted that this did not reflect the actual level of disability in schools. The

l earning support teacher told me O6we have childr
somet hi ng, s o me tiohsibatweén the Wwdadtdacher and iheshead sfdshe secondary

school indicated a similar problem. My research findings suggest that, while the schools had targeted
personnel for children with disabilities, there were a number of systemic barriers, whicheidhpa

upon the ability of rural families and schools to gain a diagnosis.

7.5.1. The system of diagnosis in Colombia is bureaucratic
Following the privatisation of the Colombian healthcare system in 1993, the poorest strata of the
population have received subsidised healthcare (Rodriguez, 2014), which is paid for usipgid pre
Government health card. However, my research reveathih system is highly bureaucratic and
does not meet the needs of rural families. The nearest accessible clinic for families was a monthly
surgery led by a general practitioner at the local secondary school (28Lrhimigr away from
schools). To seek diagnosis, the subsidised system requires parents to jump through a number of
bureaucratic hoops. It begins with the requirement for a GP to issue a referral in order to make an
appointment with a specialist, which must be authorised in the local @aiming authorisation
involves two visits: one to pay, a day in advance, using an electronic payment card as proof of their
eligibility and the second, to pick up the authorised permission. Once completed, parents then wait for
a telephone call to give thea date to see the specialist. The inefficacy of this process was a source of

frustration to both the learning support teachers and parents alike.



Learning support teacher. The GP needs to refer to a specialist, but this has to be in (the
city)andther ef er r al has to be authorized, but the
You have to go and ask, then they leave you to return another day, and then you have wait for

them to ask you to come back for the authorisation; they call you.

Julia: And the authorisation is for what, to go to a specialist?

Learning support teacher. Yes. Honestly? | feel this proc
time, because they are accessing health, which is a right, they need to authorise something

which is a right.| think that they should take out the order right there, let it be done alieady

go to a psychologist, go! But well, itds all/l

This was made more frustrating by each step presenting further barriers to diagnosis, which are

described next.

7.5.2. GPs fail to spot disability
One of the initial barriers within the diagnosis process is that the GPs do not necessarily have the
experience to recognise childrenb6s Dhadf fi cul ti es.
encounteed this with two students: Ternurita and Gringa. In the case of Gringayear8ld with
significant learning difficulties, doctors had not recognised her difficulties over repeated

appointments:

Teacher7When ( Gri nga) ar r i wWedl hasl heecloseanditrasting,t s p e ak
with me é And so she began to speak clearly,
a doctor and the doctor said that she was totally normal, that she had good teachers and there

was nothing wrong. And so we talde mother to go to a specialist, like, neuro paediatrics, to
determinethisbecause the GP said she was fine é and
knowT the learning support teachethey determined that Gringa had a special condition,

and startedhe process.

In the same class;¥earold Ternurita did not speak at all at school, but was gregarious and spoke
freely at home. The teacher recounted limited, se¢@amdl information she had from the doctor,
which addressed the possible earlier imp&diawing a tongue injury on her ability to speak, rather

than addressing the difference in communication behaviour between home and school:
Ternurita doesnot have a diagnosi s, none at :

support worker, she fleand cut her tongue completely .The doctor said it would affect her

| anguage, but | think this is another issue &
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7.5.3. There is a lack of appointments
All three parents with whom | spoke who had tried to navieediagnosis system noted that there
was a lack of appointments, thus delaying the process. For example, the mother of Yolanda had
received a referral for her daughterdés hearing d
Having achieved thishe had been waiting for months for the hearing test appointments to become

available:

Mother of Yolanda: The next time they are doing the test to work out what to do (about her
hearing), and they gave me a number that | should call and | was callicglimgl and they

said there is no agenda, and then in May, | called and called and they said no appointments in
May, and then in June they said you have to wait. So | waited and when | called about June

they said there is no agenda until th&“22magire!

Julia: No, how terrible!

Mother: And the girl is growing up with this! Even tomorrow my (older) daughter is going to

go there directly and see if it works better
é € this is the problem wit h célledttoassayave sy st e m)

need this urgently, but (state system provider) said there are people who are more serious

Furthermore, not only were there few appointments at any level of the system, but also, as is common

in Colombia, there were no appointment timeather appointment windows, and as such whoever
arrives first is served first. The system of o6f
must travel down from the hills, with queues starting at 5.30am in the urban section of La Ruana.

With no set times, attending the appointment window does not guarantee one will be served that day.
During a PI AR school meeting to review Gringads
between her father, the learning support teacher and thagyis#ilth professional:

Father of Gringa: | think it was a month ago. Yes, they said | had to do all the papers | say

|l et 6s do it but someti mes | arrive and they
appointmento® and youicgoeme tthoemoer raonwld .t hey say,
Health psychobgist: If you go and tell them they will listen to you?

Father Have you ever been there and tried that? I
me a favour, please help med | say! I havenodt
thelTsxst em i snédt working today and my health | D
done this?

7.5.4. There are hidden costs of transport and unpaid time off work
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Additional costs for parents of a child with disability were considerable, when it cahme d@agnosis
process. Living in a rural area meant most parents lived betiveandthree hours from the urban
centres where the specialist clinics are located. With most parents reliant on limited local bus travel,
the costs of multiple buses and unpie off work while they travelled, made accessing

appointments challenging and costly.

Fatherof Gringpa: They make you go from one place to ar
you help me out here?d They DBaimbiddma. oYecu hha
to get down and one and a quarter back. Here
wondt pay out for that, they wil/ pay me not

the cost to get down is 8,000 (£2.00).

Julia: Where is he clinic?

Mother of Yolanda: It is in (the city, 2.5 hours away). We have to get the ruta bus, which is
9,000 pesos until La Ruana (town) and then 2,000 for the urban buses to (urban hub), and we
have to go together. It can be that you arrive and thentthin you away at the door. We

went and Yolanda was crying, and waiting, and we were asking and asking shouting, because

we canoét afford to keep going and coming bacl

7.6. Bypassing the state system risks future costs

In seeking to overcometheac k of appoi ntments and convoluted

turn to a private provider and gained a diagnosis, following a wait of over a year. Arranged by the ex
learning support teacher this had seemed like a success at the time: theeaweeeppointments,

which meant it was technically cheaper, and the family had circumvented the delays. However, going
private meant that the follow up appointments and therapies would also have a charge, leading to the
parents not attending:

Mother: We ot the diagnosis in second grade, they told us that we should take him to
therapies, butiwe diidm&dtt hreawmea greonedy .

Julia: But why did it cost money?

Mother: (The learning support teacher) got us the appointment privately for the diagmokis
this cost 50,000 pesos (£12).

Julia: And the therapies?

Mother. Well, they said we would have to pay, and with these and the transport? this is not
possible.
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Thus, parents faced a highly bureaucratic system and complicated set of processes wbich did
acknowledge or address their rural context. Furthermore, this caused stress for both parents and
teachers. Building upon this, the next subsection outlines how these findings led me to question the

purpose of diagnosis in the setting.

7.7. Diagnoss: for whom does it make a difference?

Having identified the time and energy both parents and the school had invested in trying to gain a
diagnosis for each child, by the end of my time in schools | began to question the relevance of a

diagnosis for theamilies, and whose needs were served by having one. Examining the experiences of

four parents revealed that the benefits that a diagnosis might bring were very different, according to

the need that the child had. Fainra diagmoaisigr hee , Y ol an d
hearing difficulties, in the hope it might lead to hearing aids, if the parents could find a charitable

body that would pay. I n contrast, pressure was

while he could see no bengi this:

Julia: If it comes out well, all the appointments and we have a diaghaksies that change

what happens?

Father of Gringa: No, it changes nothing!

Learning support teacher: For education, yes, because she is in the system, and belongs

where there is inclusion, but in terms of what we do here? No, she will have the same support;
the dynamic is the same. ltds more for the pr
Julia: Butthepar ent s donét get any more support?

Father: No, we are not given anything. So | do all this for what?

My questions regarding the benefit of diagnosis also extended to the one child who had one: Nairo
(School E). He was first identified as being behitiek learning level of his peers when he was 7

yearsold. At this stage, his teacher asked the learning support teacher to become involved and work
with the parents. Reflecting the frustrations of other parents, there were numerous difficulties in
accessig an appointment with the local doctor before they gained permission to see a specialist.
However, after eight months of no specialist appointments being available the parents were

encouraged by the previous learning support teacher to bypass thgsttte and agreed to pay for

a private assessment, which resulted in a ragincy assessment. Based upon the results of the

WISC (Weschler Intelligence Scale for Children) psychological test, Nairo was described as having
anlQof 75. Thereportsuggee d t hat he was on the 6cognitive d
borderline with regards to what is expected for
6cogni ti v déficik ¢cofnitivg.c owever,dhe [mpact of the diagnosis appeandaktquite

limited in practice for the following reasons.
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7.7.1. The healthbased diagnosis process does not link with schools
In all of the conversations around diagnosis, and accessing the process, it was notable that this was
positioned as aedical process external to schools, into which school staff had no input.
Recommendations from Nairobs diagnosis report in
therapies (occupational therapy, speech therapy), while for the parents, it sudunsteere positive
with him, that they provide a place in the home that was free of distractions and gave him snacks as
rewards for finishing his homework. For the school, it recommended they give him simple texts to
read and games to promote his readkiliss Moreover, he should be exposed to visual and physical
means of learning and be given extra time to complete tasks. A final recommendation suggested he
return for an updated assessment in a yedrods tin
staff and city psychologist, there was no expectation that they would be in contact, according to the
school staff. Thus, it was an isolated aiftprocess, rather than something that had brought people

together or guided practice in school or the home

7.7.2. The diagnosis does not help the parents, teacher or child better understand a
childdés difficulties
Interviews with the teacher, parents and Nairo suggested that the diagnosis itself was largely
irrelevant in terms of how they understood him. Thg | requested to see thg/@arold assessment
document, the teacher said it was the first time she had seen de&h#ed Nairo as having a
O6ment al |l azinessd and suggested that it was a re

towardshim:

Julia: And how are his parents? Do they help him?
Teacher 8:N o itbébs because of the studies that t he)
me until only to the end of Second Grade. The mother studied until Sixth Grade, I think, but

despite this until then they hadndét put much

Nairobés parents told me that they had considered
it led to him talking to his parents more about his struggles at school at that time, but the diagnosis

itself was no longer considered relevantiterh or himself.
Julia: When he received his diagnosis, how did you feel?
Mother of Nairo: Well, they said to give them more care, more attention, and help them.

Father of Nairo:Bef or e t hat we didnot know.
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Mother: Nairo was quieter, he said nothing. The ac her woul d t el | him of
tell us. But after the appointment, if there were any difficulties, he would tell us.

Julia: Does he know he has a diagnosis?

Mother: For him it doesndt mean anything. He kno\
support, a help, because with us he changed, he would tell us what was happening after that.

Julia: And what did the psychologist do that made it better?

Mother: There was oa , but I canot remember what it was .

Neither did Nairobds younger brother, Lob®d, consi

rather, he saw his older brother as smarter than him, based on his age:

Julia: And who finds homework easier?

Lobo:My br ot her ébecause he |l earns quicker than

What most struck me was that Nairo himself did not consider the diagnosis a reason for why he found
learning difficult. He did not know why he found it hard to learn and blamed himself for not paying

attention.

NairooWhen a thing difficults me | feel desperat
able to go out for break.

Julia: and what difficults you? (neant which subjekt

Nairo:l't is that | don't pay attention to the th
Julia: So do you think that it is your own fault that this happens?

Nairo: Yes

Thus, while the diagnosis had been helpful in improving the relationshipedietairo and his

parents around the time of its happening, it had no discernible effect on how they, or he, understood
his difficulties. This finding, along with the experiences of other parents, raised questions regarding
the suitability of the systendsr rural parents and the benefit of diagnosis in this setting. This issue
provides an interesting context for the implementation of Decree 1421 and the &pBcess that

does not require a diagnosis. Explored next, it had the potential to take haligtie approach to

childrends needs.

7.8. The PIAR process was framed using the medical model of disability
A relatively recent innovation that resulted from Decree 1421 is for children with SEN and disabilities
to have an O0Rmrédisvwindbale RIdagmusafment sd (Pl AR) . I n

the medical model, the PIAR does not require a diagnosis to establish a support plan for children. It
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aims to bring together the family and agencies to create targets for the child, atostratégies to
support her/him in class and at home. The learning support teacher explained its aim was to record
the learning strategies used, ensuring that when they transition to another school the information is

ready for the next teacher:

The ideaof the PIAR if there is a child in the locality, this goes with the child. It will arrive at
the next school and carry on being delivered, because what happened to us previously was
that I, as educator, was very independent in how | taught, but then éméyonthe next

school and they did something different, done in a different way, and so each time they
moved it was as if before, starting agaiso through this we have had the opportunity to
systematise it a little, for everyone at district level teadpthe same language and focus

upon, project the child, adapt their work at the cognitive level. This is basically the role.

Seven children were in receipt of a PIAR, as depicted in Table 7.3 below:

Table 7.3
The number and names of children withlagividual Plan of Reasonable Adjustments (PIAR)
School A B C D E
No. of children with a
PIAR 3 1 2 1
Name of child with PIAR Dulce Heidy Gringa Nairo
(area of concern) learning querying learning learning
autism
Ariana Ternurita
Lina communication
learning

When | asked her how she chose the children, she described speaking with each teacher to identify
those who they had concerns about, and then, undertaking an evaluation to identify areas of need

before givingsuggestions for their practice. She gave me the example of Gringa:

From the start, we came up with a plan in which we gave ideas to the teacher to work with the
girl. It's where we meet, come up with ideas and have a plan: the teacher will do XYZ. Or
recommendations, we make a commitment and sign things, like advice on how to work, do it

like this. So, | use these to ask how she is doing with this, this and this.

I had the opportunity to observe PIAR meetings for the three children with the most corgdisx
Gringa and Ternurita in School D, and Nairo in School E. The meetings brought together the learning
support teacher, parents and, sometimes, outside agencies, to plan how they might support the child.

However, despite the fact that the PIAR psxaims to move away from a medical model, it was

12¢



notable that both the paperwork and discourse focused upon deficit accounts of the child. Moreover,

it was being used as a vehicle to access medical
fatherwas weary of navigating a system after three previous attempts with his older children and

could not see any benefit in gaining a diagnosis. Despite this, there was repeated pressure on him

during the PIAR meeting to overcome the systemic barriers ¢hfatded. For example, during the

meeting he had to defend the efforts he had been making:

Learning supportteacherYou 6ve got to manage this.

Father: | do manage it how many times have they told me there is no appointment? | have to
sacrifice [isq a horse to get there, have no lunch, got to milk and | finish at 8am then | get
there and they say 6énodé. What can | say? You

Learning support teacher: Yes, Gighg it is complicated.

Similarly, during the meeting | obs-intiateétheir, Nai r o0
diagnosis process to ensure he accessed recommended therapies, even though they had explained that
theycould neither afford this nor travel to the major city to receive this on a weekly basis.

In contrast, one benefit that | observed during the months of fieldwork was that the PIAR
process and prospect of a possible diagnosis did result in better caratimmand relationships
between a teacher and a parent, over time. Ternuritgear®ld girl in School D, had a complex
communication difficulty, in that at school she would not speak, and was extremely passive. The
class teacher reported herconeetn noti ng t hat she moved incredibl
observations of her confirmed this, with the child sitting quietly at her table, not engaging with others,
sitting passively until the teacher encouraged her to pick up her pencil. l@rteac¢her left, she
placed it down again, slowly, and stared into space. The possibility of autism had been raised by
staff, but the teacher felt that one could not know this until there had been a cognitive test. She

initially focused upon the cause lasing a lack of discipline in the home:

I'n my opinion, itd&s polhavemddi dbeewvetl optmeathon
her do whatever she likes. They are not strict, and so in the house she can do what she wants.

She mighthaveacognive pr obl em, but this can only be Kk
the lack of a fatheir this has a big influence. What happens in the house she is very spoiled,

over protected.
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However, during my time at the school the class teacher recounted agneitti the parent that had
completely transformed her view. She had met with the parent to explain that the child was not

engaging with any task, and sought the parentos

And | thought well what can we do, holecause the child does nothing foringhe does
nothingi | put exercises, easy, but she does absolutely nothing, and so the mum said to me,
well teacher, of the things you give her she really enjoys sticking, she likes sticking stickers,

but here (Teruarita) still did nothing. But I left her homework for the house, and she did it there

The disparity between what the child completed at home and school led the teacher to meet with the
parent agai n. To t he t eac hethekhidas achgity, acivegirTer nur i

at home. The teacher told me:

And | said I d&m so sorry, this makes me so emb
child is doing- could you do videos of what she does in the house? And when she showed me,

well, it was completely | was there with my mouthopen t 6 s hard to believe |
child.

Showing me the video, | observed that Ternurita was speaking, laughing, playing with her dolls and
running in and out of the room. This led both to detideeek further support and a possible

diagnosis for her. \Wile there was no diagnosis during my time in fieldwork, | noticed that the

process of parents and the teacher sharing their reflections had led to a different understanding of the
situation and pssible causes, and that their focus on gaining a diagnosis for the child provided a way
for O6blamed to be removed from each party, with
confusing situation. Having explored the PIAR process, the finapoaent was that of paperwork.

Explored next, it also raises questions regarding who benefits from the process.

7.9. For whom is the PIAR paperwork?

A further finding was that the PIAR paperwork appeared to be used as a monitoring record and

process usedf accountability, rather than a working record of support for a child. Firstly, the PIAR
paperwork was recorded and held by the learning support teacher. While this is one of her tasks, it

was notable that teachers neither knew where the files weteadaasy access. Furthermore, the

PIAR paperwork regarding two children was critical of their teachers, in which their negative
attitudes were added to the O6barriers to | earnin
seen this and also sugged that the paperwork fulfilled an accountability function. However, for

whom this was not clear.
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7.10. Summary

In this chapter, it has been explained that participants understood disability framed by a medical

model and that there wéimited recognition of the intersections that impact on the ability of parents

to care for their child. Where the systems of PIAR and diagnosis were being utilised, the experiences
of parents suggested that the state services are based upon an urbawhntfudbes not meet the

needs of rural parents. Furthermore, it was not clear whose needs were served by gaining a diagnosis.
Finally, | have contended that, despite the aim of the PIAR process to take a holistic view of

chil drends neandlpaperwdrkreflecied deficieascounts and meetings were focused

upon ensuring children had access to medical experts.
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Chapter 8: Addressing the needs of children with disabilities in an

Escuela Nueva classroom

Having concluded in the literature review that there is a need for nuanced accounts of teacher practice
when educating children with disabilities, this chapter describes how teachers implemented the

Escuela Nueva model ftle children The chapter is spiinto four sections, with Section 1

outlining what elements of the Escuela Nueva model teachers implemented, noting that this varied

across and within schools. Section 2 describes how teachers delivered the curriculum and it is argued

that it is not juswhat teachers deliver, but the way in which they do so that is key for the inclusion of
children with disabilities. Section 3 explores the use of formative assessment and the implications of
going at the chil doés pac iity-speckid stradehiesyhat thSteacheison 4 i

used, including the utilisation of the learning support teacher.

Section 1. Addressing the needs of children with disabilities: teacher use of

EN curriculum materials and participatory tools

A cornerstone of #n EN approach has been to provide teachers withneggared, chilecentred,
participatory curriculum materials. These include learning guides and additional participatory
learning tools that promote positive relationships amongst the school commurstgection

investigates which materials and tools teachers were using, and their reasoning for doing so.

8.1 Teachers were broadly positive about the EN guides, but they were not the only curriculum

materials teachers chose

A central feature of curriculum delivery within an EN classroom involves children working through

activities provided in learning guides, in their grade teams. Accordingly, three quarters (6/8) of the
teachers were positive about the learning guides sed tihem regularly as part of their curriculum

delivery. Teachers described how the guide activities were interesting (two teachers), the pictures
engaging (two teachers), and that they had hel pe
ability to comprehend instructions and learn autonomously (three teachers). All but-ccbquok

teacher (School B) had the core subject guides in their classroom (maths, language, natural sciences,

social studies) and the majority of classes made regulaf disem.

Julia: What do the children use in the class?

Teacher 2:Above all, permanently, EN guides | use. Sometimes the Government maths one,
| use to reinforce things in the home, but normally, regularly, we use EN guides.

Julia: And you use all oftte subjects?

Teacher 2:Yes, | use them, all the areas seem really gokdgtver¢to me.

131



Julia: And the children use this as a group?

Teacher 2:Yes, because they are working in a team.

Julia: And which guides do you use?

Teacher 2:Maths and Spanish, and also natural science, and social studies moré& ardess

a~

have also started technology t 6s f un, good experiments, they

However, despite the EN approach advocating for guides as the main vehicle for currielideny d

Table 8.1 illustrates that, in practice, the level of implementation varied. Only three teachers

described working through the guides methodically, as advocated by EN (Teachers 2, 7 and 8), while

one early years teacher did not use them at ali¢fier 3 in School B). The remaining four teachers
reported that, while they used the guiddas at | ea
the (foot of the) lettg¢r Rather, that the guides added to, or complemented, other teachimglsate

and methods they used.

Table 8.1
Frequency of guide use in each school
School A B C D E
Class type Infant Junior Pre infant Junior Multigrade
school
Teacher 1 2 3 4 5 6 7 8
Frequency  daily daily no weekly weekly weekly daily daily
of guide Grade 2
use only

Teachers described their reasoning:

Teacher4:l dondét | ike to follow the guide to the
important for the child, because also | think there are lots of activities and notralesant.
I choose the relevant, the little, the necessary. | take lots of activities and take what | consider

is right for the children.

Teacher6:The gui des compl ement them, so | am not
follow it to the foot of thedtter. So, for example at the moment we are doing fractions, but

mainly and before all, | do an explanation at the board and | put my own explanations and
materials, so my way is to see if they have understood it. When they | feel like they
understanditad t hey are making their own way, then

everything EN saybo.
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With differing use of guides, emphasis on their completion within a year also varied. For example,
School B- thedemonstratiorschool- did not hold to children needing to finish the guide activities
within a given year, whereas Teacher 2, in Schooldeacher 7 in School D, did work through the

guides and used childrenbs progress as an eval ua

|l donét want them to pass the guide and not |
guide, becausewe doot s of other activities, not just t

never done it, but thatbébs because.we do | ot s

8.2 Teachers choose alternatives to guides because they did not always meet the needk of al
learners

When exploring why some teachers did not use guides as the principal form of curriculum delivery,
interviews with teachers revealed that their use of guides varied according to the needs of the children
and the extent to which they felt the gesdand its activities were relevant to the needs of the class.

Use of guides was reduced, if children were-readers or, if the grade group or class size was small.

8.2.1 Guides did not meet the needs of naeaders
Important for the education of chieh of disabilities, teachers felt that the guides did not meet the
needs of nomeaders. For example, three teachers, whose class contained nursery, transition and non
readers in their class, raised the issue that guides only worked, if the childrenezalil
independently. Teacher 1, an infant class teacher in School A, addressed this by not using guides with
the children until she had taught them to read using her own creative methods (flash cards, songs,
writing and repeating), and presented the gaimea praisevorthy achievement for her children in

first grade. However, this still left children with disabilities in that grade visibly different to the rest:

This week we started with the EN guides for first grade, for which they need to be azld to r
and of the six or seven children that are reading well, they understand what it tells them to do,
but these two?ppints to names of the children with disabilijie®. These two are at the stage

of decoding and | teach them every day.
For children wlo were struggling to learn to read, she had chosen a different workbook provided by
the Secretary of Education, which focused on the initial reading skills of phonological awareness.

This offering went at a slower pace and supported the learning of phonics

Julia: And these are better than EN guid@s?
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Teacher 1:Yes, for the little ones and the ones who have difficulties with reading, (the
Secretary of Education guides) go more slowly in the process, on the vowels. It starts the
process, gives storiesgity, and brings every letter individually, so they can read words.
Julia: And EN doesndét do this?

Teacher 1:No, FEN assumes that the children can read or that they have already learned in

Transition.

8.2.2. Guides were lesssefulfor small grade or class groups
In the schools with smaller class sizes, such as School C and E, seating children gnograsie
meant there was only2 children in each grade. As a consequence, children were unable to access
the basic or practice activities that ask them to work in pairs or a larger group. Teacher 6 from School

C explained the difficulties this presented:

The books are not designed for our school, with these characteristics. If you see the guides it
says o6work with your partneré, and | have jus
sometimes the model s ayidhage Smtdldeesn tagat, solu pdomdt 10

see the importance or the guides

She had tried to address the group number issue by taking all children out together, but found this a

struggle within the multigrade context:

Say (the activity) is for second grade, but you haveld @hiransition (5yearold) and grade

l(6yearol d) do it in this way, but there arenodt
for me itds hard to separate ouUbecauseétakgr oup fr
some out and then the otheee me playing with the others and they want to come out and

join in, but they canét, well, it makes the
way to marry these activities, and there are only some in which you are able toidsatat

prefer not to.

The suggestion that the main vehicle for curriculum deliveihe learning guides were not suitable

for nonreaders or those who struggle with reading presents an important challenge to the notion that
the model is inclusive for all didiren with disabilities. | raised this during an interview with the FEN
curriculum coordinator and lecknowledged that the EN materials for-podoolers were limited, in

part, because few rural schools admitgchool children, and educating ggehooers reflects a

relatively recent Government effort to expand education into the early years. With regard to older
nonreaders or small grade groups, FEN staff suggested the team approach, in which members of the

grade group read for their peers as thjgpsuts norreaders. However, as | will argue in Section 2,
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teacherd6s i mplementation of guide use did not al

Hence, the way in which EN tools are delivered is key.

8.3 Implementation of participatory tools varied between schools and classrooms

In addition to the curriculum guides, Escuela Nueva also promotes the use of a number of
participatory tools that are aimed at fostering child leadership skills and positive social relationships.
Knowing from the lierature that implementation of the various aspects of the Escuela Nueva tends to
vary in practice, | explored how frequently they were used and how they were deployed for each
school. While the majority of schools had most of the participatory toolade pthe frequency of

use varied within and between them. Comparing the differing frequency and way in which tools were
implemented it became clear that the larger schools, A and B, used them more regularly than the
smaller schools, & and that making #htools an integral part of the classroom culture was

fundamental to their use.

8.3.1. Student Committees
Student committees aim to teach children the skills of democracy and leadership, acting as a process
that engages children in their local communityhile all schools had an elected committee and could
name the President and other functions, Table 8.2 illustrates that it was the larger schools A and B that

had the most active committees.

Table 8.2
Frequencyof student committee activity in each school
School A B C D E
twice a
Frequency term weekly termly termly annually

School B was thdemonstratiorschool and also the one that most integrated the committees into the

running of the school and delivery of educational projects. The school president andi depoty

Grade 5 childreii regularly presided over school community events, such as interviewildgen

who had requested songs for the weekly Friday br
the national anthem during events. The junior children chose the focus of the committee groups and

every child in the school chose which commitgeeup they wanted to join. The focus of committee
groups was decided upon by children and reflecte
and the 6éarts and plastici ne caassmloupssemefimes Led by
worked on their specific area of interest or, on other occasions, were used as a way of organising

multi-age groups for schoalide projects. School A was organised differently: only the junior

children worked in committee groups, and they were more focustakimg part in community
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events, rather than leadingschool activities on a regular basis. School B used committees to build

the school community through regular activities, whereas School A was focused on using it as a tool

to create outside links i the wider community. In comparison, the committees in smaller-multi

grade schools (SchoolsKE) were less active than those of the larger ones. They took part in elections

and some activities; however, the teachers reported that organising activitiggpisally adult,

rather than child led, meaning it became another activity to add to their busy list. Consequently,

rather than being a vehicle for class democracy and decis@rk | n g , childrenbés rol e

title of responsibility.

8.3.2. Friendships letters
Friendship letters were regarded as a positive tool by all teachers, but Table 8.3 illustrates that, again,

the frequency of their use depended on the extent to which teachers made them part of their planning.

Table 8.3
Frequency of friendship mail use in each school
School A B C D E
Teacher 1 2 3 4 5 6 7 8
Frequency no  termly no weekly weekly annually annually annually

School B made letters a weekly event, where the children had a week to write aitenatigey
were shared out on Fridays. Teacher 5 explained that this helped promote a positive atmosphere and

supported childrendés writing skills:

The children like it and when they receive a letter we are excited. They say when they want to
do it, although sometimes | say we are going to write letters, or a poem or a song, and try to

write it for a little note.

She showed me an example of a letter that she had received from a child, as illustrated in Figure 8.2
below:

Figure 8.2
Example of arfendship letter sent to a School B teacher
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The remaining schools let children choose when they wrote a letter and the instruction was clear that

it should always be somethipgsitive.

Teacher 2:Another important thing is the friendship letterbox, when they share their
messages.

Julia: And how does that work, do they do it very week? Every month?
Teacher2Whenever they wantéwhat is always the
respect, messages that help the children. Not messages that make others feel bad, only that
make them feel good.

An additional factor in the use of the friendship letters wastliegt were less used in the classes with
the youngest children who could not yet write. For example, the early years class in School B and the

infant class in School A had not made a friendship letter section.

8.3.3. Seliregistration
An aspect of EN that teachers said they valued was that of child autonomy (6/8 teachers).
Accordingly, the seffegistration tool was the most frequently used tool and part of the routine of
most classrooms.

Table 8.4
Frequency of selfegistration useén each school

School A B C D E
Teacher 1 2 3 4 5 5 6 7
Frequency of use no daily daily daily daily daily no daily




Table 8.4 shows how Teachers 1 and 7 were the only ones not to have a registration board. When |
explored reasons for nbaving one, Teacher 1 thought her children were too young and had
prioritised making a travelling journal during t
priority of Teacher 7 in School D, she had attended training at a different time to tbiethest

teachers, and when | mentioned it to her, she was not able to recall learning about it.

8.3.4. Suggestions and child commitment boxes
The least used of all tools were the suggestions and commitment boxes. The schools had not used

either in the past year, and | found a commitment from a child who had left over a year ago in one
box.

8.3.5. Community links
A fundamental pillar of the Esela Nueva system is to the involve the community, engaging the
parents in the life of the school and coordinating events with the student committee. | observed a
variety of events in Schools-A, including some that were run by parents (e.g. makingffirod

children) as well as those run for them (e.g. outside provider ran a sports day while the parents made
food).

Table 8.5
Frequency and examples of community links made with the schools durir@®017
School A B C D E
Frequency of  monthly monthly termly termly annually
community
events
Family sports  Parentrequested Community
day workshops and vegetable swap Family litter Family litter
Examples of events and shop picking and picking
Community Parent e.g. pampering . classification
dessert session, future Health provider
events held ; o : ) .
201819) makmg plannlng, film: advice sessions Com_munlty
( session morning planting and
harvestingday
National School mural
chil dr e painting

snack making
Pyjama day

Table 8.5 illustrates that School B was the most involved with the local community, which
implemented the most creative, participatory lessons and homework tasks. Consequently, | was
surprised when one of the parents commented that the current teat¢teehsdibeen there nine

years, were not as close to the parents as the previous ones. When | explored this further with the
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parents, they said that the previous teachers had lived on site or close by, and so they saw them more
regularly and could chat infmally. Adding to this was the impact of access to the school. For

example, of the smaller full multigrade schools (Schoelg)CSchool C had the most events. Being
closer to the road, it was easier for parents to reach it and leave again, wheregsadr8ehool D or

E for an event meant parents would have to commit to the whole mdéraormgething that was a

challenge for those who needed to undertake daily rural tasks, such as attending to animals or crops.
Furthermore, with so few children, Sch&orepresented just two families. EN recognised this

concern when designing the model and for this reason created the travelling notebook, as described

next.

8.3.6. Travelling journal

The travelling journal is a book that travels between home and school, with the aim of fostering

understanding of a childdés community and home se
Table 8.6
Frequency of travelling journal use in each school
School A B C D E
Teacher 1 2 3 4 5 6 7
Frequency weekly  weekly no weekly weekly no no no

Table 8.6 shows that it was only used in Schools A and B. In School B, Teachers 4 and 5 had children
create a decorated booklet, that asked them questions about their family and life¢heshich

completed as part of their weekly homework. In contrast, School A teachers had a class book that
went home to a different family each week, within which the family wrote about themselves and

documented their family recipes. Teacher 1 describedwloek:

Yes, when | had the older children, we didnodt
travelling backpack. Why? So that the parents could look at and choose recipes. We sent them a
book to see if they were interested in makingany ofthbehde s é t he parents wro
recipes. We put the recipes into a book, which was beautiful, and sold them for 1,000 pesos

[£0.25].

This section has revealed that teachersd i mpl eme
varied owing to ach adapting the curriculum according to the needs of the class. Furthermore, the

participatory tools were used more consistently in the larger Schools A and B, and less so in Schools



C-E. To gain a nuanced account of their use, the next section focusew déeachers delivered their

lessons.

Section 2: Addressing the needs of children with disabilities: curriculum

delivery

Having explored what materials and tools teachers were using, this section focuses upon how they
were delivering the curriculum. raw upon observations and interviews with teachers and children,
revealing that, while the materials were important, meeting the needs of children with disabilities was

not only about whether EN materials were used, but htsethey were deployed.

8.4 High quality inclusive teaching relies upon teacher delivery as much as the materials used

As explained in the methodology chapter, | had the opportunity to observe the majority of class

teachers twice and rated the teaching quality in three areas:rteankivity, positive relations as

well as affect and student engagem@&able 8.7 illustrates th&te majority of lessons observed had

high levels of positive affect towards students (11/15 lessons) and teacher sensitivity (9/15 lessons),
whereas stud# engagement was at a medium level in the majority of classes (dREg)arding

individual teachers, he majority (6/9) were rated as Ohigho
studentds difficulties or | rawidualisetl suppardoemadet andi ng
attempts to accommodate that child. The sensitivity of two of the teachers (Teachers 2 and 6) varied

in terms of how they treated children on different days. However, each was committed to the progress

of every child, and ckly cared about them all. Positive, warm relationships were a strength of the
schools with examples observed for eight out of the nine teachers. While levels of engagement were
more variable, three of the four classes that were graded as having madagement owing to the

disengagement of prechool children.
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Table 8.7

Ratings of teaching quality given to individual teachers, using the adapted TEACH observation tool

School A B C D E
Teacher 1 2 3 4 5 6 7 8
No of 2 2 2 2 2 2 1 2
observations
Teacher high 1 medium high high high 1 medium medium low
sensitivity and 1 low 1 high
responsiveness
to learning
needs
Positive high 1 high High high high high medium low
relations and .
1 medium
affect
Student medium high Medium high high 1 medium medium medium
engagement 1 high

To illustrate the variation in choices and their impact on children with disabilities, in the next

subsections four different observations are analysed: two of which were assessed as being high quality

and two low. Reflecting the literature that questighg binary of chilecentred vs traditional

teaching, it is important to note that all teachers, at some point in the day, led a whole class input of

some form, and EN materials were used in some, but not othergitt8o.the high and low graded

pairs d observations | have included one example in which EN guides were used, and one in which

they were not.

8.4.1. High quality example of guide use

The first example is one in which the class teacher was implementing the model as advocated by the

EN training, using EN guides as the main form of curriculum deliv@uying a maths lesson in the

junior class of School A, | observed children from Gradeldich included a girl identified as having

difficulties in reading, Lina, working together as a team when learning about perimeter and diameter.

The children read through the instructions together, before accessing the required materials from the

O0r inncd-e ma t[math§ coine}thesndelves.

Girll: 1t says, Obring resources from

t he

corner

Girl 2: Roundthinggd | et 6 s f i n dstands upradd goes to maghs corndr, collects jar

and coiny

Lina: The tin cans, get thin cans. follows girl 2, collects two cans

Girl 2: And the measuring tagel can find it.

141



Using objects, measuring tapes and a compass, the children read the guide information to each other
and shared the materials. During the 50 minute lessordbbédr came over to check they

understood four timestwice as she was circulating around the class and twice at the request of the
children. For example:

Girl 1: Teacher, look at what we are doing?

Girl 2: | measured the can.

Teacher: Well done, and whais this called?rns finger around edge of can

Girl 2: Circumference, teacher,

Teacher: Yes! Good. Lina, do you like this topic? Do you understandeatcher strokes
Linads hair

Lina: Yes, teacher

Towards the end of the session thegorded their findings in their notebooks, before copying the key

information into their notebooks (see Fig 8.3 photos below).

Figure 8.3

Example of maths guide and childds note

-~

Si las figuras son
circulares, ¢cémo medirlas;

8=

2, 1006, &l
\a  Lon2.hud
of

vesuilada <=

cong.ente entae
i< la  cucdferenc:a Y

o5 un wmerd
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A further example is from theemonstratiorschool B. In this lesson, teachers were not using the EN
guides. However, the lesson was a high quality example ofleldlparticipatory learning, which

reflected the principles of EN.

8.4.2. High quality example of childcentred learning (without guides)
The second example is one in which the underpinning values and principled atidtfcentred
participatory learning in which a child has autonomy and works as a teaare applied throughout.
Context
School B had identified that sorakildren had poor reading and writing skills, yet were highly skilled
story tellers with interesting family stories. Children were keen to access IT, but lived in households
where only 10% of families had smart phones. Consequently, they set up afgwibjunior class
project with the aim of boosting the childrenobs
using their interest in IT to do so. Having sourced tablets from a Government project, they had
worked in their crosgrade committee grogpo create stop motion story videos before | arrived in
Col ombi a. During the year, I saw them develop t
h o mela@lulck sabor de mi hodar. This included class visits to
community recipes and creating a community newsreel. The following excerpt is from an observation
in which the teacher was introducing the creation of a newsreel.
Class observation, School B, juniors
The class teacher began wéthwhole class input whicbutlined the newsreel activity. The teacher
had already listed different slots on the board (e.g. headlines, summary of main stories, interviews)
and asked the children to get into pairs and decide which slot they preferred. My observation focuses
on twobrothers, each of whom had been identified by the WG as having difficulties: Juancho and
Gato.
Teacher: So, who is interested in this sectigip®ints to section on interviewing)
Juancho and Gato Us, teacher, us! Please...
Teacher: Juancho and Gato, ye
Juancho & Gato: Yes! boys smile at each other, finding it hard to sit still
All children assigned to groups and children told to finish their booklet covers before they can start
Teacher: Juancho and Gato, such hard workefimish your (booklet) coves and you can go.

Five minutes | ater Juancho and Gato have finishe
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Figure 84
Boys: Teacher, teacher, can we go? Phot ograph of chil df¢

Teacher: What did you do here my lovépoints to
mis-formed letter on covér..OK, so have a go dn
come back, | 611 accept
Boys finish, then run past me with a tablet, into a
empty class, excitedly discussing an interview th
will do.

Boys discuss what they will say.

Gato: | will interview you.

Juancho: And my turn?

Gato: You interview me later.

Juancho: OK, push record, push record!

Gato: Lights, camera, ACTION!

With both of these high quality examples, | am demonstrating that there are different ways in which
the ENhas been implemented. tine first (section8.4.1) t he t eacher wused t he
using EN materials in a way that enabled children to work autonomously, wheteasatond

(section 8.4.2)I am suggesting that while the Ehhterials were not being used, the same principles

of EN practice: chilecentred learning enabling children to work autonomously in téanere

thoroughly applied. In contrast, the following two examples reflected practice that appear to be
contrary to tle principles of the EN approach. The first example saw the teacher use the EN guide
materials as a tool for dictation, whilst the second, which began with a whole class introduction, was

insensitive to the needs of a child with disabilities.

8.4.3. Low quality example with guides used as a dictation tool

Two observations of the same teacher revealed that, while she was using the EN guides, the way in

mo

which she used them was the very method of teaching that the model aims to counter and replace: as a

dictdion tool. The observations took place in the smallest school (School E), which contained only
five children. They were placed at desks according to their grades, in keeping with EN practice.
However, with so few children this resulted in one table of ¢ildren, and a further three sitting at
their own table in a large room that could accommodate 20. During both observations, the class
teacher brought two individual children to her table. During both formal observations they were
working on separatmpics. Neither child could see their EN guide, as she put one of them on a chair
to her left and another in front of her. The class was silent apart from the teacher dictating, and

correcting mistakes the children made.
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Class teacher (dictating to by at desk)fOK, wr i t e 06 The mMayGcalagCapi t al
and full stopso.

To girl at desk: (Name)! | have already told you, this word should not be fteaeher rubs

wordout)t hat you shtoeaddmdt Ildookdhiast (boyds wor k
To boy at desk:(Name)! You already know how to write faster than thisayuscala,

mayusalaiswithay!|l di d n dusalal & g withla y. (eacher rubs out h in his book)

She subsequently spent each 45 minute lesson dictating in the same way: dictate todilce&ab®io

the girl, correct one, dictate to the other etc. Each child in the class had been identified as having
difficulties with learning via the WG questions, and while one could argue they were receiving
personalised tuition, the way in which it svdelivered did not demonstrate positive affect or

sensitivity to their needs.

To contextualise the teacherb6s practice, the fol
explain why the teacher had reverted to this style of teaching (Cl®a@ection 9.4), despite having

embraced the model with enthusiasm during the initial year of its implementation. This example

illustrates the fact that providing chittentred curriculum materials does not guarantee these will be

delivered in a chilecertred way. Rather, they highlight the importance of the teacher and their

capacity to enact lessons in a way that reflects the principles.

8. 4. 4. Low quality example of teaching that \
My last example is onehere Teacher R the teacher who had successfully used guides to teach the
children diameter and perimeter abéwras teaching another maths lesson, but this time leading
from the board, prior to using EN guides. My previous observation of her denwedstrat when
using the guides she was sensitive to their needs and showed positive affect. However, the
observation of her whole class input suggested that teachers may not always apply-tentieitd
principles that they have learned.

My observation écused upon two sister@\riana and Lina both of whom had difficulties
with learning and remembering. The younger sister, Ariana, was eager to please, but extremely shy
with adults and, sometimes, other children. During a maths class, Teacher achagytthe whole
class how to read and write numbers in the thousands. She had written numerals on the board and
was choosing individuals to read the numbers out loud. She asked the Ariana, who was sat at the

back of the class, to read what was on therdho The interaction went as follows:

Class teacher:Ariana, read this out for the clasaumber is 7,600

Ariana; 6 é
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Classteacherl t 6s not 6, whantstoifs this number ? (
Ariana: 7,  Taée flfshes

Five second silence in class, childds sister
Lina: Seven thousand six hundred

ClassteacherThat 6s ri ght, thankyou Lina. oK, Ar i an

the board, in words.

| observed Ariana walk slowly up to the lbdand stare at the number, with a face that looked
apprehensive. As she began to write the teacher left the room for a few minutes to check her phone.
The other children waited mostly in silence, with just two boys having a conversation. Ariana should
have writtens | edeveid , [ bu't i nst &ha dassteacher eetuhed esawendat she had

written and asked the class:

Class teacher:ls that rightto the class)

Whole class:No teacher!

Class teacher:Lina, come up and write it for your &s.

(Lina writes it, Ariana returns to desk, sits with her head down, sucks index and middle

fingers)

Drawing on these low quality examples, | am not arguing that a teacher should never deviate from the

use of EN guides there were numerous successtild-c e nt r ed exampl es, such a
de mi hogar o project described above. However,
quality examples suggest that while the model may support children where it is used as per the

training, itis not only the use of the tools, but the way in which the fundamental principles of the

model are applied to all learning activities that is important.

Section 3: Formative assessment, going at your own pace and flexible

promotion

In theliterature review, it was evidenced that allowing children with disabilities to go at their own

pace, formative assessment and flexible promotion have the potential to support their iishssion

p.45) This section describes how teachers were Kke
and allow them to go at their own pace. However, it also problematises flexible promotion, noting

that not only does it create tensions for teachersregasding | dr endés transitions,

and children, who consider this a negative occurrence.

8.5. Teachers had a holistic approach to assessment
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Reflecting the values and training of EN, the majority of teachers (6/8) emphasised the need to adopt
a holistic assessment of children that valued the child themselves, one that prioritised their values and
personality over an assessment of their knowledge. Regarding which, the class teachers in School A

shared similar views:

Teacher 1:A teacher, of ourse, wants to see what a child has in their noteboeky
beautifuli but they have to know what the child has hewr(ts to heapland what they have
here points to heailt so yes, you have to strengthen everything.

Teacher 2:1 speak tothem, wét, we use different forms of eva
i mportant to know these things, overall, itods
might have lots of knowledge, but you need to know how they are like as a child, if they are
happy, ift hey f eel bad, without this al/l the | earni
The child or the knowledge they have?

Furthermore, a benefit of having a multigrade model was that it enabled teachers to gain a full picture
of a c¢hil ddifficubids.r Teachet 4neted #hat this helped them monitor progress over

time:

We have them various years, so we are taking them through a process, and because we know

them so well, we know how much they have advanced.

Focusing on formative methods afsessment, teachers described using a range of tools, such as
asking children questions (Teachers 4 and 5), monitoring their progress in guides (Teacher 2) as well

as written and speaking tasks (Teacher 2 and 7). Teacher 2 explained how she used guides:

Some go faster than others, and so first off, in the guide, there are different awelso,
first, I look in which guide to go, and then | know what guide they are on? In which

evaluating which subject they are in and who is advancing and wharésbehind.

All teachers reported that they evaluated children with disabilities in the same way as all children:
all owing them to go at their own pace, taking a

targets in their PIAR plan.

Teacher 4:1t is very important that they go at their own pace, so we are evaluating constantly,
but it isnét a rigid evaluation. Li kel these d

here we are evaluating constaritlfor example, in the rounds the child participating? Are
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they motivated? How is their motor control? Constantly watching their progress, seeing how

they are doing with others, and making improvement plan, because EN lets us do that

While their evaluation practice stronglyrefle ed t he EN values, only one u
control & form. Teacher s, i nstead, had their own
notes in their workbooks, contebased test results, questioning during teaching or holding the

information in their heads). They were also required by the state to submit an annual report that gives
chil dren a grade between 1 and 5 for each subjec
grade reflected the mean of their quarterly scgiesn at the end of each of the semester. Teachers

told me that they were reluctant to give children a number and preferred rather to write an end of year
report or feed this back to parents verbally. For examplkeac her 8 descri bad herse
d e n enemysobgrafi@sand outlined the tensions that having to provide a school report based

upon scores presented her with:

I use grades because it is a requirement of t
myself; | 6 m daens .e n eAmyc hafl dgrcaandét be | 0cated by
youbdbve got to explain this with reasons. Why?

that they find hard and things they could do
managinggr ades, no, but only so | can do a report
report that you give a number, but | never speak to parents or children about this. How would

one speak to a child about this?

The endof-year grades were subsequemhtered directly onto the Secretary for Education website,
and unfortunately for my research, were not retained by teachers or the headteacher. | realised this
too late, the result being that the majority of teachers had submitted their figures angendéaha

copy. The only hard copy was given to parents, meaning this information was lost to schools, or an
individual file, once it was handed out. Disappointing as this was, it confirmed the views that annual
report scores, such as these, were viewetgéchers and the headteacher as an external bureaucratic

requirement, rather than something useful to inf
Intimately linked with the notion of children going at their own pace within the assessmersspisce

whet her the teacher considers that the chil dbs p
grade. The implications of flexible promotion from one grade to the next is explored in more detail

next.

8.6. Problematising flexible promoton and going at your own pace
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An i mportant consequence of a childds results on
school year, is whether the learning progress of each child is deemed sufficient to manage the level of
work inthe nextgrade N pr omotes the notion of oO0flexible pr
to go at their own pace and not moving on to a new guide, or new grati¢hey have fully

understood the concepts or materials being taudltassumption was that flexible promotion would

favour children with disabilities, supporting them to go at their own pace and learning with mixed age

peers. However, as explaineekn the findings suggest that children with disabilities more likely to

have to repeat a year, which created tensions for all involved. Whilst teachers thought it was a
positive way of addressing childrenb6osvemageceds, the
Furthermore, the vast majority of children and parents viewed repeating the year as a negative

occurrence.

8.6.1 Children with disabilities were more likely to have repeated at least one grade
year when compared with their peers
Transl ated | it er adrderel alalh infetvieves with ghe dlassedeagherssandd |
children indicate that children with disabilities were more likely to have repeated at least one grade
when compared with their peers. In total, 15 oft@# children had repeated at least one year at
some point during their education. As illustrated in Table 8.8, 10 of these had identified difficulties
and five did not. Exploring the reasons with teachers and children, the majority repeated due to
reasos linked with their learning (7/10 children with disabilities). In contrast, three out of the five
nondisabled children had repeated for reasons such as moving schogisanicheaning they could
not graduate the grade, and two had what teachers describes 6t e mpor ary pr obl ems

learning.
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Table 8.8
Number of children with and without identified difficulties who have repeated a school year

Children with Children with
disabilities no identified disability
No. of children who hadepeated one yee 8 5
No. of children who had repeated two 2
years
Totals 10 5

8.6.2 Repeating the year supported inclusion but had implications for transition
Interviews with teachers and my observations suggested that repeating the yeaetiag the needs
of some of the children with disabilities. Teachers pointed out that, not only did it ensure that
children were receiving work that reflected their current level of learning, but also, that those who
were in a full multigrade class meantiildren could work alongside their younger peers, who were up
to two years younger than them. An example of this was Gringa;yearold, who had three older
siblings with significant learning difficulties, for whom the school was seeking a diagrielse
repeated her nursery year twice, before moving into transition and then Grade 1. At seven years old
she was still learning her letter sounds and how to form letters. She sat with a group of children aged
6-7 years, who were in Grade 1, and, iniadd to working with them as team, had individual
exercises that helped her to practise her writin

efforts to address her needs:

It was my decision, because to pass a child to the following gradagdes the child, if there
is no way they are goingbétoaasbdievVeswbdatsnbei
up with the others, then s heShameveldarneadtohi eve be
read, only her name, while the rest of themunsery learnt to write theirs, her no. So, | put
her name on the table and repeated it. I sai
times, and now write your G. And so, she stays with Gradedy work together and now,

at least, she will cop

My observations of Gringa suggest that she benefited from having other children who could read the
instructions and help her. As the oldest child, | observed her tell others what she wanted them to do,
smile and laugh at their jokes, and play with eti>ages at breaktime.

For children in the larger schools in which there were fewer grades per class, repeating the
year could have had the consequence of delaying their transition into a new classroom and learning
alongside older children. This had happd to 8y, a 10yearold in School B.She had had a

moderate speech difficulty but no current difficulty with her learning. She repeated her Grade 2 year,
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during which the teacher felt she lacked confidence and would benefit from revisiting the soncept
being taught. Both the teacher and the child thought this had helped, and she was now a confident

learner who would speak up for herself. Talking with them both they explained:

Teacher5:Sky? ¢é she didnot b e-tonfidemoe, but oncelsleer s e | f or
became confident, felt good and believed in herself she caught on fine, is that not right Sky?

Sky: Yes, teacher

Exploring the disadvantages of repeating the year with teacheysgéscribed the tension of

balancing the needs of the child, while being awaredr@atc i si ons t o repeat a yea
education could affect later transitiondot allowing a child to pass to the next grade until the child

has achieved theade targets potentially results in overage children, who are at increased risk of

dropping out, whereas promoting a child into a class risks them being given work at a level they

cannot achieve. Facing a similar dilemma, Teacher 5 discussed her dequsmeGatoin Grade 3

when he arrived back from a year in a different area:

In reality, Gato should have been in Grade 1, but because of his age he was too old to go back

so muchand so | put him in Grade 3, and (his younger brother) Juancho in Grade 2. The

next year it was better teave him repeat 3rd, and repeatinghasa |l | y hel ped hi m §
|l ots that he doesné6t understand, ,bnditt because

would give him much shame if | phim in a graddselowJuancho

Furthermore, being based within a national system increasingly foondbé performance of

children in comparison with international standards, a child will, ultimately, have to face Government

tests at some point, including Grade 5 SABER national tests that mark the end of primary school. This
presents a dilemmaforteache , as t hey have to balance ensuring
SABER tests, yet not leave it so late that they become much older than their classmates. In discussion

with the learning support teacher, she explained how this affects children whlititsa

Learning support teacher: Here the system and policies demand that, yes, therohitpass,

and achieve their targets e in fifth grade th
teachers) will say he was badly prepared and probablgwon st ay i n school é Tl
with the regular kids, so imagine what itéds |

Despite this external pressure of national performance, it was clear that teachers did not, in fact, feel

this impacted on their practice. ®teacher noted:
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We dondét have that | &¥ievasalfbout gettirtg the staadards c ont r ¢

that the Government demands, it would be hideous.

Thus, consistent with the EN model their focus was on the needs of the child befort@otied na
requirements of the state. However, it was clear that, while teachers were keen to value the child in a
holistic way and allow them to go at their own pace, this was coupled with the tension of ensuring that

the child did not become so overage thaly stood out or felt that they had failed.

8.6.3 Parents and children viewed flexible promotion as a negative occurrence
Despite the idea of flexible promotion being presented by EN as something that is positive and
inclusive for all, childrer{including those who had and had not repeated) and parents saw it as a
mainly negative occurrence; something to be avoided and used as a threat by parents and teachers to
try and motivate children. While the impact on children will be explored furthéeichapter on
children views, examples of their reaction to the idea of repeating a year illustrate the negativity

towards the idea in a powerful way:

Dulce (7-yearold girl with learning, behaviour and anxiety difficulties, School Rje
teacher helps melat, becausshe knows that | have to pamsd that | cannot lose the year,
and that | have to go to the next classroom (junior class).

Julia: And what happens if you lose the year?

Dulce: My Mum would hit me.

Julia: Actually hit you or say she was going to hit you?

Dulce:Y e s, itds because she doesndt want me t o |

Mauricio (11-yearold boy, School C)Losing the year would be a bad thing to say to your
parents. When my achievement is good, they are happy, and if it is bad, well then they are

sad, but itdéds not I|i ke they get angry and sa\)

Teachers perceived regting the year as a useful strategy, but it was seen as a last resort and received
as bad news by parents. For example, Teacher 7 described the situation of Katerine andiFlorecita

two sisters who had lowattendancéevel.

Julia: And if (Florecita)get s to the end of the year and she
losti not because of her learning abilityvhat happens? Does she pass?
Teacher 7:Well in this case, she is not going to because she has not achieved any of the goals

not those gals that the guide givesather the curriculum standards, of the wider curriculum.
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I n this period alone she has 38 fail s; 38 no

pass.

This was a source of dispute and frustration with the fatherdichoot think attendance should

affect their education:

But obviously the parents hope that they pass
say that their children are super intelligent
alreadyknow everything in this, but the girls are very behind, very behind, in all the guides and

subjects, while the others have come on much more.

Subsequently, Katerine and Florecita did not pass the year, along with three others, including their

classmate Gringa and two children from the infant class of School B: Cielo and Linda.

Section 4: Teacher strategies focused upon children with
disabilities
In addition to the pedagogical approach and tools that make up an Escuela Nueva approach, this
section describes the strategies teachers used that were specific to children with disabilities.
Beginning with practices that support the learningtoldren with disabilities, this is followed by

examination of the differing ways in which schools utilised the learning support teacher and PIAR

process.

8.7. Practices used to support the learning of children with disabilities

Teachers were asked to dake what practices they employed to address the needs of diverse

learners, and individual children who had already been identified by them as having difficulties.

They described those focused on addremsing chil d

8.7.1 Learning
Teachers outlined a range of ways in which they

and differentiated materials.

Encourage peer support
All teachers gave examples of @ whem gossible.d-iieiof dbds pe
the eight class teachers were emphatic about not separating a child from others, before explaining that

they would, however, give them different activities to do, while sat in a group setting.
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Teacher 2:In Escuela Nueva each child has their guide and the teacher is aware that they

have various grades and that each child is going at their own pace. However, for me, | prefer

that children work in groups not that they should be working alone and rathey ghould

be working with their friends and supporting each other.

Teacher 7:1 try to do the majority of didactic activities with the group, and not make them
feel isolated from the group. However, | do some activities specially for them, so that they
feel like they can achieve and improve in the subjects that they find Barges, | do

separate activities for them.

Actively using peers to support the learning of others was mentioned by four of the teachers,

including Teacher 1, who taug¥blanda, a éyearold girl with significant hearing loss:

Teacher 1:1 explain to the class, | tell them that she has these problems. | say to her partner,

6tell her what | explainedd and her partner

partner says to her.

Tailor input to the childds | evel
All but one teacher gave examples of activities that they had sought out to tailor to the learning level
of the child (e.g. using a guide from the grade below, using Government booklets which had more
practice examples than EN, giving extra homework). Of those who engaged in this practice, two

mentioned the need to ensure that children were achieving, with one saying:

I know which is best to give for what course, and the capacity in which they dameaoh

feel |l ess able than the others, so | wonot

Teachers whose classes included children agégéars old also referred to using plagsed
learning (e.g. using an abacus to teach colours and numbers, usiitgnelas create letters,
6wal kingd a |l etter shape in the classroom).
multi-grade class was a concern of all of the full multigrade teachers, and discussed in depth in the
next chapter, Chapter 9, vehi focuses upon capturing the context.

8.7.2 Emotional wellbeing and behaviour
When referring to managing poor behaviour of children, an interesting finding was that, rather than

using punishment and rewards, the majority of teachers (6/8) reportethfpougebuilding

relationships with the individuals concerned.

she had managed to build a relationship with Juancho over two years:
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Teacher 5:Juancho is a fighter, he was unbearable, fought withyewe, he finds authority so
hard, heds not |ike that anymore and even | es
Julia: How did you manage to address this?

Teacher 5:1 was strict and |l oving, itds a combinat |

Teacher 3, who taughhaearly years class, helped children to understand their own behaviour better
and noted that she deliberately used diminutive languageit@iia at the end of a word)
something that Spanish speakers use to lessen the force of what they are sajlimg.ddés not

translate directly, an example she gave was:

You had a little fight/squabblg¢gleaditqg and you must be very gentleufavecitd with your
hands when you are playing your little frienderhpafieritob

Thus, consistent with the positive affect that | observed in classrooms, there was much more focus on

positive support rather than discipline that sought to remove privileges.

Confidence building and advice
Teachers described taking a child to the siutt gpeaking with them orte-one, in order to remind

them of the rules, and give them advice on future conduct. For example, Teacher 8 told me that she

aimed to impreseaean: a chil dds self
| wanted to show (Nairo) he could do things and get him inwold . I told him, Oy c
intelligent whatdo you think yoware missing that means ytinkyouar e not i ntel | i ¢

The extent to which a teacher was able to support the emotional needs of a child depended on their
styl e. Re f | e cforthrighd styée, wiichd foumdtam kee eomm@n HTeacher 6 had found

supporting a boy who frequently cried a challenge:
| said to him, Papi, you havetobgond You cano6t keep crying for
One must cry when unfortunately someoneegs t o heaven or someone wi
you dondét have to cry for these things. See
things, and you cry because they look at you?

Thus, teachers were employing a number of different measures to dtidrasgds of individuals.

8.7.3. Not knowing what to do
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Another feature of this category was that of not knowing what to do, with teachers feeling helpless
and overwhelmed. The instances given related to three children, each of whoisewgfied by the

WG questions. For example, Teacher 6 spent the academic year struggling to address the needs and
behaviour of Luna a new child who had disclosed abuse, and often refused to engage in work at

school by not speaking:

At this moment, 1€ e | very | ost with Luna. |l 6ve had tin
someti mes | donodt know how to treat her . | f |
does nothing and if | am hard with her, she

Similarly, Teacher 7 desibed her initial thoughts when Ternurita, the child who was passive at

school but active home, first arrived in school:

When she arrived, Il was thinking 6how can | \
autistic, what do |1 do? What do | sayhl¥ do | say?

Both children were very challenging to get to engage and required a high level of sensitivity and time

to motivate them to take part in any task. Finding ways to support these particular girls required

answers that a single teachercouldnodi scover al one. Rather, they ne
parents and external help, whitings me to the final category of practicéhe use of the imouse

learning support processes and parents.

8.8.Implementation of learning support varied across schools

Interviews with teachers, the learning support teacher and observations suggested that learning
support systems were quite fluid and varied between schools. Furthermore, they elicited that
negotiating the role in schools sometintesated subtle tensions between the teachers and learning

support teacher.

8.8.1. The majority of teachers were positive about the learning support processes
Interviews with teachers and the learning support teacher revealed that the PIAR procisg of sit

down with the SEN teacher and discussing potential activities was helpful for some teachers:

Teacher 8:Thanks be to God we have support in our learning support teacher and family
support worker. and with Nairo they helped a lot. (Previous family support worker) talked to

the parents and said O6you have to eaaHelp. hi m t ¢
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(Learning support teacher) is a great professional, she has lot of capacity and ideas to help

with the children.

Teacher 2:She gives me activities which they canidgood activities, reading

comprehensions she helps children with difficultse

Teacher 6:Since the family support worker came, speaking with Luna, the learning support

teacher at | east, she is very warm with the

me work and | try to give everyone the same.

8.8.2. The role ofthe learning support teacher role differed across schools, revealing
some tensions
It was a challenge to gain a clear picture of thetdegay role of the learning support teacher, as her
role varied between schools. Her work in Schools A, C and D indledeher advice and work with
individual children. Delivering reinforcement of their basic reading, writing and maths skills, her
files for the children contained worksheets completed by children (see Figure 8.5 below) and she told

me she also used games

Figure 8.5
Sentence ordering exercise completed by Lina (School A) with the learning support teacher

However, the individuals she worked with were not necessarily those with the poorest skills overall,
but rather, those who the teactiemught might need extra support at that moment in time. In

contrast, her role in Schools B and E included teacher advice and runningolasslsessions, which

were focused on the skills of group problem solving and concentration. Asking her abalg seer
explained that while her role meant she oversaw the PIAR process, what she did varied depending on

the school in which she worked:



Learning support teacher: You have to remember | might only see them one time a week,
four times a month, and thabwn 6 t 1 fbecausedf I Have a meeting of (learning support
teachers), meeting with a parent, or training, that is one day less, so you have to remember
that the handen work of inclusion, because the role of the SEN teacher is one of guidance,
and spport for the teacher in the clasbased upon inclusion and having the child in the
class.

Julia: And so you dondot work individually?
Learning support teacher: | might have to take them out to do individual work, that is my

work, butinthe rural settingt doesnét work | ike this, so son

With regards to the PIAR process, six children had established individual PIAR®plithsspecific
targets. However, analysis of the paperwork revealed that the presence of targets did not guarantee
that all teachers were adapting their practice as planned. In four out of the six cases (Dulce, Ariana,
Lina, Nairo), analysis of the PIARaperwork submitted by the learning support teacher revealed that
the teacher was following the guidance, and pl an
The recommendations focused on targets related to numeracy and literacy, and namgagtbody
However, for two of the six children (Heidy and Gringa) their teachers were not implementing the
suggested individual activities for the first two semesters of the year. In the case of Gringa, this was
because the teacher thought that the childhdicheed this, as she was already accessing appropriate
work at a younger level through the multigrade setting. In the case of Heidy, follow up meetings
indicated that the teacher was not applying the strategies. For both children, this problem was
eventally resolved, when the learning support teacher offered extra 1:1 for each child.
A further issue that | became aware of over my time in schools was that there were subtle
tensions in negotiating the role of the learning support teacher in some s€wolsning data from
my conversations with the Learning Support teachers and five class teachers, along with analysis of
paperwork r eveal ed differences in power at different
needsOn the one hand, teachédrad the power to decide hdte learning support teachsorked
with their children. For example, one school told the learning support teacher that she should not do
any individual work with children, and instead, was asked to take a whole class arshviowdader
skills of problem solving for all children. | explored why this was the case with the class teachers,

and was told it was due to not feeling there was enough time on offer:

39 PIAR plans were established for seven children: Dulce, Ariana and Lina in School A; Heidy in School B;
Gringa in School D; and Nairo in School E. Al so, in
of fieldwork, meaning | dichot see the completed paperwork.
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(Learning Support Teac hersyppodis mossigrificantcSmine ¢ on st
donét trust, or | dondét hope that they wil!/l f

myself, | do extra sessions. Of course, when they come and give extra then great, then |

(@)
—

welcome that and | do what we can, bsitai t i snot constant, I can

On the other hand, as explaineddnapters, the learning support teacher was also monitoring teacher
practice with individual children, with the role of highlighting what was helping, and hindering a

childbs progress. As stated previously, she used t
a barrier to access. Hence, while the PIAR system of monitoring and regular meetings had helped to
highlight what was and was not happening, it also redeahl there were tensions in the negotiations

between the learning support teacher and classroom teachers regarding how best to support a child.

8.9. Summary

This chapter has illustrated the fact that, while the Escuela Nueva model supported teachers in
delivering teaching that was chit@ntred and participatory, the question of whether it was inclusive

of children with disabilities depended very much on how the teacher implemented the model. This
includes the choices they made about which materiaisepand their practice and approach when

not using the materials. Furthermore, while their use of assessment was holistic, the chapter
problematises the strategy of repeating the year. It has been concluded by describing the different
ways in which thdearning support teacher was employed, it being revealed that the negotiation of the
role sometimes involved subtle tensions. Having explored what teachers delivered and how they did
so, the next chapter provides evidence of how the capacity of thairiteachers to deliver

inclusive learning was further affected by the context in which they taught.
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Figure 9
An il lustration of Chapter 9: Factor s t h dotchiidrenfwithudsabiltes a t eacher ds
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