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This study describes the developmental processseacandary school which had taken up
the challenge of responding more effectively to iacreasingly diverse community of
learners. The study was aimed at understandinghbbflenges faced by the school in thi
area and the ways it sought to create a more ineleg®mmunity, with a particular focus on
social and emotional learning. A qualitative catselyg design was used, with semi-structured
interviews held with various stakeholders, namdilg tschool administration, teachers
support staff, parents and the students. Finding&cated that to be able to respond t
student diversity, a school needed to restructisreulture, policies and practices. Teachefs
needed continual preparation and a vast array dfs,sknowledge and pedagogical
approaches to help them reach out to all lear@&ractural barriers needed to be removed
and collaboration encouraged at class, school amdmunity level. The importance of
parental involvement was also emphasized as wasttasHead’s commitment to inclusive
values and a distributed style of leadership.
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I ntroduction

Schools today have to face the challenge of respgrid an increasingly diverse community of
learners. This paper describes the developmentakps in a secondary school which had taken up the
challenge of mobilizing its resources to develomategies to respond not merely to the different
achievement levels and learning styles of studdmis,also to respond to the social and emotional
competence and needs of its learners. Today’s &leaanot ignore the benefits of concentrating more

on social, emotional and mental health becausece#fe social and affective education is directly
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beneficial to academic attainment, and can theeefmip teachers be more effective in meeting the
many demands they face’ (Weare 2000, p.6). Promdiigh academic standards and promoting mental,
emotional and social health go hand in hand.

To respond effectively to the diverse range andised students, entails a change of culture in
that schools that seemed to cater only for the exoazhlly able now need to be transformed into
communities that respond to all learners (Ainscd@®9) Difficulties that children encounter during
learning must be seen as arising from a multiglicitfactors. The fundamental belief is that alilladten
can learn and achieve. While some students adpmpily and develop interests and skills related to
school, others fail to engage in the life of theaa and leave ill-equipped to lead an independént
There are many reasons why children fail at scHeath child is an individual and each story is ueiq
but it is important also to realise that schooltsys factors also play a role in unwittingly cregtin
learning difficulties for the individual. Thus indion entails much more than isolated changes in a
school. It requires changing a school so thathal needs of its students are met. Fullan and Miles
(1992) suggest that for a change to be successiulyst ‘focus on the development and interrelated
relationships of all the mainomponent®f the system simultaneously — curriculum, studargport
systems, and so on’ (p.11). They also add thabrmefmust focus not just on structure, policy and
regulations but on deeper issues ofdhkure of the system.’ (p.11)

Reaching out to all students thus requires a sctioohake more than marginal adjustments.
There is of course no one method for school imprem. Schools are ‘complex and idiosyncratic
places’ and what works in one school might actuiadlye a negative impact on another (Ainscow 1999).
Each school must look internally and apply straesgccording to its needs. This study explores the
way in which one particular secondary school soughtanslate the vision and challenge of inclusion
into everyday practice. It was done contextuallyl dolistically, relating to the school as a whole
community and focusing on cognitive, emotional andial competence. The school senior management
team had specific processes in mind to promoteusn@h and positive behaviour and engagement
among students. These included the patterns okishigh, processes of planning, policies for staff
development, establishing collaborative initiativegh parents and students, promoting positive and

consistent behaviour management, and providinganimgful and engaging curriculum for all students.
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M ethodology

This paper presents one part of a larger studyleshbeveloping Inclusive Practices in a Secondary
School: Challenges and Opportunities for Respondmghe Diversity of Students’ Need$he study
was intended to describe the process towards mahesive practices as experienced in one particular
school. The actual research questions were:

* How far are the cultures, policies and practicethff school responding to the diversity of the

individual educational needs of students?

* What are the challenges and opportunities invoimegdsponding to such diversity of needs?

A gualitative case study design was adopted toucaphe development of inclusive practices in the
school. This form of qualitative research enabhesexamination of the interplay of the many vaesbl
in order to try and provide as complete an undedstey of the situation as possible. Different peopl
with different roles in the school were interviewidensure representation of the various stakeholde
and to embrace a wide and multiple, divergent ravfgeerspectives. When choosing the sample, the
goal was ‘to select a group of respondents who w&aegically located to shed light on the larger
forces and processes under investigation’ (GersohHorowitz 2002). The study sought to examine
cultural norms, community values and ingrainediiadts and motives besides exploring actual school
policies and practices.

Semi-structured, face-to-face interviews were heilith fourteen participants representing different
groups of the school community, namely the schdatiaistration, teachers, support staff, parents and
the students themselves. A list was first drawrofipotential participants on the basis of the défe
categories of stakeholders that were required lier dtudy. A stratified random sample was then
selected. The selected participants included:

» four teachers, each from a different departmeriijést area), and

e one Learning Support Assistant.

» four students and four parents were selected toesept the variety of cognitive, learning,
emotional, behavioural and social needs, sensadypdysical needs and communication and
interaction needs of students.

This sample thus ensured representation of therdiit perspectives of management, teaching staff,

students and parents and as far as possible atke dfversity within each group as well.

A substantial part of the research involved revigwihe literature in the field of inclusive
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education. During this process, themes and aspéut$h were related to the research questions were
noted and used as a basis on which to formulatenieeview questions. The interview questions
focused on inclusive school cultures, policies agmdctices; collaboration; parental involvement;
leadership and staff development; and challengdsopportunities for the school. Six different verss

of the interview questions were produced keepingiind the different participants to be interviewed,
their competencies and their different roles witthe school. The questions were open-ended. Each
interview was recorded and transcribed by the autQaalitative thematic analysis was applied to all
interview data according to the seven themes eaglor the interviews, namely school culture, pefci

and practices, the curriculum, collaboration, ptakimvolvement, leadership, and staff development.

Results and Discussion
A school culture promoting inclusion

Thirteen of the fourteen respondents held a bviad of the meaning of inclusion and believed
that it involved the principle of all children leang together, including those with social and eorl

needs. As one member of staff said:

Inclusive education means that you endeavour todecevery individual in the system

For true inclusion to occur, it was not only tleadhers who needed to accept and include all
students and draw them into the group, but alsospe®o had to support each other. One learning

support assistant in fact remarked that:

In my experience, | think that teachers do inclodeas they go along children exclude their peers

To one member of the administration team, inclusidgso meant stretching every student to
his/her full potential and giving them the attentibey needed, not solely in terms of academiarbali

activities going on in the school:

Inclusion in a school doesn’t only mean inclusionthe academia but also inclusion in any
activity in the school...so to me even somebody with.very high achiever needs to be
included...... sometimes within the norm not all peagle included.
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The school administration was generally proud ef diversity and differences of its students and saw

this as a rich resource that provided an opponrtunitnove forward and become more effective:

We are proud to have this diversity and we beligve an opportunity which we cannot miss out
on, a rich resource.

Participants agreed that besides creating awaseties diversity in the class helped both the
students and the teachers learn how to empathiteand accept differences in people. Having such
heterogeneous groups helped students and teachedeystand that everyone had strengths and
weaknesses. This appreciation of diversity woullp Iséudents later on in their eventual adult rotes

society. One parent felt very strongly about tmd eemarked that:

As soon as they are out of school, as soon asdtewld enough, they are going to mix with
everyone

The school diversity helped to bring about sodméegration, sharing of ideas and people
assisting each other. It also provided studentls wibre challenging needs with the opportunity eche
their potential.

Another positive and enriching factor of diversthat was commented on was multi-cultural
mixing. It was beneficial to have students fromfetént backgrounds learn together. Knowing about
different cultures created more understanding anstndents Benefits for the individual included the
appreciation and acceptance of diversity includindfure, religion and ethnicity, the promotion of
equality, students sharing ideas and learning ®ach other, social benefits and emotional growtie O

parent was especially happy because:

My son really benefited psychologically and | thimkademically as well by being told to mentor
a low achiever

In an inclusive class differences and strengtheewecognised and celebrated. Students learnt
about equity through direct contact in the classraand there was more awareness of students as
individuals with different needs and strengths.

On the other hand, while being generally regated rich resource, diversity was also seen as a

challenge and sometimes a barrier because tedcec it difficult to provide differentiated teacty:
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You tend to direct your teaching towards one kifidtadents with the higher ability sometimes
being given less attention

While the social benefits of learning together wieighlighted by the majority of interviewees,
there was a concern that resources were beingriyndistributed towards the students who had most
needs, whether these were academic in nature cavioetmal and emotional. More significantly,
disruption in the class was voiced as a conceralbthe stakeholders. While students with physical
disabilities and learning difficulties were genérahccepted, students with social, emotional and
behavioural difficulties were the least toleratesthbin the classroom and in school as a whole. One

student remarked that:

Students with bad behaviour can hurt you physicati¢ they can be disruptive

Putnam (1998, p.68) says that ‘in schools, stigleah get to know each other, appreciate and
value the vitality of diversity, learn how to usesetsity for creative problem-solving and enhanced
productivity, and internalize a common heritageawéver he also warns that putting people together
does not result in automatic inclusion. In fact,can result in ‘lower achievement’, ‘increased
egocentrism’, ‘negative relationships’ and ‘prepgaliamong other unwelcome outcomes. A determining
factor of whether positive or negative outcomed bé achieved ‘is the way social interdependence is
structured within the classroom and the school Weether student-student interaction within leagni
situations is structured competitively, individgically or co-operatively).” The great majority of
respondents, however, considered the diverse inbhkgudents and the dismantling of segregating
structures as generally positive. Many parents iBpally chose the school because of its inclusive

culture and ethos. As one teacher remarked;

This school is getting a good image because itlesvang all students to learn. | know parents
who apply for this school especially because i tstally inclusive school.

In spite of the many challenges, the school veessnoitted and working towards the development
of inclusive values in the school community. Théas®d community was becoming more aware that
inclusion is not about focusing on a particularugref students but that all students have issuas th
need to be addressed.

One main theme that emerged from this study waisittlschools are to respond to the individual

ISSN 2073-7629
© 2009 EDRES/ENSEC Volume 1, Number 2, November 2009 piB0



needs of students and avoid the one-size-fitsqafiraach, they must first and foremost build an
inclusive culture. This implies a paradigm shifttire way we look at educational difficulties, naynel
that the school adopts a child-centred pedagogyaaagts its provision to its children’s needs. Whil
participants underlined the benefits of such auceltthey also recognised the challenges it entails
Possible negative outcomes mentioned included e¢hae &f a lowering of academic standards at the
expense of the higher achievers, and the concatrrésources were being unfairly distributed toward
the lower achievers and those with challenging beloa. One member of the administration remarked
that:

| think sometimes we are focusing too much on theseds (of students with impairments)
without recognizing the needs of the average andehverage child.

Teachers also needed to have a whole range d$ skid knowledge in order to respond
effectively. Many respondents, especially parentsderstood that successful inclusion depended
significantly on the attitude of teachers towardfedences in students and on how prepared theg wer
to deal with these differences effectively. Studewith social, emotional and behaviour difficulties
were considered by most teachers and parents ag tie# most difficult to teach and support. They
were a major challenge because they exhibited nogpiate and non-compliant behaviour with the

consequence of being rejected and excluded by pedrstaff. One parent remarked that:

Those with emotional needs and challenging behavéwa the most challenging ...because |
believe teachers are very poor on the emotionalis.ntore a do-it-yourself than because you've
been trained.

The senior management team responsible for pastaee embarked on professional
development for teachers and staff to create dnsive environment wherein the school felt commnditte
to offering all students access to learning oppoties as well as cultivating respect for differerand
diversity. The senior management team believed tdathing was no longer a vocation with simple
goals and a straightforward methodology but thatvés increasingly complex and multifaceted.
Teachers had to move away from the idea of ‘fixisgidents and making them fit into an inflexible
‘norm’ (Fisher et al.1999). The difficulties students encountered haddoseen as arising from a
multiplicity of factors. Once this culture was apted by the stakeholders, the challenge was triamgla
this vision into everyday practice.

Policies and Practices
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The school adopted certain principles of schoghoisation and classroom practice in line with
the creation of an inclusive culture. This concdrmeost notably the removal of structural barriers
between different groups of students and staffdiemantling of separate programmes and services, a
the development of pedagogical approaches whichletatudents to learn together and support each

other. The administration opined that;

The school should make sure to have policies, pires, programmes of study to ensure that all
students are gaining in the same way
The school used existing practices and knowleddeazhing and learning as starting points for
development and continuously encouraged staff estisdand parents to see differences as opportunitie
for learning rather than as problems to be fixdte $chool made an effort to make more effectiveofise
available resources to support learning. More §icamt than the written policy was the understagdin
by the staff of the commitment made by the schoahagement to a policy of inclusion. Flexibility in
the way the policy was practised was more imporéanivas the staff's attitudes and values in the way
they responded to challenging situations.
Students were expected to achieve in relatioméo bwn possibilities and the climate was one

where the staff were expected to value all studasisdividuals. One teacher reported that:

As a teacher | definitely value my students intielato their own personal abilities. As a school

we empathise with students who can’t reach ceftaiels and we take action, we try to facilitate

the learning process, with support teachers, witragime and with discussions with parents.

Teachers were also encouraged to actively prowdeing opportunities where students could

show their strengths and participate in diverseogktlactivities. Praise and encouragement were
considered positive and effective methods of reartout to individuals. The teachers that were
interviewed claimed that they empathised with shisle valued their individuality and used
differentiated strategies to support them in thearning . The underlying philosophy was that once
students felt safe, valued and challenged to thee of proximal development, they would exhibit
better school behaviour and learn more. Attendingptial and emotional needs was felt to be importa
and indeed critical because students take riskfiectually when and if they feel safe in schoblwéas
understood that the more the emotional needs deats are addressed, the less discipline probleens t

school would eventually have. As one teacher put it
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Students with emotional needs and challenging bebav.I've always believed if you get
students on your side, you don’t have a problenn Wwé&haviour. | try to get students to trust me
and confide in me and | treat them fairly and I't&onestly say that I've had very challenging
behaviour; I've just taught them and they’re fine.

Despite the above, however, some parents anergsidtill felt that teachers were not fully

accepting or responsive to the needs of studemis.p@rent’s remarks were that:

| don’t think there is much recognition of the pegtogy in children. | think sometimes we have
rules gnd we only think of the psychological impadtien something happens, we are not
proactive.
The curriculum
The core curriculum was aimed at providing a hlistlucation. Besides providing a wide range
of knowledge, it aimed at giving all students aigyal, environmental, social and emotional andlithea
dimension to education. Besides subjects that deelithe arts, sciences and the humanities, thene we
also others such as drama, art and learning skKéssonal and Social Development lessons focused
specifically on human relationships, emotions, ttlgyeg friendships and caring attitudes and digysi
among other topics. Parents and students apprédizevariety of subjects taught. As one student pu
it:
There are a lot of subjects to study. You needntmakhow to organise your work so that you can
cope. | think there are many choices and studemtshboose the subjects they like.
The individual needs of students were also adddegs relation to the curriculum in that a
number of students had alternative timetables,iadum options, adaptations and arrangements. One
parent felt that:

If there are learning difficulties and the teactealises that the student is not going to copis, it
good for the student to take less subjects.....lhdstto be a genuine case

Every student was given full access to the cumiculand all respondents appreciated the access

arrangements that could be granted during exaromsitiAs one member teacher remarked:

The school supports the participation of all studeluring exams. Some students have extra time
, readers, distraction-free rooms etc.
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The link between curriculum, pedagogy and studemhakiour was widely acknowledged amongst the
staff. It is clear that ‘achievement in school icademic subjects is of vital importance to pupils’
happiness and self-esteem’ (Gordon and Grant, 19@2&chers felt that they needed to know about and
cater for students with socio-emotional needs agithbioural difficulties as these needed even more
encouragement, consideration, empathy and a cappgorach than some other students who adjusted
more easily to the school environment. Althoughdbieool accepted all students, those with chalfengi
behaviour were actually the most challenging fag #thool to support. One respondent from the
administration suggested the need for more traifongeachers in this area:

The teachers themselves might need training, nmgéd investing in their own staff development,
maybe they weren’t given enough exposure whenwere trained, like | hardly had any training
in inclusive education myself, so it could be bessaof lack of awareness more than anything
else but | think they all mean well.

The methodology teachers employed during theisdles was another important aspect that
needed continual development. Thus, teachers sdogbimploy a variety of teaching methods and
effective instructional strategies informed by a&eregrowing understanding of how the brain workd an
how children learn and construct knowledge. It wasderstood that students will not engage
wholeheartedly in the learning experience when thew tasks and activities as not having immediate
and practical benefits and when teaching is uniimgpiln fact it was reported by the administrattbat

teachers were:

very much encouraged to take students on visitsice.¢they are on site they will definitely learn
and obviously you would be able to reach them battd they would remember more.

Besides adapting curriculum and instruction teeciheade use of resources such as the audio-
visual room and ICT. Educational visits, field-8jpprojects and hands-on activities were part ef th
everyday curriculum. In this way, the school wadeavouring to reach all students with their différe
learning styles and needs. This approach was inivevan that most teachers in Maltese secondary
schools still adopt a traditional one-size -fitkagproach to teaching. There is a “rigid syllabwsall
students at each year-level for each subject, metiezl through the content of national examinations,
and leading to prevalence of whole-class teachiathaus.” (Bartolo 2001, p.69).
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A support teacher was also available during soméefcore lessons. This enhanced the students’

learning and helped produce a calmer working enwrent. As one student put it:
Yes, | highly agree with it because then there béllbetter concentration by students, of course.

Individual support was provided as far as posskdeping in mind that poor literacy and
numeracy often lead to disengagement and alienatictme part of the student with obvious effects on
student behaviour. A collaborative approach ensufed students were the responsibility of all
educators. The students generally liked the wayr tteachers delivered their lessons. However,
students’ recommendations showed that they sometarperienced difficulties in following lessons,

asking for the teacher to focus more on understanitie student and providing a pleasant experience:

The majority are good in the way they give thegskan. | think some need to come down to our
level

The teachers should try to understand whether theests are really understanding or not,
because not all students will be understanding

Collaboration

The school was committed to having strong collabee relationships at all levels. The school
management worked at achieving this by developirtgusting relationship with the staff, students,
parents and other professionals and getting tleimaitment to joint work. Collaboration was not only
encouraged but meetings towards this purpose wdredsled and formalised at both curricular and
pastoral levels. On a curricular level, weekly nregt were held involving all subject teachers and
subject co-ordinators. Curriculum issues were fnthliscussed during meetings with the senior
management team. On a pastoral level, weekly ngeetirere held involving class tutors, grade tutors,
learning support assistants and the Individual Neé&w-ordinator. These meetings focused on
discussing the emotional and behavioural needsdiidual students or whole classes. Plans thae wer
put forward in this direction were diffused to etincerned. This collaborative and supportive etrab
child-centred approach helped teachers and studstéblish an emotional bond, resulting in more
positive behaviour on the part of the students.
The school administration reported that:
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Teachers do co-operate within the teams, therellaboration between members of staff, the
parents, so it's a whole school community. | féll inot just a matter of teacher-teacher or just
within departments.

Collaboration was also encouraged among studespecially in the form of collaborative
learning and peer tutoring. Students were encodrég@ork co-operatively rather than competitively.

Students enjoyed working in groups as the follonaogiment illustrates:

Students have sometimes helped me and it is verfylusecause students have a different way of
teaching from a teacher

Besides promoting higher academic achievemenh superiences help impart social skills and
teach students to value and respect one anothémafifu 1998). Peer tutoring has been found to be
effective in both cognitive and affective areastfdents’ learning and development (European Agency
for Development in Special Needs Education, 2003).

Staff Development

Teachers felt that they benefitted from ongoingfgssional development and support to gain
new understandings of teaching and learning. Thegerstood that they needed to widen their
perspectives and become more familiar with inclesiphilosophy, organisational models and
pedagogical strategies. Teachers felt they needatincal professional development in all areas of
education. As one teacher put it, “:the more dlaffelopment, the better”. The administration fle#tt
the school itself had to educate its teachers limralas of school life as the process of becomimg a

effective teacher was a long one:
| think we are teaching the teachers, they didorhe to us ready and it's a very long process

Teachers need to be supported to meet the fundahodranges happening in education (Bunch
and Finnegan 2000). The long term aim was to stiemgthe professional and personal development of
the teaching staff as individuals undergoing a @sscof growth and as educators of the emotions of
their students. Ainscow (1999) suggests that ‘skshttat do make progress in reaching all pupilsalo
by developing conditions within which every memlbérithe school community is encouraged to be a
learner.” Booth and Ainscow (1998) argue that a benof teachers still believe that student difficd
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arise because of student deficits or impairmentsvéver, in order to respond to difficulties effeelly,
they suggest the need for ‘the identification amcheval of barriers to learning, rather than diagmps
and treating the students’ deficits’. One of thalgaf inclusive education must be to expand thdeci
of tolerance in a classroom so that a broader rafhdpehaviours is tolerated and provided for thioug

supports that are an ordinary part of the classroom

Parental Involvement
Parent-school relationships were one of the s¢hatlengths. All the parents interviewed felt

that they were directly involved in their child’dwcation with one parent pointing out that:

| am involved in every way whether she has a probhath a child, whether she can’t understand
something or difficulties with a teacher, in evergy.....I tell the teachers to keep me informed if
anything goes wrong.

All respondents felt that parents were very welcomthe school and that the school was very
responsive to their needs The parents themselNeslifectly involved and were satisfied with the

opportunities for collaboration that the schoolvided:

Our Board of Governors is totally made up of pasemtd they are so responsible that they are the
policy-makers and decision-makers, so to speak.

In the past, parents were kept at arm’s lengthinoeschool gates and education was largely
tended by omniscient experts. In today’s more isigkl society, the need for effective partnership is
crucial and supportive families are critical for shahildren to achieve and behave well at school.
Parenting has become an increasingly complex tadkitee school needs great sensitivity and skill to
work with parents. ‘Schools should build close tielas with parents and communities based on
developing a shared commitment to inclusive val@@gson, Howes and Roberts 2002).

Some members of staff had mixed views on parantallvement pointing out that a small
percentage of parents were not particularly inteces

The majority, 90% take an interest, a genuine @sebut others just try to put the blame on the
teacher when they know that they are not involvetheir child’s life.
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Thus parents had the possibility of being involagall levels of learning and policy making. Inealr
sense they were the policy makers and were oftéenpal agents of change. They were regularly
involved through Parents’ days, curriculum meetirgghool activities, talks, individual appointments
phone calls, circulars and e- mail. When requigsttion planning sessions were held for individual

students together with case conferences involvutgide professionals.

School Leadership

All respondents strongly agreed that school lestdprwas critical for the success of inclusive
education with one student describing the Headhas“itey to the school's success”. The style of
leadership that was adopted was collegial and gyaative. The approach that was used was not the
traditional one of hierarchy and control but inteddo distribute and empower all the stakeholdEns.
Head felt that her role necessitated influencing) monitoring the staff rather than dictating whadwsld

be done:

My role is not to dictate but | have a very distitibdd leadership. | feel that if you help other
people own the decision themselves you can sglthem.....the more people you have believing
in what they are doing, the stronger the messatfjecarne across and the more efficient things
will be.

Thus the responsibility for students’ behaviourswet the sole responsibility of the Assistant
Head, whose main responsibility was pastoral daueof all the teachers and staff. Leadership besom
a function to which many of the staff contributeather than only a small number of individuals
(Ainscow 2000). The Heads’ vision was that indiatity should not only be respected but indeed
celebrated. The role of the Heads was intrinsicédlyguide, support and motivate. They were the
‘keepers of the vision’” (McLeskey and Waldron 20G0)d encouraged risk-taking, becoming the
leading advocates at the school to allay fearscanderns.

The respondents believed that the Inclusion Caatdr had a very significant role in
motivating and guiding the staff towards more igohe values. The excellent teamwork between these
the Head and the Inclusion Coordinator and its tpesiimpact on the school, was noted by all

respondents.
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Conclusion

This qualitative case study attempted to examio@ lone particular secondary school was
developing inclusive cultures, policies and pragiand the challenges and opportunities it faceddn
process. Although one cannot generalize from desiogse study, the goal of this study was ‘to edpan
and generalize theories (analytic generalizationl anot to enumerate frequencies (statistical
generalization)’ (Yin 2003). The results of thisidg may provide insights to school staff, paremd a
policy makers in their efforts to create more isthe communities in schools.

These findings reported here, however, must beidered within the limitations of the study. In
particular, the study was based on a single cagehas the findings are highly related to thatipatar
context. Secondly, the number of participants wastéd to four teachers, one Learning Support
Assistant, four parents, four students and two membom the administration. Although this showed
an effort to examine the different perspectivestte stakeholders, this number was a very small
minority of the school community.. Since the autherself was part of the school administrationg, th
participants could have been biased in their respomalthough great care was taken to ensure
confidentiality and differentiate the researcherée from that of an administrator. Similarly the
researcher herself could have been biased in tepnetations by virtue of this dual role, thougjaia
steps were taken to avoid bias through a constéerrogation of the research process.

Has this school achieved real inclusion for itsmhers? All those involved in education know
that inclusion is an ongoing process. The stakedislthemselves suggested that the school shoutd kee
on struggling to address the needs of all its stteleThe inclusive adventure that the school has
embarked on will never end. However, on the wayis ieducating a population of children to be
proactive problem solvers, critical thinkers andrenamportantly, sensitive, tolerant, loving and

accepting of difference.
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