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ABSTRACT
Inclusive education is a fundamental right of all students. Despite
international policy initiatives, educational exclusion is pervasive,
especially in the Global South, and disproportionately affects
disabled students. Barriers to inclusive education have been
itemised in the literature, but in this conceptual paper that offers
a novel perspective on the topic, we argue for a complexity
approach to understand its evolution. Using a qualitative
deductive content analysis of South African laws, policies, reports
and scholarly literature, we explore three path dependencies
from colonial/apartheid times that lock the country into historical
patterns of categorisation and segregated schooling. These
operate alongside the emergence of new and inclusive practices
by actors at a system-wide and local level, made possible by
inputs into the policy ecology. South Africa represents a complex,
contradictory educational environment that confounds the
expectation of linear progression towards greater inclusivity.
Instead of identifying barriers to inclusive education, we argue for
a nuanced understanding of the imbrications of historical
investments and drivers of inequality, with policy possibilities and
the impetus for transformation among system actors.
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Inclusive education: global initiatives and local uptake

Inclusive education has come to global attention in recent decades. Goal 4 of the United
Nations (UN) Sustainable Development Goals aims to ‘[e]nsure inclusive and equitable
quality education and promote lifelong learning opportunities for all’ by 2030 (UN 2015).
This goal includes targets that specify that education must be provided to all, ‘without
discrimination’ (Target 4.1) and that ‘particular attention and targeted strategies’
should reach ‘persons with disabilities, indigenous peoples, ethnic minorities and the
poor’ (Target 4.5.1). General Comment 4 of the UN Committee on the Rights of
Persons with Disabilities (CRPD) affirms inclusive education as ‘a fundamental human
right of all learners’ (UN CRPD 2016, Section 10a). Despite these international
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commitments to inclusive education and its moral imperative, the educational exclusion
is pervasive (UNESCO 2020).

The failure of inclusive education to gain a secure foothold in education systems
across the world has led to a body of research that catalogues barriers to the implemen-
tation of inclusive education. This research includes work by scholars such as Braun
(2020), Genova (2015) and Sharma (2020), as well as findings published by General
Comment 4 (UN 2016) and the General Education Monitoring Report of 2020
(UNESCO 2020). These sources identify barriers such as persistent prejudice and dis-
crimination; negative attitudes about inclusion; a lack of research and data with which
to monitor progress; inadequate laws and policies, government will and financial pro-
vision; poor quality teacher education; and inaccessible schools and curriculum. Addres-
sing these barriers, according to this framing of the problem, creates the conditions for
the successful implementation of inclusive education.

Our experience as scholars in the field suggests that the barriers and enablers approach
to inclusive education is limiting because it suggests linear progress towards the goal of
inclusive education as successive barriers are identified and eliminated. This approach
reflects what Scott (1999, 22) calls ‘legibility’, the tendency to simplify phenomena and
reduce complexity to ‘manageable dimensions’, which can be bureaucratised into admin-
istrative processes. Human educational endeavours are complicated and variable and
defy legibility. Wemaintain that it is necessary to engage with the complexity of historical
contexts and to question the interconnecting relationships between entrenched power
relationships and inequality within social settings. It is within these intersections that
the meaning of inclusive education has relevance and can reposition itself within edu-
cational systems (Grech 2011; Tefera, Powers, and Fischman 2018). Researchers have
increasingly called for the recognition of the complexity of inclusive education enactment
in reconstructing and revisioning the education of children with diverse needs, including
disabilities, within complex contexts (Grech 2011). Complexity theory has been ident-
ified as a useful framework for the study of inclusive education (Schuelka and Engsig
2020), leading us to pose the following research question: How can complexity theory
advance an understanding of the development of inclusive education in South Africa?

Approach and methodology

The research question is answered through conceptual research in the ‘theory adaptation’
tradition which develops existing knowledge by ‘introducing alternative frames of refer-
ence to propose a novel perspective on an extant conceptualization’ (Jaakkola 2020, 23).
Described by MacInnis (2011) as ‘Revision’, this type of conceptual work is concerned
with ‘reconfiguring or taking a novel perspective on something that has already been
identified’ (143). The ‘novel perspective’ is a complexity theory approach to the develop-
ment of inclusive education in South Africa. Our research process commenced with an
overview of South African laws, policy documents and official reports and of published
scholarly literature on special and or inclusive education from 1948 to 2021. Given both
the expansiveness of complexity theory, and the volume of extant literature, we narrowed
our focus to two concepts in complexity theory: path dependencies and emergences. Path
dependencies advance an understanding of historically entrenched patterns of exclusion.
Emergences explain shifts in policy and practice at different levels of the system that have
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the potential to disrupt exclusionary practices and bring about change. We conducted an
exploratory, qualitative deductive content analysis which allowed us to ‘test the impli-
cations’ (Graneheim, Lindgren, and Lundman 2017, 30) of these two concepts against
the evidence in law, policy, reports and scholarly literature. This enabled us to identify
apparent contradictions in the South African education system: co-existing path depen-
dencies of exclusion originating in colonial/apartheid special education policies and
practices (Christie 2020), but also emergences that offer ‘ripples of hope’ (Kennedy
1966) or ‘reasons to be cheerful’ (Slee 2014, 13). Our findings suggest that the current
discussions on barriers and enablers to the implementation of inclusive education
need to be expanded to account for complexity.

Our focus is the Global South, where the challenge to realise a more inclusive edu-
cation system is layered on existing conditions of poverty, underdevelopment, legacies
of colonialism and current global inequity. There is evidence that many precolonial
societies were disability-inclusive in their education practices (Duke et al. 2016; Kisanji
1998; Mahlo 2017). Despite this, inclusive education is usually said to have originated
in high-income countries, with concerns about the violation of the educational and
social rights of disabled people and their families. The discourses of inclusive education
over the past half-century have been dominated by knowledge and practices from higher-
income countries (Walton 2018). Shifting these practices to lower-income countries with
diverse social expectations, ideologies, cultures, and beliefs has given rise to simplified
and problematic conceptualisations of inclusive education (Armstrong, Armstrong,
and Spandagou 2011). Implementation strategies from higher-income countries have
increasingly proved to be irrelevant to lower-income countries (Kalyanpur 2016). Inclus-
ive education, as exported from the Global North, has often ignored critical and complex
issues related to society, cultures and histories, including the multiple factors that lead to
exclusion in schools (Kalinnikova Magnusson and Walton 2021; Muthukrishna and
Engelbrecht 2018), An analysis of inclusive education in a global South context that
uses complexity theory offers an understanding of the imbrication of these complex
issues and multiple factors.

Some notes on complexity theory and associated concepts

Complexity theory originates in the natural sciences, but social scientists, including edu-
cation researchers, have increasingly found it to be a generative way to think about social
challenges (Tikly 2020). A number of concepts, which help to explain how systems func-
tion, constitute the theory. At its core, complexity challenges linear predictability and
mechanistic explanations of cause and effect, and the reduction of systems to their con-
stituent parts. It suggests that systems are mutually constitutive, they are interactive and
dynamic, they are in flux and they adapt and change. Complexity views each system, or
institution, or organisation as part of a complex and connected arrangement of interact-
ing agents located in overarching networks or systems, such as a political, social, or econ-
omic system (Trombly 2014). A complexity framework allows for an examination of the
patterns and relationships among the parts of systems and illuminates the unpredictable
dimensions of engaging with agents and actors in dynamic organisations and institutions
(Mason 2008; Uhl-Bien, Marion, and McKelvey 2007).
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Complexity theory enables an understanding of organisations and institutions as
complex adaptive systems (Uhl-Bien,Marion, andMcKelvey 2007). Change is a key prop-
erty of complex systems, and they take up the challenge of adapting to a changing environ-
ment. Rather than reflecting stability and symmetry, complex systems continuously evolve
and transform. They are dynamic, emergent, and self-organising (Mason 2008). Feedback
loops operate in complex systems in a process whereby elements in a system cyclically
affect each other, eventually looping back to affect the first element (Walby 2007). Feed-
back loops can be negative, to sustain system equilibrium, or they can be positive as mech-
anisms that drive ‘small changes in a system onwards, escalating change’ (Walby 2007,
463). Other concepts central to complexity theory are those of path dependence and emer-
gence (Corning 2012; Christen and Franklin 2004; Tikly 2020; Walby 2007).

Path dependence occurs where ‘initial conditions… produce a long-termmomentum’
(Tikly 2020, 41). Domains such as economics, policy studies and education have found
path dependence to be a useful explanatory mechanism. Path dependence shows that
history matters in the evolution of a system, and that outcomes are a consequence of
the system’s history (Arestis and Sawyer 2009). Historical patterns and practices
become self-reinforcing (Boeger and Corkin 2017) and systems become resistant to
change. Path dependency means that, ‘ … once a path is entered into, the costs of
leaving it are too high to make it a reasonable option’ (Van Buuren, Ellen, and
Warner 2016, 43). This is evident in the education systems of postcolonial countries,
which revert to path dependent ‘elitist models’ after liberation (Tikly 2020, 118). The
path dependence in our argument is derived from the initial condition of the colonial/
apartheid governance in South Africa. This has shaped the education system, producing
a compelling momentum towards exclusion in various forms.

Emergence has the potential to disrupt path dependencies. Emergence is a contested
concept (Corning 2012). We take it to refer to new norms, patterns, behaviours, theories
or structures that result from the combined activity of the system (Lichtenstein 2015).
Weaver-Hightower (2008, 166) speaks of emergence as ‘new ecologies’ that appear
when ‘resources and actors are available for their sustenance’. Emergent phenomena
thus represent more than system change or adaptation, they offer a break from trajec-
tories that systems may be locked into. Our argument points to emergences in South
African education that refuse neat and reductionist explanations at either the individual
or wider system. Instead, they show that schools and other educational communities find
multifaceted spaces within policy, resource, and attitudinal affordances and constraints
to provide inclusive educational opportunities that confound entrenched patterns of dis-
crimination and exclusion.

Path dependencies and emergences can co-exist in an education system. This points to
the complexity of the overall ‘policy ecology’, which includes ‘actors, relationships,
environments and structures, and processes’ (Weaver-Hightower 2008, 155–156) in
any particular context. In the sections that follow, we show this complexity in the
South African context.

Colonial/apartheid special education path dependencies

From the twentieth century until 1994, South Africa was ruled by successive minority
white governments who legislated the disenfranchisement and systematic oppression
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of the lives and livelihoods of other races. The systematic and legislative discrimination in
favour of white people in South Africa under the National Party government of 1948–
1994 was known as apartheid. During the years of legalised apartheid, racial differen-
tiation and inequality and the resultant creation of separate schools for children of
different racial classifications were legally and rigidly entrenched (McKeever 2017). Edu-
cation for disabled children also received significant legislative attention, setting three
paths in place, namely the distinction between normal children and deviant children, a
pre-occupation with rigid categories of disability, and the presumption of the need for
separate ordinary and special education settings. In this section, we show the origins
of these paths in apartheid-era legislation and the structures, dispositions and practices
that this legislation engendered. Then, with reference to post-apartheid education, we
show how these paths have become path dependencies, reinforced rather than disrupted
by the new democratic order and its signal of commitment to inclusive education. These
three path dependencies are mutually constitutive and mutually reinforcing, and each is
sustained by the beliefs and practices of the others.

Normal children and deviant children

Apartheid-era legislation divided children according to whether they were handicapped
or normal. Handicapped children were considered as belonging to a different category of
children. Section 1 of Act 9 of 1948 defined the ‘handicapped child’ as one who

deviates to such an extent from the majority of children in body, mind, or behaviour, that

(a) he cannot derive sufficient benefit from the instruction normally received in the
ordinary course of education; or

(b) he requires special education in order to facilitate his adaptation to the community;
or

(c) he should not attend an ordinary class in an ordinary school because such attend-
ance may be harmful to himself or to the other pupils in the class (South Africa (SA)
1948).

Notwithstanding the presumption of the child as male, this Act (SA 1948) created a
legal framework for the distinction between normal and deviant children that would con-
tinue throughout the apartheid years. As late as 1991, Du Toit grappled with questions of
the limits of ‘normal’ in demarcating children with problems and the degree of difference
among children ‘before the child is considered deviant’ (1991, 24). This distinction
between handicapped or children with problems and normal children constitutes and
is reinforced by the distinction between special and ordinary schools, which we
discuss later in this section.

The path dependency that this created is in two distinct types of children. There are
those who are seen to be regular, normal or ordinary children and those who are excep-
tional, with special needs or barriers to learning. ‘Handicapped’ has been replaced as an
appellation, but the distinction remains. The path dependency is sustained to this day
through research, teacher education, and policy and is echoed in the sentiments of tea-
chers. Research singles out children with ‘barriers’ (Bornman and Donohue 2013; Tlale
2007) or ‘impairments’ (Donohue and Bornman 2015) as the objects of teachers’
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attitudes. Teacher education programmes and textbooks reinforce this binary through
modules, courses and learning material that engage with the characteristics of
‘different’ or ‘diverse’ children who are represented to be ‘a challenge to teachers and a
burden to the system’ (Walton 2016, 86). Policy, such as the Strategy for Screening,
Identification, Assessment and Support (SIAS) (SA DBE 2014), makes a clear distinction
between all children who need support and those children who ‘require additional
support for learning’ (vii). It offers processes and procedures for the provision of this
‘additional support’ for children who are ‘vulnerable’ and who ‘experience barriers to
learning’ (1). Teachers confidently talk about ‘slow learners’ and attribute internal and
fixed characteristics to those learners they believe are beyond their ability to teach (Engel-
brecht et al. 2015).

This path dependency makes it almost impossible to make fundamental changes to the
architecture of schooling (Slee 2011) that inclusive education demands. It sustains a
deficit conception of some children in relation to their peers, and valorises the
normate pupil in the system, namely one who has no barriers to learning and does
not require additional support for learning. This normate pupil does not require
lengthy documentation in ‘Support Needs Assessment’ forms (SA DBE 2014) that
itemise areas of concern, needs and risks. By contrast, the child with additional
support needs is constructed through a bureaucratic process that scrutinises their learn-
ing, behaviour, health, personal care and home and family situation to identify the level
of support required. As a result of this path dependency, it becomes difficult to
implement an inclusive pedagogy which

[r]equires a shift in teaching and learning from an approach that works for most learners
existing alongside something ‘additional’ or ‘different’ for those (some) who experience
difficulties, towards one that involves the development of a rich learning community charac-
terised by learning opportunities that are sufficiently made available for everyone. (Black-
Hawkins and Florian 2011, 814. Italics in the original)

Andrews, Walton, and Osman (2021) confirm that some South African schools con-
tinue to ‘see difference as problematic’ and instead of pursuing inclusive teaching strat-
egies, ‘direct their activities towards finding alternative education provisions’ (12). The
apartheid special education legislation did not only set a path dependency on the distinc-
tion between normal and other children but also locked in a preoccupation with disabil-
ity categories and other distinctions.

Preoccupation with disability categories

Various typologies of difference were advanced during the apartheid years. Section 1(xiv)
of Act 41 (SA 1967) referred to white children only and defined a handicapped child as
one ‘belonging to a category of children’, described in a schedule of eight possible handi-
caps (‘Deaf children, Hard of hearing children, Blind children, Partially sighted children,
Epileptic children, Cerebral-palsied children, Physically handicapped children, Children
suffering from a defect who have been designated by the Minister’). The De Lange Report
(1981) identified ‘scholastically impaired pupils’ in mainstream education, ‘handicapped
pupils’ in special education and ‘highly gifted pupils’ (29) Other classification categories
had traction during the apartheid-era. Murray (1969) distinguished between (white) chil-
dren who had slight difficulties and who could, with remedial assistance, function in the
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mainstream; children with moderate difficulties who would require temporary but full-
time remedial assistance; and children with severe disabilities who required special edu-
cation. Du Toit (1991) found it necessary to subdivide children’s problems into those
relating to development, learning, and behaviour, with a further distinction made
between restraints and handicaps.

South African education appears to be locked in a medical-deficit path dependency of
classifying and categorising those who require additional support. The distinction
between intrinsic and extrinsic barriers to learning was one of the earliest typologies
in the post-apartheid conception of educational support. Intrinsic barriers to learning
were deemed to arise from medical or organic causes with extrinsic barriers arising
from social, economic, and educational disadvantages (Donald 1996). The SIAS policy
(SA DBE 2014) builds on the distinction between intrinsic and extrinsic barriers to learn-
ing, and further distinguishes between low, medium, and high levels of support that a
child might have. Appendices to this document offer a range of disabilities or medical
conditions that children may be diagnosed with, and the possible ‘areas of functional
limitation’ associated with listed conditions and disorders. The Guidelines for Inclusive
Teaching and Learning (SA DBE 2010) confirm that teachers need to know the charac-
teristics of various disabilities, difficulties and conditions, their impact on learning, and
appropriate educational responses. Various textbooks, written for pre- and in-service tea-
chers, offer accounts of different barriers to learning. Walton (2016) shows that these
present categories of difference among children as ‘absolute and discrete’ and ‘scientific
and objective… drawn from evidence in the fields of medicine and psychology’. The
message conveyed is that understanding these categories is a ‘precondition for under-
standing learners’ and that the categories are ‘pedagogically significant, with different cat-
egories demanding different pedagogical responses’ (97).

This path dependency works against the development of inclusive education. We
recognise that information about disabilities and other conditions raises awareness
about educational difficulties, promotes understanding of children, and may lead to
effective support (Lauchlan and Boyle 2007). Our concern is the preoccupation with
sorting and labelling children that this path dependency represents, and the exclusionary
effects that it may have. Contestations about definitional boundaries and diagnosis must
be acknowledged (Graham et al. 2020) and there is scant evidence of distinct disability-
specific pedagogy (Lewis and Norwich 2005). The focus on disability categorisation
potentially detracts attention from individual experiences at the nexus of a range of iden-
tity markers, not only disability. Classification inevitably leads to the specialisation of
professionals who assert their expertise in niche areas of educational support (Mckenzie
and Macleod 2012). This becomes the reason for teachers to claim that they are inade-
quately prepared to teach certain children, believing that ‘teaching learners who do
not ‘fit in’ with the others [is]… the skill-set of specialists’ (Andrews et al. 2021, 8).
This is reinforced by the third path dependency, which is the presumption of the need
for separate (disability-specific) special education.

Separate ordinary and special education

The apartheid government inherited a system from the previous colonial regime that had
entrenched separate special and ordinary education. Act 9 (SA 1948), which relates to the
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‘education of handicapped children’ was enacted just before the imposition of apartheid.
This Act defined special education as ‘education of a specialised nature provided to suit
the needs of handicapped children’ (SA 1948, Section 1). The specialised nature of special
education is predicated on a distinction between professionals who are deemed to have
the knowledge and skills to work with either ordinary children or special needs children.
This is confirmed by De Lange (1981) who said: ‘The personnel and necessary infrastruc-
ture involved in the education of these [handicapped and impaired] children need to be
more comprehensive and more specialized’ (2). Thus, the distinction between ordinary
and special needs teachers was entrenched, as well as a role stratification with allied
and support professionals, such as speech, occupational and physical therapists, psychol-
ogists, medical personnel, and social workers. Engelbrecht (2006, 256) speaks of the
‘specialist culture’ that developed as an effect of the 1948 Act.

Apartheid-era separate special education presumed the need for separate schools for
different categories of ‘handicap’. Section 2(1) of Act 9 (SA 1948) made provision for
‘special schools and homes for the classes of handicapped children’, with the assumption
that different types of handicap demanded different schools. This thinking prevailed
throughout the apartheid years. In making recommendations for the design of special
schools, Urry (1970) assumed that separate special schools would be required for
‘different handicaps’ (11), with specific school requirements based on types of disability.
This view was moderated somewhat by the De Lange Report (1981), which noted the ten-
dency for specialised provision according to handicap and recommended a more com-
prehensive list of special schools ‘rather than separate schools for 22 or more kinds of
handicapped pupils’ (187).

During apartheid, special education for different racial groups was organised,
financed, and researched separately. The focus was on white children, even though
they were the racial minority. They enjoyed a disproportionate expenditure, with 42%
of the public special education budget spent on white special schooling in 1987 (Parting-
ton 1991). The relative neglect of special education for other race groups was justified by
the apartheid policies that made education a matter for the administration of those race
groups. De Lange (1981) acknowledged that special education provision was well devel-
oped for white children but that ‘the provision for Black pupils is extremely inadequate’
(176). The recommendation of the De Lange Report was that infrastructure similar to
that of white special education should be implemented by all the systems of education.
This recommendation did not suggest racial integration into existing special education,
just that the levels of provision for white children be replicated for children of other racial
groups.

Education White Paper 6 (SA DoE 2001) is the post-apartheid government’s frame-
work for the development of an inclusive education system. In many respects, it draws
on the Salamanca Statement (UNESCO 1994) in setting a vision for equal access, partici-
pation and inclusion of all learners. It noted that at the time of publication, 280,000 chil-
dren and young people with disabilities or impairments were not in school. This
document makes it clear that the system of separate special education was not to be dis-
mantled with the introduction of inclusive education. Instead, special schools would be
strengthened so that they could become ‘resource centres’ for other schools (SA DoE
2001, 7). Children deemed to have ‘high support needs’ would be educated in special
schools (SA DBE 2014). But, as a result of inequitable apartheid resourcing, most
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special schools inherited by the post-apartheid regime were in formerly white residential
areas. Instead of heeding the Salamanca Statement’s advice that ‘Countries that have few
or no special schools would, in general, be well advised to concentrate their efforts on the
development of inclusive schools’ (UNESCO 1994, 13), the post-apartheid government
has, and continues to build more special schools (SA DBE 2015). Many of these new
special schools are disability-specific, for example, for children with autism or low
vision, further reinforcing the path-dependency of separate special schooling.

Beliefs and practices at school levels further reinforce the path-dependency on separ-
ate special schooling. High levels of referrals to special schools are evident, and waiting
lists for places at special schools are long (Human Rights Watch 2015). Many pre-service
and in-service teachers are convinced of the pedagogical benefits of special school place-
ment (Adewumi, Mosito, and Agosto 2019; Walton and Rusznyak 2013), despite the fact
that the social and educational experiences and outcomes of children attending special
schools are not always positive (McKinney and Swartz 2015). The path-dependency of
a dual-track special and ordinary schooling system has meant that increasing access to
separate special schooling is seen as the solution to the very real problem of the exclusion
of disabled children. This solution is emphasised in government responses when chal-
lenged about the number of disabled children out of school (SA DBE 2015) and also
advocated in the press (Macupe 2020). This is in contrast to the requirements of
Article 24 of the UN CRPD, which South Africa has signed and ratified. Section 39 of
General Comment 4 on the UN CRPD (2016) makes it clear that state parties

Have a specific and continuing obligation to move as expeditiously and effectively as poss-
ible towards the full realization of article 24 [Education]. This is not compatible with sus-
taining two systems of education: a mainstream education system and a special/
segregated education system.

Section 40a of the Committee of the CRPD (UN 2018) ‘notes with concern’ the ‘conti-
nuing growth in special education as opposed to inclusive education’ in South Africa. We
argue that this growth can be explained by the path dependency on separate special edu-
cation that had its origins in coloniality, was entrenched by the apartheid government and
inherited by the post-apartheid state. Policies have created a deficit-based continuum of
support strategies that range from inclusion in mainstream classrooms to placement in
separate special schools depending on the severity of the ‘barrier’ experienced by children.

The momentum created by the imbrications of these path dependencies is sustained in
policy, beliefs, practices and research, making them difficult to resist. They are further
entrenched by other path dependencies that do not arise from special education legis-
lation, such as highly authoritarian leadership styles (Bush and Glover 2016) and low
levels of parent involvement in schools (McKenzie, Shanda, and Aldersey 2021). But
we have reason to be optimistic. While post-apartheid policies and system actions
reflect path dependencies, they simultaneously contain the possibility of rupture. In
the next section we note ways in which these policies and innovative inclusive practices
on local levels are contributing to the emergence of inclusive practice.

Post-1994 emergences

Inclusive education’s focus on increasing equitable rights and access to education has
resonated in South Africa since the transition to democracy in 1994. A transformed
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education system is expected to play a fundamental role in changing inherited discri-
minatory apartheid social and economic structures and contribute to the establishment
of a democratic society (Badat and Sayed 2014). There has been an increased awareness
of the multiple and dynamic ways that individual and group characteristics (ability,
race, ethnicity, socio-economic class, gender, religion, etc.) and institutional capacity
interact, and ultimately shape access, acceptance and participation in schools. This
has led to the emergence of examples of more hopeful and creative conditions at
wider systemic levels in combination with emerging, innovative and contextually rel-
evant practices within school communities. These conditions and practices send
forth ‘small ripples of hope’ (Kennedy 1966), which potentially disrupt path dependen-
cies and create emergences characterised by increasing connectivity, networking and
feedback for continuity and change to occur (Kitching 2019; Morrison 2006). In the
sections that follow, we describe these emergences separately for ease of discussion.
They are not, however, discrete themes but are multifaceted and dynamically linked
at various system levels.

System-level emergences

The South African government has reiterated the right to inclusive education for disabled
children by signing and ratifying international conventions like the CRPD and publish-
ing policy documents on the rights of disabled people like the White Paper on the Rights
of Persons with Disabilities (SA Department of Social Development 2016). Furthermore,
White Paper 6 (SA DoE 2001) sets a clear policy aspiration towards inclusive education
not only for disabled children but for every child who is disadvantaged for reasons of
poverty, language and other factors. White Paper 6 has been followed by a series of guide-
line documents (for example, Guidelines for Inclusive Teaching and Learning (SA DBE
2010) and Guidelines for Full-service/Inclusive Schools (SA DBE 2009) that seek to
provide the detail necessary for the implementation of inclusive education. We argue
here that White Paper 6 sets the conditions of possibility for system-level emergences
in policy, funding, teacher education, curriculum, and collaboration with parents and
communities.

Policy possibilities
The SIAS policy (SA DBE 2014) has features that might reinforce past path dependencies,
as discussed previously, and features that might enable the realisation of inclusive edu-
cation by disrupting past practices in a number of ways. These include taking a holistic
account of the child in context; the expectation that parents/caregivers, teachers and
older children are involved in developing support plans; the expectation that support
would mostly be offered within ordinary schools and referrals to special schools would
be discouraged; and the recognition of school and societal factors as barriers to learning.
An intensive information and training programme on the use of the SIAS policy has been
rolled out across the country. It seems that if schools and classrooms are understood as
complex adaptive systems that continually evolve and transform, the policy has the
potential to become a flexible and imaginative response to support needs in inclusive
school communities. At this stage, it is still too early to be able to judge the impact of
SIAS. It may lead to a less tightly controlled system of accountability, characterised by
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creative exploration and distributed decision-making (Radford 2006), or it may be
adopted in linear, inflexible ways that will reinscribe exclusion and reinforce path
dependencies.

Funding
Promising budgetary developments could help to entrench and sustain inclusive edu-
cation initiatives and disrupt the continuing influence of path dependencies. In 2016,
the National Treasury had awarded the Department of Basic Education a conditional
grant of R477 million over the 2017–2020 period for children with severe and profound
intellectual disabilities to access quality public-funded education and support (Parlia-
mentary Monitoring Group 2020). The National Guidelines for Resourcing an Inclusive
Education System (SA DBE 2018) was published for comment in March 2018. The
purpose of this document is to

… provide guidance on the equitable and efficient provision, distribution and use of infra-
structure, personnel and non-personnel non-capital (npnc) funding for an inclusive edu-
cation system using the National Norms for Post Provisioning, School Funding and
School Infrastructure. (9)

These National Guidelines could, if implemented with insight and the acknowledgement
of the systematic pervasive influence of historical path dependencies, improve the nega-
tive impact of chronic underfunding on schools’ abilities to provide quality education for
all, but especially disabled children.

Teacher education
The capacity of teachers, school leaders, and education support personnel is recognised
internationally as vital for inclusive education (Symeonidou 2017). Various develop-
ments in South Africa have the potential to address the unequal outcomes created in
the past due to the inadequate preparation of teachers to provide effective support for
the learning of all. The Revised Policy on the Minimum Requirements for Teacher
Education Qualifications (SA 2015) insists that Bachelor of Education and Postgraduate
Certificate in Education graduates are ‘knowledgeable about inclusive education’ (23/29).
Teaching standards for inclusive teaching for beginner teachers have also been developed
(Walton and Rusznyak 2019). These include an emphasis on continuing professional
development that can provide the impetus for teachers continually to prepare themselves
for the unexpected and the unanticipated and allow for new teaching and support strat-
egies to emerge (Engelbrecht and Muthukrishna 2019). Recent developments in the
enhancement of initial and continuing teacher education have resulted in dedicated
courses at specific universities for teachers of children with specific disabilities, for
example, those with low vision, D/deaf pupils, and those with Autism and other neuro-
developmental disorders (McKenzie et al. 2020). Here too, time will tell if this initiative
reinforces the path dependency created by the medical-deficit approach and leads to
further segregation. We are hopeful, though, that the recognition of a diversity of learn-
ing needs of children with specific disabilities within an intersectional framework will
increase the capacity of teachers and therapists to provide support, ideally in ordinary
classrooms.
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Curriculum
Curriculum development within an inclusive education system is ‘a social space in which
meaning is constructed in relation to the contending vectors of power present in broader
society’ (Soudien 2018, 152). An inclusive South African curriculum should therefore be
aware of the complexities of how exclusion was and still is being created and maintained
and should be infused with the principles and practices of social and environmental
justice. There are aspects of the national Curriculum and Assessment Policy (SA DBE
2012) that support inclusive teaching, but overall, it has been criticised for its fast-
paced, lock-stepped and content-heavy demands (Andrews, Walton, and Osman
2021). Other curriculum developments, though, offer more hope. These developments
include the recognition of South African Sign Language as a subject of academic study
and a prescribed practical and functional curriculum for pupils deemed to have severe
intellectual disabilities. A proposed three-stream model adds vocational and occu-
pational pathways to the existing academic pathways for pupils, offering the potential
for learning and employment for those who do not wish to pursue an academic focus
(McKenzie 2020).

Collaboration with parents and communities
Under the apartheid government, schools tended to be separated both from parents and
caregivers and from the wider community (McKenzie, Loebenstein, and Taylor 2018).
More recently, an acknowledgement of the important roles of collaborative partnerships
between schools, education, non-governmental organisations and local communities,
including community leaders, parents and children, has emerged (McKenzie, Loeben-
stein, and Taylor 2018). An effort has been made by the Department of Basic Education
to track out-of-school disabled children and their parents or caregivers. A conditional
grant finances this effort, and schools have been involved. Liaison between system
actors makes it possible for the information to flow and the creation of networks that
are necessary for sustainable change in complex systems.

Local-level emergences

Teachers are key role players in enacting inclusive education. Research indicates that
many South African teachers define inclusive education within a human rights frame-
work and acknowledge the rights of all children to be included in inclusive schools
and classrooms (Materechera 2020; Savolainen et al. 2012). However, teachers’ under-
standing of differences shows the extent of path dependencies. Many view differences
with ideas based on traditional medical-deficit approaches created by systemic socio-pol-
itical developments of the past (Andrews et al. 2019; Engelbrecht and Savolainen 2018;
Engelbrecht et al. 2017). These views impact their expectations of disabled children,
and some are reluctant to accept children who they regard as different in their class-
rooms. Despite these negative perceptions and practices, there is evidence of an emer-
gence of the agency. As we discuss below, there is evidence that individually and
collectively, teachers interpret and adjust policy imperatives and guidelines to align
with their own beliefs about human rights and meet the challenges they face within
their own contexts to support the multiple learning needs of the children in their
classrooms.
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Teacher agency has to do with the capacity of individual teachers, as well as the
dynamic interaction between teachers and contexts to exert influence and to create oppor-
tunities to develop access, acceptance and participation in inclusive classrooms (Themane
and Thobejane 2019; Vansteenkiste et al. 2020). There is evidence of an increased shared
belief in the importance of ongoing individual and collective learning for inclusive teach-
ing (Andrews 2020; Engelbrecht and Muthukrishna 2019; Vansteenkiste et al. 2020).
Research indicates that a large number of South African teachers can and do take the
initiative for their own professional development to acquire new knowledge and skills,
not only from working experiences but also from updated theoretical knowledge
(Andrews 2020; Oswald 2014; Swart and Oswald 2008). A sense of agency is externalised
in a change in attitudes towards diversity, as well as the confidence to practice new ways of
doing, imagining themselves as agents of change who are able to create transformative,
participative classroom contexts (Swart and Oswald 2008; Vansteenkiste et al. 2020).

Many teachers in diverse school contexts in South Africa are adapting to a changing
policy environment. A number of recent case studies (Adewumi, Mosito, and Agosto
2019; Andrews 2020; Engelbrecht and Muthukrishna 2019; Themane and Thobejane
2019) indicate that despite various challenges such as overcrowded classrooms and a
lack of resources, teachers are creating alternative approaches to include everyone. In
their study in Limpopo province, Themane and Thobejane (2019) describe the resilience
of teachers in rural secondary schools. These authors show how, despite the lack of
resources to implement inclusive education as described in policy guidelines, teachers
collaborate with one another to adapt their pedagogy to accommodate all. In this way,
teachers are continually preparing themselves for the unexpected by allowing the com-
plexity of what they are involved in to emerge and endeavouring to embrace it (Engel-
brecht and Muthukrishna 2019). Continual contextual interaction, communication
and exchanging information also generate opportunities for collaborative learning
among teachers, which allow them to adapt behaviours and willingly develop innovative
collaborative actions in locally relevant ways. Entrenched ways of thinking, based on path
dependencies that negate the strengths and resources present in school contexts, are
being disrupted as teachers collectively engage proactively with inclusive education
(Adewumi, Mosito, and Agosto 2019; Andrews 2020; Engelbrecht and Muthukrishna
2019; Swart and Oswald 2008).

The development of inclusive school communities with a focus on enablement, par-
ticipation and shared commitment has clear implications for leadership (Oswald and
Engelbrecht 2013). Research indicates that authoritarian leadership styles that limit the
exercise of teacher agency and their participation in decision-making do not support
the development of an inclusive ethos (Andrews 2020; Fataar 2009; Oswald and Engel-
brecht 2013). Many South African school principals have indicated their willingness to
abandon the authoritarian leadership styles that characterised education under apartheid
(Ngcobo and Tikly 2010). In the spirit of democracy and participation, they demonstrate
leadership activities that allow for active engagement with the promotion of inclusive
education (Oswald and Engelbrecht 2013). These enactments illustrate a growing under-
standing of inclusive education as a critical, ethical, and socially just agenda that is
socially constructed in and from context (Muthukrishna and Engelbrecht 2018). There
are encouraging examples (like Engelbrecht and Muthukrishna 2019) of schools in
which leadership has embraced changes emanating from new policies, and school
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community members are working collectively to create an inclusive school system.
This suggests that these schools have emerged as adaptive open systems that are not
managed by an outside hierarchical force (Adewumi, Mosito, and Agosto 2019; Engel-
brecht and Muthukrishna 2019).

Conclusion: inclusive education in/as complex systems

Process and journey metaphors are often used to describe inclusive education, suggesting
a linear trajectory towards ever more inclusive systems (Walton 2016). This linearity
allows Boyle and Anderson (2020, 204) to say that inclusive education has ‘plateaued’,
as they cite demands for non-inclusive settings in many countries. We have argued
that much as it might frustrate the impulse to legibility, the evolution and entrenchment
of inclusive education within education systems must be seen as dynamic and interactive.
Addressing barriers to inclusive education seems to be less about clearing successive
hurdles in a steeplechase race and more about understanding the complex ecology of
education systems, and the various actors and socio-cultural, historical and economic
processes that constitute these systems.

Our review supports a complexity approach to inclusive education in South Africa.
The publication of White Paper 6 in 2001 was no moment of inflection but rather an
input into the overall policy ecology that created possibilities for change. The educational
environment is complex and contradictory, with path dependencies and emergences co-
existing and competing. Different actors occupy roles and wield power in ways that dyna-
mically shape the system, sometimes towards transformation and sometimes to preserve
the status quo. Despite this, we are hopeful. The ‘ripples of hope’ that cross each other
from diverse contexts (Kennedy 1966) towards a more inclusive and just education
system for disabled children and young people in South Africa, as described in this
paper, have the potential to function as positive feedback loops in the system. These,
we believe, offer ‘new paths of development’ (Walby 2007, 455) and the potential for
emergent and transformative inclusive practices over the longer term.

Disclosure statement

No potential conflict of interest was reported by the author(s).

Notes on contributors

Elizabeth Walton is a Professor of Education at the University of Nottingham, UK, and a visiting
Associate Professor at Wits University, South Africa. Her research applies diverse theoretical perspec-
tives to understand exclusion and enable the realisation of more inclusive and equitable education.

Petra Engelbrecht is an Extraordinary Professor in the Faculty of Education, North-West Univer-
sity, South Africa and Emeritus Professor of Education, Canterbury Christ Church University, UK.
Her research focuses on equity in education with specific reference to the implementation of
inclusive education in diverse cultural-historical contexts.

ORCID

Elizabeth Walton http://orcid.org/0000-0003-1868-9590
Petra Engelbrecht http://orcid.org/0000-0003-4128-0208

14 E. WALTON AND P. ENGELBRECHT

http://orcid.org/0000-0003-1868-9590
http://orcid.org/0000-0003-4128-0208


References

Adewumi, T. M., C. Mosito, and V. Agosto. 2019. “Experiences of Teachers in Implementing
Inclusion of Learners with Special Education Needs in Selected Fort Beaufort District
Primary Schools, South Africa.” Cogent Education 6 (1): art 1703446. doi:10.1080/2331186X.
2019.1703446.

Andrews, D. 2020. “The Affordances and Constraints to Inclusive Teaching in Four South African
Schools: A Cultural Historical Activity Theory Perspective.” Doctoral thesis, University of the
Witwatersrand, Johannesburg. https://hdl.handle.net/10539/30051.

Andrews, D., E. Walton, and R. Osman. 2021. “Constraints to the Implementation of Inclusive
Teaching: A Cultural Historical Activity Theory Approach.” International Journal of Inclusive
Education 25 (13): 1508–1523. doi:10.1080/13603116.2019.1620880.

Arestis, P., and M. Sawyer. 2009. “Path Dependency and Demand—Supply Interactions in
Macroeconomic Analysis.” In Path Dependency and Macroeconomics, edited by P. Arestis,
and M. Sawyer, 1–36. London: Palgrave Macmillan.

Armstrong, D., A. C. Armstrong, and I. Spandagou. 2011. “Inclusion: By Choice or by Chance?”
International Journal of Inclusive Education 15 (1): 29–39.

Badat, S., and Y. Sayed. 2014. “Post-1994 South African Education: The Challenge of Social
Justice.” The Annals of the American Academy of Political and Social Science 652 (1): 127–
148. doi:10.1177/0002716213511188.

Black-Hawkins, K., and L. Florian. 2011. “Classroom Teachers’ Craft Knowledge of Their Inclusive
Practice.” Teachers and Teaching 18 (5): 567–584. doi:10.1080/13540602.2012.709732.

Boeger, N., and J. Corkin. 2017. “Institutional Path-Dependencies in Europe’s Networked Modes of
Governance.” Journal of Common Market Studies 55 (5): 974–992. doi:10.1111/jcms.12546.

Bornman, J., and D. K. Donohue. 2013. “South African Teachers’ Attitudes Toward Learners with
Barriers to Learning: Attention-Deficit and Hyperactivity Disorder and Little or No Functional
Speech.” International Journal of Disability, Development, and Education 60 (2): 85–104. doi:10.
1080/1034912X.2013.786554.

Boyle, C., and J. Anderson. 2020. “The Justification for Inclusive Education in Australia.” Prospects
49: 203–217. doi:10.1007/s11125-020-09494-x.

Braun, A. M. B. 2020. “Barriers to Inclusive Education in Tanzania’s Policy Environment: National
Policy Actors’ Perspectives.” Compare, 1–19. doi:10.1080/03057925.2020.1745057.

Bush, T., and D. Glover. 2016. “School Leadership and Management in South Africa: Findings
from a Systematic Literature Review.” International Journal of Educational Management 30
(2): 211–231. doi:10.1108/IJEM-07-2014-0101.

Christen, M., and L. R. Franklin. 2004. “The Concept of Emergence in Complexity Science:
Finding Coherence between Theory and Practice.” Proceedings of the Complex Summer
School, 4. https://services.ini.uzh.ch/admin/extras/doc_get.php?id=41950.

Christie, P. 2020. Decolonising Schools in South Africa. Milton Park: Routledge.
Corning, P. A. 2012. “The Re-emergence of Emergence, and the Causal Role of Synergy in

Emergent Evolution.” Synthese 185 (2): 295–317. doi:10.1007/s11229-010-9726-2.
De Lange, J. P. 1981. Report of the Work Committee: Education for Children with Special

Educational Needs. Pretoria: Human Sciences Research Council.
Donald, D. R. 1996. “South Africa.” In Comparative Studies in Special Education, edited by K.

Mazurek, and M. A. Winzer, 5–24. Washington, DC: Gallaudet University Press.
Donohue, D. K., and J. Bornman. 2015. “South African Teachers’ Attitudes Toward the Inclusion of

Learners with Different Abilities in Mainstream Classrooms.” International Journal of Disability,
Development, and Education 62 (1): 42–59. doi:10.1080/1034912X.2014.985638.

Duke, J., H. Pillay, M. Tones, J. Nickerson, S. Carrington, and A. Ioelu. 2016. “A Case for
Rethinking Inclusive Education Policy Creation in Developing Countries.” Compare: A
Journal of Comparative and International Education 46 (6): 906–928. doi:10.1080/03057925.
2016.1204226.

Du Toit, L. 1991. “Orthopedagogics.” In Children with Problems: An Orthopedagogical Perspective,
edited by J. A. Kapp, 3–19. Pretoria: Van Schaik.

INTERNATIONAL JOURNAL OF INCLUSIVE EDUCATION 15

https://doi.org/10.1080/2331186X.2019.1703446
https://doi.org/10.1080/2331186X.2019.1703446
https://hdl.handle.net/10539/30051
https://doi.org/10.1080/13603116.2019.1620880
https://doi.org/10.1177/0002716213511188
https://doi.org/10.1080/13540602.2012.709732
https://doi.org/10.1111/jcms.12546
https://doi.org/10.1080/1034912X.2013.786554
https://doi.org/10.1080/1034912X.2013.786554
https://doi.org/10.1007/s11125-020-09494-x
https://doi.org/10.1080/03057925.2020.1745057
https://doi.org/10.1108/IJEM-07-2014-0101
https://services.ini.uzh.ch/admin/extras/doc_get.php?id=41950
https://doi.org/10.1007/s11229-010-9726-2
https://doi.org/10.1080/1034912X.2014.985638
https://doi.org/10.1080/03057925.2016.1204226
https://doi.org/10.1080/03057925.2016.1204226


Engelbrecht, P. 2006. “The Implementation of Inclusive Education in South Africa after Ten Years
of Democracy.” European Journal of Psychology of Education 21 (3): 253–264. doi:10.1007/
BF03173414.

Engelbrecht, P., and N. Muthukrishna. 2019. “Inclusive Education as a Localised Project in
Complex Contexts: A South African Case Study.” Southern African Review of Education 25
(1): 107–124. https://journals.co.za/doi/pdf/10.10520/EJC-1877dd513f.

Engelbrecht, P., and H. Savolainen. 2018. “A Mixed-Methods Approach to Developing an
Understanding of Teachers’ Attitudes and their Enactment of Inclusive Education.” European
Journal of Special Needs Education 33 (5): 660–676. doi:10.1080/08856257.2017.1410327.

Engelbrecht, P., H. Savolainen, M. Nel, T. Koskela, and M.-A. Okkolin. 2017. “Making Meaning of
Inclusive Education: Classroom Practices in Finnish and South African Classrooms.” Compare:
A Journal of Comparative and International Education 47 (5): 684–702. doi:10.1080/03057925.
2016.1266927.

Engelbrecht, P., M. Nel, N. Nel, and D. Tlale. 2015. “Enacting Understanding of Inclusion in
Complex Contexts: Classroom Practices of South African Teachers.” South African Journal of
Education 35 (2): 1–10. doi:10.15700/201409161038.

Fataar, A. 2009. “The Reflexive Adaptations of School Principals in a ‘Local’ South African Space.”
International Journal of Inclusive Education 13 (3): 315–334. doi:10.1080/13603110701770860.

Genova, A. 2015. “Barriers to Inclusive Education in Greece, Spain and Lithuania: Results from
Emancipatory Disability Research.” Disability & Society 30 (7): 1042–1054. doi:10.1080/
09687599.2015.1075867.

Graham, L., M. Medhurst, H. Tancredi, I. Spandagou, and E. Walton. 2020. “Fundamental
Concepts of Inclusive Education.” In Inclusive Education for the 21st Century: Theory, Policy
and Practice, edited by L. Graham, 27–54. Crows’ Nest: A&U Academic.

Graneheim, U. H., B.-M. Lindgren, and B. Lundman. 2017. “Methodological Challenges in
Qualitative Content Analysis: A Discussion Paper.” Nurse Education Today 56: 29–34. doi:10.
1016/j.nedt.2017.06.002.

Grech, S. 2011. “Recolonising Debates or Perpetuated Coloniality? Decentring the Spaces of
Disability, Development and Community in the Global South.” International Journal of
Inclusive Education 15 (1): 87–100. doi:10.1080/13603116.2010.496198.

Human Rights Watch. 2015. “Complicit in Exclusion”: South Africa’s Failure to Guarantee an
Inclusive Education for Children with Disabilities. https://www.hrw.org/sites/default/files/
report_pdf/southafricaaccessible.pdf.

Jaakkola, E. 2020. “Designing Conceptual Articles: Four Approaches.” AMS Review 10 (1-2): 18–
26. doi:10.1007/s13162-020-00161-0.

Kalinnikova Magnusson, L., and E. Walton. 2021. “Challenges Arising from the Special Education
Legacy in Russia and South Africa: A Cross-Case Analysis.” Compare, 1–18. doi:10.1080/
03057925.2021.1932421.

Kalyanpur, M. 2016. “Inclusive Education Policies and Practices in the Context of International
Development: Lessons from Cambodia.” ZEP: Zeitschrift Für Internationale
Bildungsforschung und Entwicklungspädagogik 39 (3): 16–21.

Kennedy, R. F. 1966. “Day of Affirmation Address. June 6, 1966. John F. Kennedy Library,
University of Cape Town, South Africa.” https://www.jfklibrary.org/learn/about-jfk/the-
kennedy-family/robert-f-kennedy/robert-f-kennedy-speeches/day-of-affirmation-address-univ
ersity-of-capetown-capetown-south-africa-june-6-1966.

Kitching, A. E. 2019. “The Development of an Integrated, Multi-Level Process to Facilitate the
Promotion of Holistic Wellbeing in School Communities.” In Handbook of the Quality of
Life in African Societies, edited by I. Eloff, 45–69. Cham: Springer Nature AG.

Kisanji, J. 1998. “The March Towards Inclusive Education in Non-Western Countries: Retracing the
Steps.” International Journal of Inclusive Education 2 (1): 55–72. doi:10.1080/1360311980020105.

Lauchlan, F., and C. Boyle. 2007. “Is the Use of Labels in Special Education Helpful?” Support for
Learning 22 (1): 33–42. doi:10.1111/j.1467-9604.2007.00443.x.

Lewis, A., and B. Norwich, eds. 2005. Special Teaching for Special Children? Pedagogies for
Inclusion. Columbus, OH: Open University Press.

16 E. WALTON AND P. ENGELBRECHT

https://doi.org/10.1007/BF03173414
https://doi.org/10.1007/BF03173414
https://journals.co.za/doi/pdf/10.10520/EJC-1877dd513f
https://doi.org/10.1080/08856257.2017.1410327
https://doi.org/10.1080/03057925.2016.1266927
https://doi.org/10.1080/03057925.2016.1266927
https://doi.org/10.15700/201409161038
https://doi.org/10.1080/13603110701770860
https://doi.org/10.1080/09687599.2015.1075867
https://doi.org/10.1080/09687599.2015.1075867
https://doi.org/10.1016/j.nedt.2017.06.002
https://doi.org/10.1016/j.nedt.2017.06.002
https://doi.org/10.1080/13603116.2010.496198
https://www.hrw.org/sites/default/files/report_pdf/southafricaaccessible.pdf
https://www.hrw.org/sites/default/files/report_pdf/southafricaaccessible.pdf
https://doi.org/10.1007/s13162-020-00161-0
https://doi.org/10.1080/03057925.2021.1932421
https://doi.org/10.1080/03057925.2021.1932421
https://www.jfklibrary.org/learn/about-jfk/the-kennedy-family/robert-f-kennedy/robert-f-kennedy-speeches/day-of-affirmation-address-university-of-capetown-capetown-south-africa-june-6-1966
https://www.jfklibrary.org/learn/about-jfk/the-kennedy-family/robert-f-kennedy/robert-f-kennedy-speeches/day-of-affirmation-address-university-of-capetown-capetown-south-africa-june-6-1966
https://www.jfklibrary.org/learn/about-jfk/the-kennedy-family/robert-f-kennedy/robert-f-kennedy-speeches/day-of-affirmation-address-university-of-capetown-capetown-south-africa-june-6-1966
https://doi.org/10.1080/1360311980020105
https://doi.org/10.1111/j.1467-9604.2007.00443.x


Lichtenstein, B. 2015. “Complex Systems and Emergence in Action Research.” In The Sage
Handbook of Action Research, edited by H. Bradbury, 446–452. London: Sage. doi:10.4135/
9781473921290.

MacInnis, D. 2011. “A Framework for Conceptual Contributions in Marketing.” Journal of
Marketing 75 (4): 136–154. doi:10.1509/jmkg.75.4.136.

Macupe, B. 2020. “SouthAfrica Treats SpecialNeedsChildren as anAside.”Mail&Guardian. February
12. https://mg.co.za/article/2020-02-12-we-need-to-do-better-by-children-with-special-needs/.

Mahlo, D. 2017. “Rethinking Inclusive Education in an African Context.” In Inclusive Education in
African Contexts, edited by N. Phasha, D. Mahlo, and G. Dei, 101–113. Rotterdam: Sense.

Mason, M. 2008. “Complexity Theory and the Philosophy of Education.” In Complexity Theory
and the Philosophy of Education, edited by M. Mason, 1–15. Chichester: John Wiley & Sons.

Materechera, E. K. 2020. “Inclusive Education: Why It Poses a Dilemma to Some Teachers.”
International Journal of Inclusive Education 24 (7): 771–786. doi:10.1080/13603116.2018.1492640.

McKeever, M. 2017. “Educational Inequality in Apartheid South Africa.” American Behavioral
Scientist 61 (1): 114–131. doi:10.1177/0002764216682988.

McKenzie, J. 2020. “Intellectual Disability in Inclusive Education in South Africa: Curriculum
Challenges.” Journal of Policy and Practice in Intellectual Disabilities, Special Issue Article.
doi:10.1111/jppi.12337.

McKenzie, J., J. Kelly, T. Moodley, and S. Stofile. 2020. “Reconceptualising Teacher Education for
Teachers of Learners with Severe to Profound Disabilities.” International Journal of Inclusive
Education, 1–16. doi:10.1080/13603116.2020.1837266.

McKenzie, J., H. Loebenstein, and C. Taylor. 2018. “Increasing Parental Recognition and
Engagement.” In Responding to the Challenges of Inclusive Education in Southern Africa, 2nd
ed., edited by P. Engelbrecht, and L. Green, 229–242. Pretoria: Van Schaik.

Mckenzie, J., and C. Macleod. 2012. “Rights Discourses in Relation to Education of People with
Intellectual Disability.” Disability & Society 27 (1): 15–29. doi:10.1080/09687599.2012.631795.

McKenzie, J., N. Shanda, and H. M. Aldersey. 2021. “Family–Teacher Partnerships: Families’ and
Teachers’ Experiences of Working Together to Support Learners with Disabilities in South
Africa.” British Journal of Special Education, Early View. doi:10.1111/1467-8578.12337.

McKinney, E. L., and L. Swartz. 2015. “Life in Special Schools in South Africa: Voices of Former
Students.” International Journal of Disability, Development, and Education 63 (3): 309–321.
doi:10.1080/1034912X.2015.1089980.

Morrison, K. 2006. Complexity Theory and Education. Paper presented at APERA Conference, 28–
30 November 2006, Hong Kong. http://edisdat.ied.edu.hk/pubarch/b15907314/full_paper/
SYMPO-000004_Keith%20Morrison.pdf.

Murray, C. 1969. Report of the Committee of Inquiry into the Education of Children with Minimal
Brain Dysfunction. Pretoria: Department of Higher Education, Republic of South Africa.

Muthukrishna, N., and P. Engelbrecht. 2018. “Decolonising Inclusive Education in Lower Income,
Southern African Educational Contexts.” South African Journal of Education 38 (4): 1–11.
doi:10.15700/saje.v38n4a1701.

Ngcobo, T., and L. P. Tikly. 2010. “Key Dimensions of Effective Leadership for Change: A Focus on
Township and Rural Schools in South Africa.” Educational Management Administration &
Leadership 38 (2): 202–228. doi:10.1177/1741143209356359.

Oswald, M. 2014. “Positioning the Individual Teacher in School-Based Learning for Inclusion.”
Teaching and Teacher Education 37 (Jan): 1–10. doi:10.1016/j.tate.2013.08.002.

Oswald, M., and P. Engelbrecht. 2013. “Leadership in Two Disadvantaged Primary Schools:
Narratives of Two Contrasting Schools.” Educational Management, Administration and
Leadership 41 (5): 620–639. doi:10.1177/1741143213488377.

ParliamentaryMonitoringGroup. 2020.DBEResponse to SAHRC on Inclusive Education, Persons with
Disabilities, Mental Health: with Deputy Minister. https://pmg.org.za/committee-meeting/29795/.

Partington, H. 1991. “Specialised Education in South Africa: An Overview.”Master’s dissertation.
University of the Witwatersrand, Johannesburg.

Radford, M. 2006. “Researching Classrooms: Complexity and Chaos.” British Educational Research
Journal 32 (2): 177–190. doi:10.1080/01411920600568950.

INTERNATIONAL JOURNAL OF INCLUSIVE EDUCATION 17

https://doi.org/10.4135/9781473921290
https://doi.org/10.4135/9781473921290
https://doi.org/10.1509/jmkg.75.4.136
https://mg.co.za/article/2020-02-12-we-need-to-do-better-by-children-with-special-needs/
https://doi.org/10.1080/13603116.2018.1492640
https://doi.org/10.1177/0002764216682988
https://doi.org/10.1111/jppi.12337
https://doi.org/10.1080/13603116.2020.1837266
https://doi.org/10.1080/09687599.2012.631795
https://doi.org/10.1111/1467-8578.12337
https://doi.org/10.1080/1034912X.2015.1089980
http://edisdat.ied.edu.hk/pubarch/b15907314/full_paper/SYMPO-000004_Keith%20Morrison.pdf
http://edisdat.ied.edu.hk/pubarch/b15907314/full_paper/SYMPO-000004_Keith%20Morrison.pdf
https://doi.org/10.15700/saje.v38n4a1701
https://doi.org/10.1177/1741143209356359
https://doi.org/10.1016/j.tate.2013.08.002
https://doi.org/10.1177/1741143213488377
https://pmg.org.za/committee-meeting/29795/
https://doi.org/10.1080/01411920600568950


SA (South Africa). 1948. Act 9. To Provide for the Amendment of the Law Relating to the Education
of Handicapped Children. Cape Town: Government Gazette Extraordinary.

SA (South Africa). 1967. Act 41. To Provide for the Establishment, Maintenance, Administration
and Control of, and the Rendering of Financial Aid in Respect of Schools at Which Certain
Classes of Education Are Provided, for Conferring upon Provincial Councils Powers in Respect
of Certain Classes of Education and for Matters Incidental Thereto. Cape Town: Government
Gazette Extraordinary.

SA (South Africa). 2015. National Qualifications Framework Act, Act 67 of 2008. Revised Policy on
the Minimum Requirements for Teacher Education Qualifications. Government Gazette No.
38487. Pretoria, South Africa.

SA (South Africa). Department of Social Development. 2016.White Paper on the Rights of Persons
with Disabilities. Pretoria. https://www.gov.za/sites/default/files/gcis_document/201603/39792
gon230.pdf.

SA DBE (South Africa. Department of Basic Education). 2009. Guidelines for Full-Service/Inclusive
Schools. Pretoria: Government Printers.

SA DBE (South Africa. Department of Basic Education). 2010. Guidelines for Inclusive Teaching
and Learning. Pretoria: Government Printers.

SA DBE (South Africa. Department of Basic Education). 2012. Curriculum Assessment Policy
Statements (CAPS). https://www.education.gov.za/Curriculum/CurriculumAssessmentPolicySt
atements(CAPS).aspx.

SA DBE (South Africa. Department of Basic Education). 2014. Policy on Screening, Identification,
Assessment and Support. Pretoria. https://www.education.gov.za/LinkClick.aspx?fileticket=
2bB7EaySbcw%3D&tabid=617&portalid=0&mid=2371.

SA DBE (South Africa. Department of Basic Education). 2015. Education Department makes Great
Strides towards Addressing the Plight of Disabled Learners. Media release 18 August 2015.
https://www.education.gov.za/Newsroom/MediaReleases/English1/tabid/2311/ctl/Details/mid/
8466/ItemID/6216/Default.aspx.

SA DBE (South Africa. Department of Basic Education). 2018. National Guidelines for Resourcing
an Inclusive Education System. Pretoria. https://www.education.gov.za/Portals/0/Documents/
Legislation/Call%20for%20Comments/2018%20Calls/National%20Guidelines%20for%20Reso
urcing%20an%20Inclusive%20Education.pdf?ver=2018-05-10-094013-103.

SA DoE (South Africa. Department of Education). 2001. Education White Paper 6. Special Needs
Education: Building an Inclusive Education and Training System. Pretoria. https://www.gov.za/
sites/default/files/gcis_document/201409/educ61.pdf.

Savolainen, H., P. Engelbrecht, M. Nel, and O.-P. Malinen. 2012. “Understanding Teachers’
Attitudes and Self-Efficacy in Inclusive Education: Implications for Pre-Service and In-
Service Teacher Education.” European Journal of Special Needs Education 27 (1): 51–68.
doi:10.1080/08856257.2011.613603.

Schuelka, M. J., and T. T. Engsig. 2020. “On the Question of Educational Purpose: Complex
Educational Systems Analysis for Inclusion.” International Journal of Inclusive Education, 1–
18. doi:10.1080/13603116.2019.1698062.

Scott, J. C. 1999. Seeing Like a State: How Certain Schemes to Improve the Human Condition Have
Failed. New Haven: Yale University Press.

Sharma, U. 2020. “Inclusive Education in the Pacific: Challenges and Opportunities.” Prospects
(Paris) 49 (3–4): 187–201. doi:10.1007/s11125-020-09498-7.

Slee, R. 2011. The Irregular School. Abingdon: Routledge.
Slee, R. 2014. “Discourses of Inclusion and Exclusion: Drawing Wider Margins.” Power and

Education 6 (1): 7–17. doi:10.2304/power.2014.6.1.7.
Soudien, C. 2018. “The Curriculum as a Possible Source of Exclusion.” In Responding to the

Challenges of Inclusive Education in Southern Africa, 2nd ed., edited by N. P. Engelbrecht,
and L. Green, 149–166. Pretoria: Van Schaik.

Swart, E., and M. Oswald. 2008. “How Teachers Navigate their Learning in Developing
Inclusive School Communities.” Education as Change 12 (2): 91–108. doi:10.1080/
16823200809487209.

18 E. WALTON AND P. ENGELBRECHT

https://www.gov.za/sites/default/files/gcis_document/201603/39792gon230.pdf
https://www.gov.za/sites/default/files/gcis_document/201603/39792gon230.pdf
https://www.education.gov.za/Curriculum/CurriculumAssessmentPolicyStatements(CAPS
https://www.education.gov.za/Curriculum/CurriculumAssessmentPolicyStatements(CAPS
https://www.education.gov.za/LinkClick.aspx?fileticket=2bB7EaySbcw%3D%26tabid=617%26portalid=0%26mid=2371
https://www.education.gov.za/LinkClick.aspx?fileticket=2bB7EaySbcw%3D%26tabid=617%26portalid=0%26mid=2371
https://www.education.gov.za/Newsroom/MediaReleases/English1/tabid/2311/ctl/Details/mid/8466/ItemID/6216/Default.aspx
https://www.education.gov.za/Newsroom/MediaReleases/English1/tabid/2311/ctl/Details/mid/8466/ItemID/6216/Default.aspx
https://www.education.gov.za/Portals/0/Documents/Legislation/Call%20for%20Comments/2018%20Calls/National%20Guidelines%20for%20Resourcing%20an%20Inclusive%20Education.pdf?ver=2018-05-10-094013-103
https://www.education.gov.za/Portals/0/Documents/Legislation/Call%20for%20Comments/2018%20Calls/National%20Guidelines%20for%20Resourcing%20an%20Inclusive%20Education.pdf?ver=2018-05-10-094013-103
https://www.education.gov.za/Portals/0/Documents/Legislation/Call%20for%20Comments/2018%20Calls/National%20Guidelines%20for%20Resourcing%20an%20Inclusive%20Education.pdf?ver=2018-05-10-094013-103
https://www.gov.za/sites/default/files/gcis_document/201409/educ61.pdf
https://www.gov.za/sites/default/files/gcis_document/201409/educ61.pdf
https://doi.org/10.1080/08856257.2011.613603
https://doi.org/10.1080/13603116.2019.1698062
https://doi.org/10.1007/s11125-020-09498-7
https://doi.org/10.2304/power.2014.6.1.7
https://doi.org/10.1080/16823200809487209
https://doi.org/10.1080/16823200809487209


Symeonidou, S. 2017. “Initial Teacher Education for Inclusion: A Review of the Literature.”
Disability & Society 32 (3): 401–422. doi:10.1080/09687599.2017.1298992.

Tefera, A. A., J. M. Powers, and G. E. Fischman. 2018. “Introduction. Intersectionality in
Education: A Conceptual Aspiration and Research Imperative.” Review of Research in
Education 42 (2): vii–xvii. doi:10.3102/0091732X18768504.

Themane, M., and H. R. Thobejane. 2019. “Teachers as Change Agents in Making Teaching
Inclusive in Some Selected Rural Schools of Limpopo Province, South Africa: Implications
for Teacher Education.” International Journal of Inclusive Education 23 (4): 369–383. doi:10.
1080/13603116.2018.1434690.

Tikly, L. 2020. Education for Sustainable Development in the Postcolonial World. Abingdon:
Routledge.

Tlale, D. 2007. “Educators’ Perceptions about the Learners with Barriers to Learning and
Development.” Master’s dissertation, North West University. https://repository.nwu.ac.za/
bitstream/handle/10394/16979/Tlale_LDN.pdf?sequence=1.

Trombly, C. E. 2014. “Schools and Complexity.” Complicity: An International Journal of
Complexity and Education 11 (1): 40–58. doi:10.29173/cmplct19017.

Uhl-Bien, M., R. Marion, and B. McKelvey. 2007. “Complexity Leadership Theory: Shifting
Leaderhips from the Industrial to the Knowledge Era.” The Leadership Quarterly 18 (4): 298–
318. doi:10.1016/j.leaqua.2007.04.002.

UNESCO. 1994. The Salamanca Statement and Framework for Action. Paris: UNESCO. https://
unesdoc.unesco.org/ark:/48223/pf0000098427#:~:text=Its%20purpose%20is%20to%20inform,
Practice%20in%20Special%20Needs%20Education.

UNESCO. 2020. Inclusion and Education: All Means All. Global Education Monitoring Report.
Paris: UNESCO. https://unesdoc.unesco.org/ark:/48223/pf0000373718.

UN (United Nations). 2015. Sustainable Development Goal 4 (SDG 4). https://sdg4education2030.
org/the-goal.

UN CRPD (United Nations Committee on the Rights of Persons with Disabilities). 2016. General
Comment No. 4 (2016), Article 24: Right to Inclusive Education. https://www.refworld.org/
docid/57c977e34.html.

UN CRPD (United Nations Committee on the Rights of Persons with Disabilities). 2018.
Concluding Observations on the Initial Report of South Africa. October 23. https://tbinternet.
ohchr.org/_layouts/15/treatybodyexternal/Download.aspx?symbolno=CRPD%2fC%2fZAF%2f
CO%2f1&Lang=en.

Urry, C. A. 1970. An Approach to the Design of Special Schools for Handicapped Children. Pretoria:
Council for Scientific and Industrial Research.

Van Buuren, A., G. J. Ellen, and J. F. Warner. 2016. “Path-Dependency and Policy Learning in the
Dutch Delta: Toward More Resilient Flood Risk Management in the Netherlands?” Ecology and
Society 21 (4): 43. doi:10.5751/ES-08765-210443.

Vansteenkiste, D., E. Swart, P. van Avemaet, and E. Struyf. 2020. “Professional Development for
Inclusive Education.” Education: Oxford Research Encyclopedia. doi:10.1093/acrefore/
9780190264093.013.1013.

Walby, S. 2007. “Complexity Theory, Systems Theory, and Multiple Intersecting Social
Inequalities.” Philosophy of the Social Sciences 37 (4): 449–470. doi:10.1177/0048393107307663.

Walton, E. 2016. The Language of Inclusive Education. Abingdon: Routledge.
Walton, E. 2018. “Decolonising (Through) Inclusive Education?” Educational Research for Social

Change 7 (June): 31–45. http://www.scielo.org.za/pdf/ersc/v7nspe/04.pdf.
Walton, E., and L. Rusznyak. 2013. “Pre-Service Teachers’ Pedagogical Learning During Practicum

Placements in Special Schools.” Teaching and Teacher Education 36 (Nov): 112–120. doi:10.
1016/j.tate.2013.07.011.

Walton, E., and L. Rusznyak. 2019. “Developing Standards for Inclusive Teaching in South Africa:
A Dilemma Analysis.” Southern African Review of Education 25 (1): 89–106.

Weaver-Hightower, M. 2008. “An Ecology Metaphor for Educational Policy Analysis: A Call to
Complexity.” Educational Researcher 37 (3): 153–167. doi:10.3102/0013189X08318050.

INTERNATIONAL JOURNAL OF INCLUSIVE EDUCATION 19

https://doi.org/10.1080/09687599.2017.1298992
https://doi.org/10.3102/0091732X18768504
https://doi.org/10.1080/13603116.2018.1434690
https://doi.org/10.1080/13603116.2018.1434690
https://repository.nwu.ac.za/bitstream/handle/10394/16979/Tlale_LDN.pdf?sequence=1
https://repository.nwu.ac.za/bitstream/handle/10394/16979/Tlale_LDN.pdf?sequence=1
https://doi.org/10.29173/cmplct19017
https://doi.org/10.1016/j.leaqua.2007.04.002
https://unesdoc.unesco.org/ark:/48223/pf0000098427#:~:text=Its%20purpose%20is%20to%20inform,Practice%20in%20Special%20Needs%20Education
https://unesdoc.unesco.org/ark:/48223/pf0000098427#:~:text=Its%20purpose%20is%20to%20inform,Practice%20in%20Special%20Needs%20Education
https://unesdoc.unesco.org/ark:/48223/pf0000098427#:~:text=Its%20purpose%20is%20to%20inform,Practice%20in%20Special%20Needs%20Education
https://unesdoc.unesco.org/ark:/48223/pf0000373718
https://sdg4education2030.org/the-goal
https://sdg4education2030.org/the-goal
https://www.refworld.org/docid/57c977e34.html
https://www.refworld.org/docid/57c977e34.html
https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/Download.aspx?symbolno=CRPD%2fC%2fZAF%2fCO%2f1%26Lang=en
https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/Download.aspx?symbolno=CRPD%2fC%2fZAF%2fCO%2f1%26Lang=en
https://tbinternet.ohchr.org/_layouts/15/treatybodyexternal/Download.aspx?symbolno=CRPD%2fC%2fZAF%2fCO%2f1%26Lang=en
https://doi.org/10.5751/ES-08765-210443
https://doi.org/10.1093/acrefore/9780190264093.013.1013
https://doi.org/10.1093/acrefore/9780190264093.013.1013
https://doi.org/10.1177/0048393107307663
http://www.scielo.org.za/pdf/ersc/v7nspe/04.pdf
https://doi.org/10.1016/j.tate.2013.07.011
https://doi.org/10.1016/j.tate.2013.07.011
https://doi.org/10.3102/0013189X08318050

	Abstract
	Inclusive education: global initiatives and local uptake
	Approach and methodology
	Some notes on complexity theory and associated concepts
	Colonial/apartheid special education path dependencies
	Normal children and deviant children
	Preoccupation with disability categories
	Separate ordinary and special education

	Post-1994 emergences
	System-level emergences
	Policy possibilities
	Funding
	Teacher education
	Curriculum
	Collaboration with parents and communities

	Local-level emergences

	Conclusion: inclusive education in/as complex systems
	Disclosure statement
	Notes on contributors
	ORCID
	References


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles false
  /AutoRotatePages /PageByPage
  /Binding /Left
  /CalGrayProfile ()
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /sRGB
  /DoThumbnails true
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 524288
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments false
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo false
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings false
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Remove
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages false
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages false
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 300
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects true
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /Description <<
    /ENU ()
  >>
>> setdistillerparams
<<
  /HWResolution [600 600]
  /PageSize [595.245 841.846]
>> setpagedevice


