UNGEIF

Education Initiative =

Girls, Disabilities and School Education

in the East Asia Pacific Region

Draft Working Discussion Paper Prepared by
David Clarke

Jennifer Sawyer

May 2014




Acknowledgements

Girls, Disabilities and School Education in the East Asia Pacific Region: A scoping study of the Issues is
released as an e-publication with the support, advice and inputs of many individuals and organizations of
the East Asia Pacific UN Girls’ Education Initiative (EAP UNGEI). We are indebted to the authors
David Clarke and Jennifer Sawyer who worked to gather information and data and draft this working
discussion paper. Ourappreciation also goes out to Chemba Raghavan, Min Bista, Jessica Aumann, Stefan
Bengtsson, Beverly Jones, Alienor Salmonand Anna Richardson fortheir contributions, review and editing

of this report. To all those too many to name who have helped make this a better publication, the East

Asia Pacific UNGEI extends its grateful thanks.

Disclaimer
Opinions expressed in this paper are the personal thinking of the contributors and do not necessarily reflect the
policies or views of UNGEI or any other organization involved or named in this publication. The text has not been

edited to official publication standards and UNGEI and partner organizations accept no responsibility for errors.



Contents

FANe Lol [=Te F=lT o 1T o} RSP 2
(0 o F=Y o3 (T gl A [ oY f o To [T o] o N ROt 4
Chapter 2: The challenge of educating girls with disabilities ...........ccooeiiiiiiiiiii e, 7
Chapter 3: BackgrOUNG......coee i 9
Chapter 4: International response and framework...........oooviiiiiiiiii 28
Chapter 5: Data - overview of current situation in the region .........ccouuiieiiiiiiiiiiiiiie e, 35
Chapter 6: Data — information DY COUNTNY ....coun i e 48
Chapter 7: Ways forward and recommendationsS............uciiiiiiiiiiiiiiiie e e e e 61
271 [ToT={ =T o] o |V 2P 75
Annex 1: ESCAP member statesin Asia Pacificregion and the CRPD ..........ccoeiiiiiiiiiiiiiiieecieeeeeeee e, 89



Chapter 1: Introduction

11 Background to the paper

The United Nations Girls’ Education Initiative (UNGEI) is a partnership of organizations committed to
narrowingthe gendergap in primary and secondary education. UNGEI seeks to ensure that, by 2015, all
children complete primary schooling, with girls and boys having equal access to free, quality education.
Under the larger umbrella of promoting gender equality, UNGEI works for the removal of barriers to
learning, such as school fees and other educational costs, and for access to education in emergency
situations. It promotes strategies that give priority to the needs of the most disadvantaged, including girls
and women, in education policies, plans and budgets. It also advocates for a cross-sectoral, holistic
approach with balancedinvestmentin education across the life cycle. Within this mandate, the network

has recently identified four key priority areas for global advocacy. These include:

e Anenhanced focus on marginalized and excluded groups;

e The reduction/elimination of school-related gender-based violence;

e Improved learning outcomes for girls; and

e Anincreased number of girls transitioning to secondary education and accessing post-primary

opportunities.

The East Asia Pacific Regional UNGEI network (EAP UNGEI) has sought to sharpenits focus in taking
forward this global advocacy agenda by prioritizing certain key groups of childreninthe region. Based on
partner inputs, evidence from around the region, and consultations with key stakeholders, the regional
network hasidentified the Gender Dimensions of barriers to education for childrenwith disabilitiesas one
such key priorityarea. Inregional discussions on thistopic, it became clearthat there were limited data
on the underlying gender dimensions that can frequently serve as barriers to the education of girls with
disabilities. Anecdotal evidence and qualitative, verbal reports from development workers indicated that
despite promisingadvancesinincludingall childrenin education, we knew precious little concerning the
underlying power structures, gender stereotypes, biases and gender based discriminatory practices

against children with disabilities.

To addressthisissue and as afirststep, EAP UNGEI decided to developthis working paper as a framework
foraseries of discussionsinthe region and offer the network itself as a platform for the jointidentification

of programmatic strategies for this neglected issue.



1.2 Aims of the paper

This discussion paper provides an overview of the current situation of girls, and boys, with disabilitiesin
the East Asia Pacific region to support policy recommendations and future research and initiatives. The
paperis a call to action to highlight the issue of gender equality for children with disabilities. The aims of
the paper are: i) to identify the obstacles faced by girls and boys with disabilities to obtaining a quality
education; ii), to make policy recommendations based on this evidence; and, iii) to stimulate further

debate and research in this field.
13 Disability, gender and education

Disability isrecognisedas one of the most potentfactors creating educational marginalisation for children
around the world (UNESCO, 2010). With some 57 million primary-aged children out of school worldwide
(UNESCO, 2013), it is estimated that up to a third of these children have some form of disability (UNESCO,
2006). The UN (2007) estimates that 98 per cent of children with disabilities in developing countries do
not attend school. The inclusion of all of these children in mainstream primary schools has proved to be

one of the hardest and most persistent challenges of Education for All.

Girls constitute over half the children out of school and only 30 per cent of all girls are enrolled in
secondary school (UNESCO 2012b, Day of the Girl, 2012). This represents a striking number of children
missing outon education. What has notbeen estimated isthe number of girls who are notin school who
have some form of disability. Clearly, thisisa significant gap in our knowledge, which limits the abilityto

advocate for appropriate policies for universalizing primary and secondary education.

International discourse and initiatives such as Education For All (EFA) and the Millennium Development
Goals (MDGs) highlight the importance of Inclusive education practices to address this shortcoming and
yet, in reality, there is much work to be done in East Asia and the Pacific to translate this agenda into
practice for children with disabilities. Progress is constrained by the fact that thereis very limited dataon
education for children with disabilities, particularly inrelationto gender. The lack of a universal framework
by which to identify disability in children is exacerbated by the lack of a comprehensive definition of
disability. Lower income countries currently have less comprehensive frameworks and financing to
provide data on disability in general and education for children with disabilities in particular. The most
comprehensive dataare to be foundin OECD countries, and these can provide opportunities for sharing

knowledge and lessons learned.



The socio-economic development occurring in the East Asia Pacific region is promising for enabling
improvements in data collection but the limited information available at present largely has not been
disaggregated by sex or other variables. Thus, thereisa pressing need for quality research on education

for children with disabilities that employs in-depth gender analyses.

Much of the analysis of education for children with disabilities lacks agender perspective while much of
the discussion of gender equality in education overlooks the added problems faced by children with
disabilities. Disabled girlsare amongthe world’s most marginalisedsectors of societyand yet their needs,
and the double discrimination they face, has largely been neglected in education discourse and practice
to date. Girls and boys with disabilities are likely to experience marginalisation differently; itisimportant
that education discourse comes to recognise and address this. For example, research suggests boys are
more vulnerable to trauma and illness and are more likely to have special education needs. Funding in
special needs education also appears to be channelled more readily to boys, leaving girls facing greater

difficulties in accessing education services and resources.

The Incheon Strategy (2012) to ‘Make the Right Real’ for Persons with Disabilities in Asia and the Pacific
stipulates the need to expand early intervention and education for children with disabilities. This
recognition provides an opportunity to develop a clearer focus on disabilities in the education sector in
the region in the run up to the post-2015 agenda. However, attaining the goal of early intervention and
education for children with disabilities requires a substantial initial investment in research to obtain a
clearer situational analysis at the regional and country levels. A gender lens will be essential in this
undertakingin orderto highlight particular power structures, relational dynamics and decision processes

within a community, and to spotlight the specific and unique needs of both girls and boys.



Chapter 2: The challenge of educating girls with disabilities

2.1 Problem Statement

Research on Education for All (EFA) suggests that girls with disabilities are one of the most marginalized
groups of children when it comes to educational opportunity atall levels (Rousso, 2003). They are among
the childrenleastlikely toenrolinand complete abasic education; theirrights to education and to non-
discrimination are all too often denied. They have been largely invisible in the discourse of EFA and are
mostly unrecorded in national education statistics. This discussion paper will seek to put the issue onthe

regional and national education agenda in the East Asia and the Pacific region.

The challenge of educating girls with disabilitiesis inextricably linked with the education of boys with
disabilities. To date there has been very little consideration of gender as a significant factor in policy or
practice in relation to the education of children with disabilities. The lack of available data surrounding
thisissue demonstratesthat mainstreaming has yet to take root withinstudies into education for children
with disabilities. There has beenlittle attentionpaid internationally to investigating and addressing gender
issues among children with disabilities in education sector plans and the literature on girls’ education
seldom considers girls with disabilities. While the evidence base in this area, as well as on educating
children with disabilities in general, is noticeably weak, there are sufficient data to suggest genderis a

significantissuein educating children with disabilities that warrants furtherinvestigation (Rousso, 2003).

Inthe education mainstream, considerable progress has been made in promotinggender equalityin basic
education, in particular in increasing girls’ enrolment in school. In the East Asia and Pacific region there
have beenssignificantadvancesinachieving gender parity at the primary level but large disparities remain
in secondary education (UNESCO and UNICEF, 2012). Girls can now expect more years of schooling than
boys with most of the growth at secondarylevel:11.9 and 11.7 years respectivelyin 2008 (UNESCO and
UIS, 2010). Nonetheless, it is recognized that progress has been uneven both between and within
countriesandthere remainsaneedtoinstitutionalise the mainstreaming of genderin education systems
(UNICEF and UNGEI, 2009). What is more, gender parity in education says little about the experienced
reality of girls and boys in schools; whilst parity in attendance is an important step forward, there are
many mechanisms at work to marginalise girls, and sometimes boys, within schools and families. It is

probable that this is even more marked for children with disabilities.



Nextsteps needto explore thisfield further to provide more information on the lived experiences of gitls
and boys with disabilities in schools, and should involve introducing gender mainstreamingin education
for children with disabilities in both policy and programming. Gender mainstreaming within disability
policy would require ensuring the distinct needs of girls and boys with disabilities are adequately
addressedso all children benefit equally and inequalities are not perpetuated. Disability policy needs to

reflectthe different lived experiences of boysand girls created by theintersection of genderand disability.
2.2 Aims and objectives

The aim of this discussion paperis to provide a preliminary scoping of the situation of education for
children with disabilitiesinthe region and the role that gender plays within this context. The objectiveis
to identify the specificobstacles faced by girls and boys with disabilities to obtaining a quality education.
Within this, greater focus is given to girls with disabilities as girls with a disability face many and varied
challenges encountered by all children with disabilities but, in many contexts, these are further
compounded by gender role expectations. A further objective of this study is to make policy

recommendations and stimulate further debate and in-depth, systematic research in this field.
23 Approach, scope and limitations

This discussion paperisbased ona deskreview as well as consultations with key informants. Itis limited
by the sparse statistical data available from the education sector and the limited number of qualitative
studies that have been undertaken. It builds on the 2007 World Vision Report Education’s Missing
Millions: Including disabled children in education through EFA FTI processes and nationalsector plans, the
2006 United Nations Secretary-General's Report Violence against Children and UNICEF’s State of the
World’s Children 2013 publication on children with disabilities.

The discussion paper focuses on measures to improve educational access and participation of children
with disabilities through increased recognition and inclusion. In doingso, this discussion paper specifically
focuses on the challenges and barriers faced by girls and boys of school-going age, identified as 18 and
under. Chapter 2 introduces the topic by looking at disability, marginalization and the impact of gender.
Chapter 3 provides an overview of the discourse on Education For All (EFA) and inclusive education in
relation to gender and disability and special education needs. Chapter 4 then analyses the educational
situation of children with disabilities, in relation to gender where possible. Chapter 5 looks at how
governments and development organisations could engage with the issue of gender and disability, making

policy recommendations and suggesting ways forward.



Chapter 3: Background

3.1 Access to education for children with disabilities

The universal right to Education was recognised in the Universal Declaration of Human Rightsin 1948 and
extendstoall girls, boys, women and men, including people with disabilities and special education needs.
Thisrightis reaffirmedin the Convention on the Rights of the Child (1989) and for children with disabilities,
more recentlyinthe Convention onthe Rights of Persons with Disabilities (2008). All children, no matter
how seriously disabled are entitled to an education that maximizes their potential (UNICEF, 1998). This

has been summarised by UNICEF (2007a) as the right to:

e Access education
e (Quality education

e Respectin the learning environment

Amongthe 57 million primary age children notenrolled in school around the world (UNESCO, 2013), it is
estimated that more than half are girls (UNESCO, 2012a) and approximately one third are living with a
disability (UNESCO, 2006). The UN (2007) estimates that 98 per cent of children with disabilities in
developing countries do not attend school. In order to address the question of educational access and
participation for children with disabilities it is first necessary to gain an understanding of what disability
is. Thissection, then, will look at the identification and classification of disability, the discourse on rights
and disability and the educational marginalisation that exists for children with disabilities. This will be

followed by a discussion of the need for gender equality in education.
3.2 Definition of disability: Identification and categorisation

Defining disability is complex: understanding of disability varies between countries, communities and
throughout history. Earlier definitionsfollowed the ‘medical model’ of disability (WHO, 2011) and focused
on impairment as a health issue; persons with disabilities were viewed as passive receivers of services
aimed at cure or management. This definition now faces criticism for focusing on impairment and
perpetuating exclusionary attitudes. As such, the ‘social model’ has come to be more widely applied in
recentyears as a result of advocacy by disability rightsactivists. This definition looks at the structures that

prevent persons with disabilities from participating in society and seeks to redress this imbalance.



Debates around the complexinterrelation of health and social factors are ongoing (Shakespeare, 2002).
Accordingly, more recent thinking recognises disability as a dynamicinteraction between an individual
with a health condition (disease, injury and disorder) and his or her personal and environmental context.
This approach is promoted through the International Classification of Functioning, Disability and Health
(ICF) as a ‘bio-psycho-social model’ (WHO and World Bank, 2011). In this model, disability can be
considered as the umbrella term for a) impairments?, b) activity limitations? and c) participation
restrictions.? This framework moves away from a focus on impairment as the cause of disability and
instead looks at individuals’ functioningin society. Inthe case of basiceducation, this means functioning

in school (Giffard-Lindsay, 2007; Croft, 2010).

Itisimportant to note there isadistinction between impairment and disability. Animpairmentis aninjury,
illness, or congenital condition that causes or is likely to cause a loss or difference of physiological or
psychological function. It can be long or short-term and a person may have one or multiple impairments.
(WHO and World Bank, 2011). Disability can be considered to be the loss or limitation of opportunitiesto
take part in society on an equal level with others due to social and environmental barriers to those
limitations. Itfollows,thatalimitation need notbecomeadisability if the barriers to participation can be
overcome or mitigated. Addressing disability requires the promotion of inclusive policies and practices

and addressing attitudinal, environmental and institutional barriers that result in disability (Coe, 2013).

Lack of disability awareness insociety is a pervasive problem compounded by negative attitudes towards
people with impairments. Commonlyheld conceptualisations of disability tend to emphasise stereotypical
groups such as wheel chairusersorblind and deaf people (WHO and World Bank, 2011). However, people
with disabilities are diverse and encompass a wide range of health conditions, both visible andinvisible,
temporary and long term, static and episodicor degenerating as well as painful or not (WHO and World
Bank, 2011). They often face prejudice, discrimination and stigma in society and assumed to be
inadequate, incapable, of low intelligence and dependent on others. Current thinking on disability also
recognises environmental and institutional barriers. The former includes a wide range of physical
infrastructure and communication barriers in areas such as public transport, health facilities, housing,
schools, shops, workplaces and the media. The latterencompasses national laws, policies, resourcesand

practices that exclude people with disabilities from everyday activities in society (Coe, 2013).

1 Impairments are problems in body function or alterations in body structure e.g. paralysisor blindness
2 Activity limitations aredifficulties in executing activities e.g. walking
3 Participation restrictions are problems with involvement in any area of lifee.g. employment, transportation etc.
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The education sector response to children with limitations needs to take account the multiple types of
barrier that exist in schools and the local environment and promote inclusion. Disability-specific or
targeted initiatives may be required since the barriers are so deeply entrenched. Itis essential to recognise
that children with disabilities have rights and to take effective action to fulfil those rights. At the very
minimum, education sector planners should be able to identify the number of children with disabilities
and assess their needs (Bines and Lei, 2007). In practice, however, the data are often not sufficiently
comprehensive or robust; the metrics concerning poor enrolment, attendance, repetition, drop out and
poor performance largely ignore children with disabilities (Croft, 2011). Lack of data on children with

disabilities is a significant factor in their continued educational exclusion.
3.3 Disability and Rights

The United Nations Convention on the Rights of Persons with Disability (CRPD) (UN, 2008) is the most
recent human rights instrument to address disability and is the most comprehensive and extensive
recognition of the human rights of persons with disabilities. The UN CRPD complements the Convention
on the Rights of the Child (UN, 1989) and the Standard Rules on the Equalisation of Opportunities for
People with Disabilities (UN, 1993). States that ratify the CRPD have a range of obligations, which indude
the elimination of discrimination against persons with disabilities and the inclusion of disability in all
relevant policies and programmes. In the Asia Pacificregion, 35 Governments have signed the Convention
and 24 have ratified it, representing 70 per cent and 34 per cent of UN ESCAP members* respectively
(UNESCAP 2012b).

Notwithstanding the introduction of the CRPD, the Convention on the Rights of the Child (CRC) remains
the single most effective framework for protecting and ensuring the rights of children with disabilities.
The CRC not only clearlyidentifies the right of children with disabilities tolive a full and complete life, it
also specifically refers to the right to education stating that assistance shall be designed so that “the
disabled child has effective access to and receives education, training, health care services, rehabilitation
services, preparation foremployment and recreation opportunitiesina manner conducive to the child's

achieving the fullest possible social integration and individual development” (UN, 1989).

4 The United Nations Economic and Social Commission for Asia and the Pacific (ESCAP) is the regional development
arm of the United Nations for the Asia Pacific region, comprising of 53 member states. For a full listofsignatories
see annex 1.
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UNICEF’s Child Protection Strategy (2008) helps support this commitment and provides an additional
framework to influence and shape policies relating to child protection and empowerment. This stresses
the importance of recognizing the intersection between Child Protection, schools and education and
includes specific provisions for educational settings. Many children spend a substantialamount of time in
school environments and, as such, they represent the mostinfluential context for children outside of the
family (UNICEF, 2012a). Effective Child Protection strategiesin schools should help empower children to

act to protect themselves and their peers, and benefit from the full enjoyment of their rights.

Yy Status of Convention on the Right of Persons with Disabilities

Signed and ratified
the Convention i

® DPR Korea ) signed

Mongolia Q

Chlna@
l @@ Vietnam
Myanmar f @ Philippines

% Laos

{‘ . o3 Marshall Islan
Thailand F - @ o -
Palau &% Tuvalu -
Malaysia ("‘ @ o 7 N— 3 samedl
o— (X Niue
Cambodia@ ISclhlor;rjlor‘l LQ, Fiji e @& Tongd
Slands

Indenesia @ . Vanuatu - TQ Cook Islands
P 4 Papua New Guinea
Timore-Leste (38 :

@ Micronesia !

§
L

.
* This means a country has brought national laws into accordance with the Convention. u IC

Image 1: UNICEF EAPRO infographic based on UNICEF, 2013

The Salamanca Statement and Framework for Action on Special Needs Education (UNESCO, 1994)
specifically addresses the educational rights of children with disabilities. This provides a detailed
framework forinclusive education (seesection 3.2) as the appropriate approach to ensuring educational
opportunities for children with disabilities. The guiding principle is that schools should accommodate all
children regardless of their physical, intellectual, social, emotional, linguistic or other conditions. The
Salamanca Statement explicitly states that special attentionshould be given to ensuringequality of access
and opportunity for girlswith disabilities. Underthe Salamanca Statement it was agreed that children with
disabilities would be mainstreamed in national Education For All (EFA) plans and yet, nearly 20 yearson,
only limited progress has been made towards achieving this goal and National Education Sector Policies

and Plans still need to be adapted to reflect these international commitments (Bines and Lei, 2007).
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Box 1: National Education Sector Plans

In an analysis of seventeen EFA plans from South and South-East Asia, Ahuja (2005)
concluded that inclusive education was largely not mentioned; special schools and
residential hostels were the strategies most commonly put forward to meet the needs
of a wide range of disadvantaged students whilst non-formal education was seen as the

primary solution to the educational needs of marginalised groups.

There are several problems with this current system of provision, not least of which is
the fact that special schools and residential hostels are not able to accommodate the
large numbers of out-of-school disabled children. Furthermore, special schools tend to
be unregulated and underfunded, resulting in poor quality teaching and scarcity of
materials. Similarly, non-formal educationis commonly unregulatedand may be of poor
quality. In addition, non-formal education initiatives often expect a financial fee or
contribution from children’s families. This demonstrates the inadequacy of the current
systems deliveringspecial needs educationin the Asia Pacificregion. To address this, the
Salamanca Framework represents inclusive education as the most efficient, cost-
effectivesystem for providing education. Furthermore, inclusive education helps foster

solidarity and acceptance between children with disabilities and their peers.

In a study of EFA FTI endorsed education sector plans, Bines and Lei (2007) found that
out of 28 country plans, 10 were considered to have ‘strong or sound’ policies on
disability. This group included Cambodia and Vietnam from the Asia Pacific region. A
further 13 mentioned disabilities but provided little in the way of strategies. This group
includes the Kyrgyz Republic, Mongolia and Tajikistan. Five plans made no mention of
disability. This group included Timor Leste. In the case of the abovementioned Asia
Pacific country education plans, none included any mention of finance with regard to

disabilities and only Cambodia included monitoring and evaluation provisions.

3.4 Disability and educational marginalisation

The 2010 EFA Global Monitoring Report (UNESCO, 2010) identifiesdisabilityas one of the mostinfluential
factors in educational marginalisation and estimates suggest one third of children out of school have

disabilities (UNESCO, 2006). The World Disability Report (WHO and World Bank, 2011) states that children
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with disabilitiesare less likely to enrol and have lower rates of attendance, school survivaland completion
(see also Filmer, 2005; Croft, 2010; UNESCO, 2010). In many cases, children with disabilities never enrol
in education (Filmer, 2005; Croft, 2010; UNESCO, 2010). This may be due to attitudinal, environmental
and institutional barriers which make enrolment difficult orimpossible, such as lack of physical access or
specialistfacilities, negative cultural attitudes towards the education of children with disabilities, lack of
parental support and financial barriers such as fees for special schools or transportation. Children with
disabilities face institutionalised discrimination, stigmatisation and neglect and are less likely to likely to

attend school and, therefore, have limited opportunities to develop their potential capabilities.

Thissituationis reflected in the reality of schooling for children with disabilities in the Asia Pacific Region;
in a situation review of children in ASEAN countries, UNICEF (2007b) identified children with disabilities
as a key group missing out on primary education. The schooling gap for children with disabilities starts at
Grade 1 and continuesto grow as school years’ progress (Filmer, 2005). In 2003, it was estimated thatin
the majority of countriesin the East Asia Pacificregionlessthan 10 per cent of children with disabilities
were enrolled in school and in some countries the figure was a low as 1-2 per cent (UNICEF, 2003). For
example, in Indonesia, inadequate provision of educational facilities for children with special education
needs means that only 3.76 per cent of physically challenged children of school age attend classes

(UNICEF, 2012a).

In addition to ensuring children with disabilities can enrol in education, it is necessary to go ‘beyond
access’ and focus on the quality of education provided, classroom participation and learning outcomes.
At present, there are very limited data on the learning outcomes of children with disabilities. Research
undertaken by the DFID-funded Consortium for Research on Educational Access, Transitions and Equity
(CREATE) has found that children whofallbehind in learning and fail to reach minimum learning goals face
‘silent exclusion.” This is also associated with and exacerbated by infrequent attendance; children with
disabilities may be amongthoseenrolled inschool, but excludedfrom learning, which contributes to ‘push
out’ from school and poor learning outcomes. As such, children with disabilities have lower educational

attainment than other children and this in turn contributes to a lower economic status (DFID, 2011).
3.5 The needto ensure gender quality

Women’s marginalization throughout history has created alegacy of exclusion, yetit has been shown that
the education of girlsand women brings a range of economic, social and health benefitsforwomen and

theirfamilies. The importance of girls’ educationis well established within the international development
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discourse, recognized within both the MDG and EFA agendas and great progress has been made in recent
years to increase girls’ enrolment in education. However, the international discourse has given greater
emphasis to enrolment and attendance rather than participation; this difference can have a significant
impact on the educational outcomes of girls and the rights they obtain through education. The focus on

gender parity in education overlooks both institutional and societal barriers to gender equality.

When discussing gender and education it is important to remember that girls and boys experience
education, and life, differently. This is significantly influenced by dominant social structures and gender
roles which place men at the centre of authority and marginalizethe needs and voices of women. Schools
tend to reflect the male-centric power structures and hierarchies present in wider society; traditional
educational institutions and structures tend to be dominated by male thought. These patriarchal
structurestherefore often reinforce traditional gender roles and stereotypesin each generation of school-
going children (Leach, 2000; Kabeer, 2005). Access to education, then, may expose girls to male-
dominated institutionsand reproduce and reinforcetheir marginalization, ratherthan acting to empower
girls. These societal norms may be reproduced in school hierarchies, male-centric curricula and by male
teachers who reinforce societal gender norms through discrimination, to highlight just a few. Similarly,
the increasingly female-dominated field of teaching may have an adverse effect on boys as they may not
have suitable malerolemodelsinschool. Thisis exacerbated by the fact that teachers, particularlyfemale
teachers, may diagnose boys’ unrulybehaviouras aSpecial Education Needwhen theyfind them difficult
to control in the classroom. However, through inclusive education, teacher training and gender-
responsive pedagogies, the school environment can play an essential role in transforming societies,

changing attitudes and fostering equality (Bush and Saltarelli, 2000).

3.6 The Importance of genderin relation to disabilities

Women with disabilities face the typical disadvantages of genderinequality, but these are compounded
by disability.The disadvantages posed by gender and disabilityintersect to create further marginalisation
and disadvantage; a concept referred to as ‘intersectionality.” Davis (2008) describes this as “the
interaction between gender, race, and other categories of difference in individual lives, social practices,
institutional arrangements, and cultural ideologies and the outcomes of these interactions in terms of
power.” The ‘double discrimination’ faced by women and girls with disabilities can clearly be seen from
within this context. These women are often excluded from education, health services, family life and
employment and experience high rates of physical, mental and sexual abuse, the latter increasing their

risk of contracting HIV (SIDA, 2010). The consequences of discrimination against and marginalization of
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people with disabilities are particularly serious for women. Women and girls face social, cultural and
economic disadvantages, which make accessing health care, education, vocational training and
employment more problematic. Thisis further exacerbated if they have special education needs and their
chances of overcoming the barriers that disabilities create are further diminished. A study into women
and disability in the Pacific has shown that this intersection of dimensions of disadvantage results in
greaterlevels of poverty, isolation and poor healthamong women with disabilities than their male peers
(Stubbs 2009). In recognition of this, the Convention on the Elimination of all forms of Discrimination
Against Women (CEDAW) includes provisions to ensure the rights of girls and women with disabilities.
Similarly, the Beijing Platform for Action (1995) and subsequent platforms recognize the importance of

addressing gender-based discrimination concerning people with disabilities.

There are significant gender disparitiesin relation to gender and the education of children with disabilities.
Girls with disabilities face the constraints placed on them by traditional genderroles (UNICEF, 2013) and
the social discrimination generated by their disability. Children with disabilitiesare less likely to complete
primary school, especially girls. The World Health Survey found that, out of 51 countries, 50.6 per cent of

males with disability completed primary school compared i i
Wi 1sabiiity P pr ¥ P Estimated rates of primary

with 61.3 without disabilities (WHO, 2011). The disparity was school completion

even greater for women; females with disability reported41.7 1I|h 51 %

per cent primary school completion compared with 52.9 per d .

cent of those without disabilities. Thus there are completion d I?;: |I"-‘ 61 %

gaps between children with and withoutdisabilities, between

boys and girls with disabilities, and between girls with and with o
disatiiy | 42%
without disabilities. Such education completion gaps hold
. : without A3y
true for both low and high-income countries, though the disability o
effectissignificantly more pronounced in poorer countries. Eoweme Weri Huath Crunon, e on s Gt

Inaddition tothis, disabled womenachieve lower educational outcomes than disabled men and physically
able men and women (Meekoshka, 2004). Disabilities appearto be a powerful factor in educational
inequity and girls with disabilities are among the most educationally disadvantaged children of all. The
World Report on Disability (WHO, 2011) states that the correlation between low educational outcomes
and disability is stronger than for any other marginalizing characteristic. Both attitudinal and physical

barriers are factors that prevent girls with disabilitiesfrom obtaining the benefits of educati on (Froschl et

al., 1999).
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3.7 Incidence of disability

There has been little research on the education of girls with disabilities and much of the existing research
and literature isgenderblind.> Thisisin keeping with the finding that people with disability are often not
accorded genderorsexuality (Meekoshka, 2004) and are thus ‘desexualised.” Data on disability are rarely
comprehensive, accurate or disaggregated by sex. Yet, the gendered experience of disability reveals
sustained patterns of difference between men and women (Meekoshka, 2004) and presumably between
girls and boys. Data collected by the Organisation for Economic Cooperation and Development (OECD)
show that there is a male to female ratio of about 60:40 of childrenidentified with disabilitiesin almost
all countries (OECD, 2003). Studies show boys are 5 times more likely than girls to suffer from autism
(Autism Speaks 2013) and greater numbers of boys with reading difficulties are commonly reported.
Moreover, there are more males than females enrolled in programmes which provide additional

resources for educating children with defined disabilities.

Thisis also the case with students with learning difficulties where the proportion of malesis even higher,
typically between 60to 70 percent. Datain this area are more readily available inindustrialised countries
thanindeveloping nations and, at present, itis unclear whether these gender differences follow the same
trendinlow income countries. Several cultural reasons may cause parents to report disabilityrates in boys
more than girls, such as male-child preference and societal expectations of boys and girls (UNICEF, 2008).
Evans and Deluca (2003) present a number of reasons which may influence greater resource allocation

for boys with disabilities than girls with disabilities:

e Male childrenare more vulnerable to illness and trauma. There is evidence thatboys are more
vulnerable than girls to the effects of illness and trauma, the consequences of which mean they

require greater support within school, to the detriment of girls.

e The education of males is given greater priority than females. This is pertinent to the need for
advocacy on genderequalityin education through the international development agenda, along
with the establishment of UNGEI in 2000. In many societies, boys’ academic success is given
greater importance than that of girls and, as such, boys who are failing or struggling are more

likely to receive additional resources and support whilst girls’ needs may be overlooked. The

5 It pays no attention to distinctions based on sex or gender
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intersectionof genderand disability combineshere to leave girls with disabilitiesamong the most

marginalized children within schools.

e Males externalize their feelings in school more openly than females. Boys are more likely to
exhibit problematic behaviours that may indicate the existence of a disability (American
Association of University Women, 2009). Boys are thus more likely to obtain the attention of
adults and attract special education needs resources. Boys more often than girls are defined as
deviantinschool while girls are perceived to be more competentand compliant. Infact girls are
often identified only after they exhibit behaviours that are typical of boys who receive spedal

attention.

e Schooling is becoming increasingly feminized. The increasing proportion of female teachers in
primary educationis aninternational phenomenon which may lead to boys having more problems
with schoolinge.g. learning difficulties, thus requiring more additional resources in the classroom

than girls.

The higherrecorded levels of disability and specialeducation needs among boys could be due to a failure
to accurately diagnose and address girls’ learning disabilities. In the USA, the American Association of

University Women (2009) suggests the consequences of this oversight include:

e High rates of academic failure among girls with disabilities
e Highincidence of teen pregnancy

e Higherlevels of unemployment for women and girls with disabilities.

In countries outside the OECD, there are very few data available on the services that children with
disabilities receive to meet their special education needs. Further mapping and research is required to

examine how gender impacts children with disabilities.
3.8 Dimensions of disadvantage relating to disability

There are various different dimensions of disadvantage which impact on the lives of men, women and
children with disabilities exposing them to further marginalisation and hardship. The failure to address
inequalities, stigmatization and discrimination relating to wealth, geographical location, ethnicity,
language, genderand disability is holding back progress towards EFA. As discussed above insection 2.5

gender and disabilityintersect in such a way that women and girls with disabilities often face greater

18



discrimination than their male counterparts. This section will present an overview of some of the other

dimensions which impact on the lives of people living with disabilities.

3.8.1 Poverty

Thereis a direct correlation between poverty and education, which not only shows that poverty reduces
children’s school attendance but also demonstrates that education can help tackle poverty reduction.
Women'’s education is particularly associated with this and is an important determinant of education,
health care and sanitation within a family (Van der Berg 2008). Children livingin poverty are among the
least likely to enjoy the benefitsof education and health care but when these disadvantaged children have
a disability as well, they are even less likely to attend school. A review conducted by the International
Labour Organisation of 14 developing countries found that people with disabilities were more likely to

experience poverty than those without disabilities (UNICEF 2013).

Disability also contributes to poverty as children with disabilities and theirfamilies become trappedina
cycle of poverty and exclusion; the family asa whole may face stigmatisation and face difficultiessecuring
employment, and children with disabilities may be kept from education (UNICEF 2013). Children with
disabilities livingin poverty find it harderto access appropriate services; ‘special schools’ and assistance

are often costly and unaffordable for families living in poverty.

Education presents an important route out of poverty for children, particularly within developing
countries, however, lack of equitable access to education for children with disabilities meansthey are less
likely to benefit from these opportunities, meaningthe disabled poorare likely to remain poor. Access to
education gives children with disabilities the skills they need to play an active role in society and secure
employment, consequently helping to prevent poverty. Inclusive educationis animportant step in helping

secure education, employment and social acceptance for people with disabilities.

3.8.2 Geography

Geographical location has an important impact on education access and attendance; childrenin remote,
underserved areas have feweropportunities to attend school. Childrenlivinginrural areas may live too
far from the nearestschool to allow them to attend regularly; transport may not be available orthe cost
may be prohibitive, and the distance may be too far to walk. These barriers, however, have an even

greaterimpact on children with disabilities as it may be impractical for these childrento travel to school
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without transport and transport, if available, can be even more expensive due to necessary adaptations

for disabled access.

Such marginalisationis further reinforced by gender, and research has shown that girls and youngwomen
living in rural areas are among those who are least likely to acquire foundation skills (UNESCO 2012a).
Parents can be unwilling to allow physically ableand disabledgirls to travel to school alone due to the risk
they face of violence along the journey. However, transport is only one factor; the differences in
opportunities between rural and urban areas are no doubt influenced by poverty, but they also reflect
unequal distribution of government resources, with secondary schools often not available in rural areas
(UNESCO 2012a). In addition, schoolsinremote areas and communities are less likely to have accessible

facilities for children with disabilities if they can cover distance to school.
3.8.3 Ethnicity and language

Language and ethnicity are complexinterrelating factors in both social and educational marginalisation
which are often closely linked to poverty. Indigenous people have historically been subject to

discrimination and subsequently, extreme poverty, often facing exclusion from societyand social services.

Central to the poor educational performance of ethnic minority children is the fact that they are often
taught in a language they do not understand very well. UNESCO (2010b) estimates approximately 221
million children speak a differentlanguage athome to the language of instructioninschool. In Lao PDR
there are thought to be more than 100 ethniclanguages whilst the language of instruction in schools is
spoken by only 60 per cent of the population (Global Campaign for Education UK 2012). Their schooling
experiences are often plagued by poor quality and culturally inappropriate education, leading to low

achievement and high dropout rates.

Consequently, minority language groups and indigenous people often have much lower literacy rates. For
example, in Viet Nam, the literacy rate of ethnic minorities is only 72 per cent compared to 94 per cent
among the majority Kinh population (Daswani, 2005 cited in UNESCO, 2010b). Children who startschool
speaking a different mother tongue to the official school language therefore begin their education at a
distinct disadvantage. Research has shown that childrenlearn best in their mother tongue and go on to
achieve better educational outcomes (UNESCO 2003). Inclusive education needs to incorporate an

element of intercultural education if it is to address the needs of all children.
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Dimensions of disadvantage do not operate in isolation and often intersect to reinforce marginalisation
and disadvantage. Ethnicity, language and disability are no exception and, within indigenous communities,
girls and boys with disabilities are often the most vulnerable and fare the worst (UNICEF 2013).
Furthermore, the disadvantages faced by ethnicand linguistic minorities often intersect with pov erty and

geographical isolation.

3.8.4 Violence against Children and disability

Violence represents a further dimension of disadvantage for children, preventing them from attending
school or reducingtheirability to concentrate inthe classroom. UNICEF’s child protection strategy states
that “preventing and responding to violence, exploitation and abuse is essential to ensuring children’s
rightsto survival, developmentand well-being” (UNICEF, 2008). Violence Against Children (VAC)isaclear
humanrights violation, aconcept whichisembodiedin the CRC; as such, all countries which have ratified
the CRC are committedto eliminating VAC. The UN study on VACreveals that children are at high risk of
violence inand around schools (UN 2006, cited in UNICEF, 2009). Assuch, addressingschool-related VAC

is integral to achieving education equality and an egalitarian society.

Violence against children can refer to various different acts, ranging from bullying to physical and
emotional harm, and sexual violence at the hands of teachers, school staff and other school children.
Bullying of children with disabilities in school is a commonly cited issue (Rousso, 2003; WHO and World
Bank, 2011; Plan International, 2013) and itis recognised that childrenwith disabilitiesare far more at risk
of child abuse and neglect (UNICEF, 2012; UNICEF, 2013). Plan International (2013) reports thatin Europe,
for example, children with disabilities are nearly four times more likely to experience violence than their
peerswithout disabilities. A UNICEF (2012a) study into Child Protection in Educational Settingsfound that
in Papua New Guinea, students with learning difficulties suffer bullying from both teachers and their
fellow students. Furthermore, the study cites that children with intellectual or communication
impairments are likely to be ignored, disbelieved or misunderstood when they attempt to report abuse.
Children with disabilities also suffer from psychological and corporal punishment from teachers, which
affectstheirability to learn. The high prevalence of bullying, violence and abuse represents a significant
deterrent to school attendance for children with disabilities. This highlights the need for greater
disaggregation of dataas a stronggenderanalysis would help shed light on details and insights which are

currently hidden from pedagogists and policy makers.
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Box 2: Setting Specific Recommendations in Schools and Educational Settings

Bearingin mind that all children must be able to learn free from violence, that schools should be
safe and child friendly and curricula should be rights based, and also that schools provide an
environmentin which attitudes that condoneviolence can be changed and non-violent values and

behaviour learned, itis recommended that States:

(a) Encourage schools to adopt and implement codes of conduct applicable to all staff and
students that confront all forms of violence, taking into account gender-based stereotypes and

behaviour and other forms of discrimination;

(b) Ensure that school principals and teachers use non-violent teaching and learning strategies and
adopt classroom management and disciplinary measures that are not based on fear, threats,

humiliation or physical force;

(c) Prevent and reduce violence in schools through specific programmes that address the whole
school environment including through encouraging the building of skills such as non-violent
approaches to conflict resolution, implementing anti-bullying policies and promoting respect for

all members of the school community;

(d) Ensure that curricula, teaching processes and other practices are in full conformity with the
provisions and principles of the Convention on the Rights of the Child, free from references actively

or passively promoting violence and discrimination in any of its manifestations.

Source: United Nations, UN Study on Violence against Children, New York, 2006.

3.8.5 School-related gender-based violence against children with disabilities

Animportant aspect of school related violence against childrenis the abuse perpetrated against girls and

boys motivated by gender, commonly referred to as school related gender based violence (SRGBV).

SRGBV refers to violence affecting school children that occurs in or around education settings and is

perpetrated based on a child’s sex or gender. SRGBV is a serious barrier in realising children’s right to

education, such violence,oreven the fear of violence, negatively affects children’s health and well-being,

can cause low enrolment and achievementin education as wellas increased likelihood of dropping out of

school.SRGBV also increases the likelihood of perpetrating or experiencing violence in adultlife (Pawlak,

2014) and has serious consequences for governments, slowing progress towards MDG targets and
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increasing public spending (Greene et al, 2012).

Box 3: Framework for Defining SRGBV

All forms of violence (explicit and symbolic forms of violence), including fear of
violence, that occurs in education contexts (including non-formaland formal contexts
such as school premises, on the journey to and from school, and in emergency and
conflict settings) which result in, or are likely to result in, physical, sexual or
psychological harm of children (female, male, intersex and transgender children,
youth and schoolpersonnel of allsexual orientations). SRGBV is based on stereotypes,
roles or norms, attributed to or expected of children because of their sex or gender
identities. It can be compounded by marginalisation and other vulnerabilities.

Source: Developed by participants at the Regional Roundtable on SRGBV. Organised by
UNESCO, UNICEF, UNGEI, UNITE and Plan International, Bangkok, November, 2013.

The scale of SRGBV in the Asia Pacificregionis hard to estimate dueto alack of comparable data. However,
research doesindicate that the issue requiresincreased programmaticresponse. Recent studies suggest
that 150 million girls and 73 million boys under 18 around the world have been victims of rape or sexual
violence (Plan, 2013). In Timor-Leste, for example, a school-based survey with 164 secondary school
studentsfound that 81% of students reported having experienced violence (from eitherteachers or other
students) and less than half of the students (48%) said they knew where they could get help.® Data on
prevalence in the region indicates that the most common forms of SRGBV are corporal punishment;
physical, psychosocial and sexual abuse; and bullying. Evidence also indicates that boys and girls are at
risk of differentforms of SRGBV. Boys are more likely to experience physical violence and bullying, while
girls face psychological and sexual violence, various forms of discrimination and social exclusion

(Contreras et al, 2012).

Causes of SRGBV are closely linked with broader social norms around acceptance of violence and deeply
ingrained gender inequalities. In addition, SRGBV can be exacerbated by conflicts and crises (Pawlak,

2014). Family violence can also be linked to school participation. In Papua New Guinea, there is some

6 Initial data froma projectbased survey (from the baselinesurvey of a Ba Futuru's project school) with 164
secondary school students (89 girls and 75 boys) in 2013. Information obtained in a discussion with a participant of
the Asia-PacificRoundtable Meeting on School-Related Gender-based Violence; 11-13 November 2013,in
Bangkok, Thailand.
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evidence that young girls are particularly vulnerable to sexual violence within the home environment,
perpetrated by male caregivers who take advantage of a reliance on basic necessities including school
fees (World Bank, 2012). The high levels of sexual violence in the country have also been found to be a
key factor affecting enrolment in education because girls are at risk of such violence while travell ing to

and at school (lbid).

Most countriesinthe region have laws and policies on the protection of children from violence but only
one country, the Philippines, has a Ministry of Education Policy on Child Protection.” In addition, these
policies often focus on prohibition of corporal punishment, do not incorporate an understanding of
gendernormsor inappropriately fallunderlegislation on Violence against Women. They are also centred
on protectionismratherthan arights-based approach (Pawlak, 2014). Crucially, implementation of these
policies is challenging. Systems for response and referral are absent, there is a lack of coordination
between sectors, background checks of teachers are not routinely conducted and curricula and other

measures of prevention are weak.?

Programmatic responsesto SRGBV have in general focused on implementation of global campaigns and
addressviolence against children more broadly, ratherthan looking at education settings (Pawlak,2014).
Nonetheless, there are good country-specificexamples coming out of the region, forexample, the GEMS
curriculum programme in India and its adaptation in Viet Nam have aimed to create more equitable

gender norms and relations and address GBV as part of this.

One important site of acts of gender-based violence is within schools; schools are often perceived as safe
environments, yet there are a range of physical, sexual and psychological factors at play which may
prevent children fromfeeling secure. As a consequence, girls in particular lose concentration, self-esteem
and motivation, leading them to miss school and sometimes drop out altogether. There may also be
serious health-related issues such as sexually transmitted infections (STls), HIV and AIDS, and unwanted
pregnancy. School-related gender-based violence, then, plays a central role in limiting educational
equality forgirlsanditis essential that schools are madeto be gender-safe environmentswhere both girls

and boys can learn free from fear (USAID, 2003).

An Oxfam (2006, cited in UNESCO, 2008a) investigation into girls’ education in South Asia found that

7&s8Presentation to EAP UNGEI by Ms. Amalie McCoy based on United Nations Children’s Fund, Measuringand Monitoring Child
Protection Systems: Proposed Core Indicators forthe East Asia and Pacific Region, Strengthening Child Protection Series No. 2,
UNICEF EAPRO, Bangkok, 2012.
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sexual harassment is widely reported in Bangladesh, India, Nepal, Pakistan and Sri Lanka. Commonly
referredtoinSouth Asia as ‘eve teasing,’ girlsare vulnerable to harassment, assault, abduction and even
murderontheirwaytoand fromschool, as well as within the school itself. Girls are particularlyvulnerable
to rape and abuse as they travel to and from school, a fact which has an important impact on school
attendance rates as girls reach puberty. The provision of safetransport can help mitigate this (see section
4.5). Itisincreasingly recognised that boys too, may be victims of SRGBV. This s particularly true for boys

in situations of conflict and must also be reflected in SRGVB responses and initiatives (UNHCR, 2012).

Itis feared that the added dimension of disability makes children with disabilities even more vulnerable
to gender-based violence and sexual abuse; a national surveyin Norway of deaf adults showed that girls
were twice as likely to experience sexual abuse, and boys three times as likely, as their peers who had no
disability (UNICEF, 2013; see also WHO, 2012). UNICEF’s research on Child Protection in Educational
Settings (2012a) highlights how children who require assistance with intimate tasks (such as washing or
dressing) are atincreased exposure to sexual abuse, and the State of the World’s Children highlights how
girls with disabilities are disproportionately at risk from sexual abuse (UNICEF, 2013). Furthermore,
children with mental or intellectual disabilities are 4.6 times more likely to be victims of sexual violence

than their non-disabled peers (UNICEF, 2013).

UNICEF’s report on Child Protection in Educational Settings (2012a) highlights the importance of
developing effective National Education policiesto protect children from abuse, neglect, violence and
exploitation both within and outsidethe school setting. Teachertrainingalso needstobe a central focus
forgovernments seekingto create Inclusive education environmentswhere childrenfeel safeand are free
from the risk of harm. UNICEF (2012a) also emphasize the need forimprovementsto national laws, staff
recruitment and monitoring processes and collaboration between the education sector and child

protection services to limit School-related Violence Against Children.
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Box 4: Gender Based Violence in Papua New Guinea and the Pacific

Women and children in Pacific Island Countries hold a low status in society and as such are
vulnerable toviolence, exploitation and abuse. Girls are particularly at risk because they fall at
the bottom of the social hierarchy (UNWomen,2011). Thistendstobe manifestedin domestic
violence, sexual harassment,sorcery-relatedkillings, lack of opportunities and practices such as
polygamy and the tradition of bride price payments (UN Commission on the Status of Women,
2013). As indicated throughout this paper, few studies have looked at the intersectionality
between genderand disability, however, overarching researchin the Pacificregion on women
and disability in the Pacific has shown that women and girls with disabilities face multiple and

compounding forms of discrimination.

Violence againstwomenis widespreadin Papua New Guinea, with reports stating that 67% of
women had been beaten by their husbands, rising to close to 100% in the Highland areas.
Furthermore, half of married women have beenforced intosex by theirhusbands (AusAID 2008
citedin UNWOMEN, 2011). Younggirls are very vulnerableto violence at home, especiallythose
livingaway from their families; girls dependent on malerelativesfor food and shelter and school
feesare particularly atrisk. In the Kup highland areas, there have been reports of severe injury
and even disability as a result of sexual abuse offences by elderly menraping very young girls
(Stubbs, 2009). Furthermore, disabled women are more vulnerable to sexual abuse and yet are

less likely to be believed or receive the appropriate support and advice (Stubbs, 2009).

As part of the government’s strategy to combat gender-based violence in the country, gender-
based violence education is formalized in the national education curriculum and taught in

secondary schools throughout the country (UN Commission on the Status of Women, 2013).

Concluding remarks

This is a highly complex issue and progress to date in meetingthe educational rights of all children with
disabilities has beenlimited. Itis clearthat, in education,genderis not being mainstreamedinto disability
and vice—versa; this represents an oversight that should be urgently addressed. Furthermore, given the
fastapproaching deadlines of the EFA goals and MDGs (set for 2015) and the growing debate surrounding
the post-2015agenda, itis of increasedimportance to highlight the need to address education for children

with disabilities, and how thisintersects with gender and otherdimensions of disability. Childrenin the
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poorest householdsandinrural areas are less likely to attend school; in both cases thisis exacerbated by
gendertothe detrimentof girls. Thisintersects with disabilityso that children with disability, particularly

girls, from rural and poor families are least able to access education.
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Chapter 4: International response and framework

4.1 Education for All: Children with disabilities

The last two decades have seen significant progress and greater focus on universal education; this is
exemplified by the Education For All (EFA) Initiative, and the inclusion of educational access and equality
inthe MillenniumDevelopment Goals (MDGs).° The Dakar Framework for Action on EFA (UNESCO, 2000),
adopted by the World Education Forumin 2000, specifies 6goals (Box 5) in orderto provide “qualitybasic
educationforall children, youth and adults” (UNESCO, 2011). Central tothisagendais ensuringthat both
girlsand boys have full, equal accessto good quality educationwhichgives themthe necessary knowledge
and skills (EFA FTI, 2011) to take full advantage of their capabilities. Within this, girls’ education is an
importantfocus: as well as being explicitly stated ingoals 2 and 5, genderequalityis a cross cuttingissue
throughout. This is reflected in the strong emphasis made by the international community on girls’ and
women’s education but in order to truly achieve gender equality in education, gender needs to be

mainstreamed in education sector development policies and planning.

Box 5: The EFA Goals

e Expandingandimprovingcomprehensive early childhood care and education, especially
for the most vulnerable and disadvantaged children.

e Ensuringthat by 2015 all children, particularly girls, children in difficult circumstances
and those belonging to ethnic minorities, have access to and complete free and
compulsory primary education of good quality.

e Ensuringthat the learning needs of all young people and adults are met through
equitable access to appropriate learning and life skills programmes.

e Achievinga50 percentimprovementinthe levels of adultliteracy by 2015, especially
for women, and equitable access to basicand continuing education forall adults.

e Eliminatinggenderdisparitiesin primary and secondary education by 2005, and
achievinggender equality in education by 2015, with a focus on ensuringgirls’ full and
equal access to and achievementin basiceducation of good quality.

e Improvingall aspects of the quality of education and ensuring excellence of all, so that
recognised and measurable learning outcomes are achieved by all, especially in literacy,
numeracy and essential life skills.

9 MDG 2 seeks to ensure that all children, boys and girls alike, will beableto complete a full course of primary
school education by 2015 whilst MDG 3 promotes gender equality by eliminating gender disparityinalllevels of
education by 2015.
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Whilst the importance of gender equality in education is well established and integrated into the EFA
agenda, ensuring equitable access to quality education for children with disabilities is not expliditly
addressedinthe EFA goals orstrategies. Mention is made of childrenin “difficult circumstances’ and those
that suffer ‘multiple disadvantages,” as well as the inclusion of those who have ‘special needs,” which
would seemtoincludechildren with disabilities, however, no disability is not direct mentioned. Similarly,
whilst educationis strongly emphasized in the MDGs, disability is not explicitly mentioned. In 2008, the
UN General Assembly stressed the need for states to pay attention to gender specific needs of persons

with disabilities if the MDGs are to be realised.

Disability has been flagged by the Global Partnership for Education (GPE), established to support the
achievement of the EFA targets, as one of the remaining challenges for girls’ education and a focus for
action in the coming years (GPE, 2011). Not only are disabled girls less likely to receive an education or
vocational training, they are less likely to find employment than boys with disabilities or girls without
disabilities (UNICEF 2013), making them one of the most excluded groups and least likely to benefit from

education service delivery.

For universal education to be achieved, children with disabilities require access to quality education and
disability, like gender, needs to be integrated as a crosscutting concern. All 6 EFA goals involve children
and/orpeople with disabilities. Like gender, disability needs to be mainstreamed. One possible approach
is to develop concurrent and linked strategies for addressing equality in education, thus addressing

disability and addressing gender equality.
4.2 Inclusive education

Educational settings are importantarenasto help redress social exclusion and discrimination, by helping
to correct misconceptions and stereotypes (UNICEF, 2013). The internationally agreed approach to
educating children with disabilities is through Inclusive education. The Salamanca Conference on Spedial
Needs Education (UNESCO, 1994) advocated a policy shift towards Inclusive education so that schools
should serve all children, particularly those with special educational needs. UNESCO (2009a) states that
inclusive educationisaprocess of strengtheningthe capacity of the education systemto reach out to all
learners. This addresses and responds to the diversity of needs of all children, whetherthese arise from
poverty, disability, ethnicity, gender or conflict. These categories may, of course, overlap. Inclusive
education provides meaningful education to all children within regular schools (UNICEF, 2013) to allow

the full participation of all children, regardless of their gender or (dis)ability.
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Despite this framework, there is no universally agreed definition of inclusive education and countries
develop their own working definitions. In order for special education measures to cater for and address
special education needs within the mainstream education system a systemic change is needed to
accommodate diversity. However, there remains alack of clarity on the difference between inclusion and
integration which accommodates children with disabilities within the existing provision and structures
(Bines and Lei, 2007). Although a step in the right direction, integration does not represent the
fundamental shift in attitude and ideology required for inclusive education to fully accommodate all

children, regardless of their background.

What is clear from a disability perspective is that inclusive education is a principle as well as a practice.
What is requiredisa very clear conceptual framework forresponding specifically to disability within the
inclusive education framework. In ordertoimplement the approach effectively the Salamanca Statement
(UNESCO, 1994) identifies generalised actions that governments need to take. These include: developing
legislation and policies; bringing about attitudinal changes in the education system and society;
developing inclusive curricula; investing in teacher education on inclusive education; and ensuring
sufficient resources are allocated. It is also important to investin inclusive Early Childhood Care and
Education (ECCE). These provisions also fallunderthe concept of Child Protection in Educational Settings,
as explored by UNICEF (2012a) in 6 contexts in East Asia Pacific. Child Protection inschools needsto extend
beyond the physical environment to creatinga safe, secure and inclusive environment. Inclusive education
is unlikely to be achieved without adequate teacher preparation and support services within the
classroom environment to ensure successfullearning for children withand without disabilities (Froschl et
al., 1999). Thisshouldfocusoninstitutionalisingand mainstreaming the idea of protecting children from

harm as well asidentification, response and reporting mechanisms for Violence Against Children (VAC).

As part of the Toolkit for Creating Inclusive, Learning-Friendly Environments (ILFE), UNESCO (2009b) has
developed specialised guidance for teaching children with disabilities in inclusive settings for the Asia
Pacificregion. This highlights the need for early detection, identification and intervention, along with
parental support. The toolkit provides guidance onthese issues as well as advice on designing accessible
school environments and practical tips for teaching children with impairments and specific learning
difficulties. UNESCO (2011) has also developed a module on educating children with disabilities in its
parenting education toolkit. However, as with policy and legal frameworks, the development of modules
alone cannot address inclusive education and educational access for children with disabilities. Further

actionisrequiredto ensure these strategies are transferred from policy and discussion paperinto practice.
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Allocating teachers equitably

Recrutting and training teachers from manginalized groups
Providing additional support to disedvantaged schools
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Facilitating intercultural and bilingual education
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Bringing classrooms closer to children Providing social protection
Supporting flaxible provision Allocating public spending more equitably

Coordinating and maonitoring non-stata provision

Image 2: The Inclusive education Triangle (UNESCO, 2010) identifies some of the key aspects that need to be

addressed to help overcome marginalisation in education.

Inclusive education is not a new concept. Nevertheless, it remains very difficult to assess the status of
inclusion of children with disabilities and learning difficulties; data are hard to obtain and patterns of
inclusion are complex. For example, in OECD countries, children with disabilities are being educated in
different settings, ranging from special schools (e.g. Germany, the Netherlands), special classesin regular

schools (e.g. France, Finland and Japan), and regular classes (e.g. United States, Italy and Spain).

Furthermore, in practice all three modes of schooling may coexist in the same education system; the same
disabled student might be included in regular classes in one country, but in a special school in another.
Generally, students with learning difficulties are more likely to receive theireducationin regularschools.

These different policies and approaches make international comparison extremely difficult.

Italy has developed a particularly successful model to include students with disabilities in mainstream
education: approximately 99.5 per cent of students with disabilities are in regular education institutions.
Children with disabilities comprise some 2.4 per cent of all primary school children and 3.1 per cent of
secondary school children. The law protects the educational interests of children with disabilities by giving

them priority enrolment. Their education is based upon Individual Education Plans (IEPs) which are
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mandated by law and involves the provision of educational aids and teaching support in schools. This
beginsinearly childhood where children aged 3and under have access to municipal créches. Pre -primary
education for ages 5-6 is considered to be particularly important for children with disabilities as early
identification and intervention is essential. For children with severe disabilities, qualifiedintervention and
differentiated teaching are provided with the support of occupational therapists. There is strong
collaboration between schools, specialists, local social and health services and the wider community
(Deluca, 2011). This successful, fully integrated education system could be used as a ‘best practice’

example for countries in East Asia Pacific looking to implement an inclusive education system.

Box 6: Lao PDR Inclusive education Project (1993-2009)

The Lao People‘s Democratic Republic(Lao PDR) Inclusive education (IE) Project, funded by Save the
Children Norway, ran for 16 years from 1993 - 2009. The project was introduced to address the
historically poor provisionin Lao PDR of education for children with specialneeds. The project aimed
to provide quality education to children with disabilities (including those with mild and moderate
disabilities) and children who were failingin school. The Lao Inclusive education Project started as a
small scale pilot. After 16yearsit had developed into a national initiative which had introduced child-
centred teaching methodology into every district of the country. By 2008, the project had achieved
its original aims by changing the landscape of educational provision in Lao to enable most children
with disabilities to attend schools where they would be welcomed and taught by trained teachers.
Although the IE Project has now finished the findings and principles it stood for have been integrated

into the Ministry of Education priorities.

Overall, the project resulted in greater enrolment rates for children with disabilities in the partner
schools as well as significant progress in learning outcomes, particularly benefitting children with
disabilities and special education needs. The total grade pass rate increased forall children although
it isimportant to note that the pass rate forchildren with special education needsis lowe rthan that
of other children. Data collected in the study was sex disaggregated and girls were found to be
achievingaswell as boys across all the IE schools. Attendance, enrolment, completion and drop-out
rates were all comparable to those of boys. Not only does this demonstrate the success of the
Inclusive education initiative in Laos to include all children but highlights the advantage of inclusive

education for all children (Grimes, 2009; Heart, 2013).
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Despite commitments to working towards EFA, many countries are facing difficulties in implementing the
inclusive education agenda effectively. Worldwide, there are 57 million primary age children thatare not
enrolledinschool, of which 18 million (32 per cent) live inthe Asia PacificRegion (UNESCO, 2013). Data
on these children reflect broader patterns of marginalisation whereby children with disabilities, girls,

ethnicand linguisticminorities, rural and poor children less likely to access education (UNESCO, 2011).

4.3 Special Education Needs

Special needs education refers to educational intervention and support designed to address spedial
educational needs (UNESCO, 1997). Special Education Needs (SEN) was intended to replace the term
special education although this term is still commonly used. Many children with disabilities have SEN,
however, not all children with SEN have disabilities. The concept of SEN, then, extends beyond children
with disabilities and includes a wide variety of factors that can impede a child’s optimal education
progress. It is estimated that 15 to 20 per cent of all learners will experience a SEN at some pointin the
course of their education. However, very little analysis has been conducted into how this relates to
gender. There are more boys than girls in Special Education and it is often stated that more boys
experience SEN than girls but little research has looked at thisissue in depth to provide acomprehensive
overview of special education needs and gender. SEN are a fundamental component of inclusive
education, a means of making inclusive educationwork. SEN and inclusive education together should help
break down stereotypes and discrimination and empower children to participate in the classroom,
regardless of their ability or SEN. However, although addressing SEN should be integral to inclusive
education, the discourse between the two termsis weak, and SEN may still be understood as distinct and
separate. Greater synergy needs to be developed between the concepts surrounding special education
needs, inclusive education and gender to create a holistic approach which includes all children and
addresses all of theirdistinct needs. The SEN agenda needs to be articulated across all forms of education
exclusion whether based on gender, race, ethnicity, poverty or religion to create truly inclusive

educational environments.

In practice, the term Special Education Needs is interpreted differentlyin different countries and this
severely hindersinternational comparison. Since the mid-90s, the OECD’s Centre for Education Research
and Innovation (CERI) has been working on data to facilitate international comparisons in the field of
special needs education. Acommon framework with a tripartite classification methodhas been developed

and accepted by participating countries (OECD, 2005):
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e Category A: Students with disabilities
These are students with disabilities or impairments that are attributable to organic pathologies

e.g.inrelationto sensory, motor or neurological defects. Their educational need is consideredto

arise primarily from problems attributable to these disabilities.

e Category B: Students with difficulties

These are students with behavioural oremotional disorders or specific difficulties in learning. The
educational need is considered to arise primarily from problems in the interaction between the

student and the educational context.

e Category C: Students with disadvantages
These are students with disadvantages arising primarily from socio-economic, cultural and/or
linguistic factors. The educational need is to compensate for the disadvantages attributable to

these factors.

These categories are not necessarily mutually exclusive and may at times overlap. This discussion paper

primarily discusses students belonging to categories A and B, although girls can be seen as belonging to

Category C, according to the increased disadvantage implicated by their gender.
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Chapter 5: Data - overview of current situation in the region

This section will provide an overview of the current situation in relation to education for girls and boys
with disabilities in East Asiaand the Pacific. The data available will be used to address the challenges and
gapsinpolicy at present, along withfacilitatorsto inclusive education. This will help lead into a discussion
on ways forwards to ensure the provision of inclusive education forgirls and boys with disabilities in East

Asia and the Pacific.
5.1 Prevalence of disability in East Asia and the Pacific

Global estimates of the prevalence of disability in the adult population (> 18 years of age) are quite
consistent. The World Health Survey carried out 2002-2004 estimated thatsome 15.6 per cent of adults
experienced functioning difficulties in their everyday lives, with 2.2 per cent having very significant
difficulties. In all countries, socio-economically disadvantaged groups had a higher prevalence of disability.
The Global Burden of Disease (World Bank, 2004) estimated the prevalence of moderate or severe
disability to be 15.3 percent and 2.9 per cent for those with severe disability. This is consistent with the
World Report on Disability (WHO and World Bank, 2011), which estimates thatabout 15 per centof the
population are living with some form of disability. This amounts to more than a billion people globally,

and 650 million people in the Asia Pacific Region (UNESCAP, 2012b).

Approaches to measuring disability vary across countries and regions, depending on the purpose and
application of data (WHO and World Bank, 2010). These limitations in data quality and comparability pose
a fundamental problemin estimatingthe scale of disability. Nonetheless there are datasources available
to help painta picture. Table 1 (below) shows the estimates and sex disaggregation, where available, of

the percentage of people living with disability in countries in East Asia and the Pacific.

Table 1: Disability estimates

Country Total percentage of Sex disaggregation as Gender disadvantage
disability percentage (M:F)
Australia 18.5 18.1:18.9 Female
Brunei Darussalam | 1.1 1.2:0.9 Male
Cambodia 1.4 1.7:1.2 Male
China 6.3 6.3:6.3 -
Fiji 1.4 1.4:1.3 Male
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Hong Kong, China | 5.2 4.8:5.6 Female
Indonesia 1.4 - -

Japan 5.8 - -
Kiribati 4.1 4.7:3.7 Male
Lao PDR 1 1.2:0.8 Male
Macao, China 2.0 1.7:2.3 Female
Malaysia 1.3 - -
Maldives 3.4 3.6:3.2 Male
Micronesia 11 10.7:11.4 Female
Mongolia 3.9 4.4:3.5 Male
Myanmar 2.3 2.6:2.1 Male
Nauru 1.5 1.9:1.2 Male
New Zealand 16.6 17:16 Male
Philippines (the) | 1.2 1.2:1.3 Female
Republic of Korea | 5.6 6.4:4.5 Male
Samoa 1.2 1.2:1.1 Male
Singapore 3 - -
Solomon Islands | 2.9 3:2.7 Male
Thailand 2.9 2.7:3 Female
Timor Leste 4.6 4.7:4.4 Male
Tonga 2.8 2.6:2.9 Female
Tuvalu 1.9 2.3:1.6 Male
Vanuatu 12 11.8:12.8 Female
Viet Nam 7.8 6.6:8.9 Female

Source: UNESCAP, 2012a

This table shows large discrepancies in estimated levels of disability in the East Asia and Pacific region.
The highest estimates are made by Australiaand New Zealand; these are comparable to global estimates
for moderate and severe disabilities. All other countries, with the exception of Micronesia, report less
than 10 per cent. These figures are more analogous with global estimates for severe disabilities. Most
countries are able to disaggregate the data by gender; the majority record more males than females with

disabilities, although a few such as Thailand and Viet Nam, show greater prevalence of disability among
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women. The evident comparisons between estimates in high-income countries and global estimates
suggestan entrenched problem of underreporting in low-income countries. This close comparison leads
us to believe there is a decided difference in classification, with only the severest disabilities being
acknowledged in policy and law in low-income countries. It may also reflect the strength of civil society

disability organisations in high-income countries to lobby for the rights of persons with disabilities.

Adult prevalence rates are, however, of limited utility when planning education interventions and yet
thereis no standard classification sche me for childrenwith disabilities to guide policymakersand planners.
Meanwhile, estimates onthe prevalence of disability among children vary substantially according to the
different definitions and measures being used. The Global Burden of Disease (WHO 2008) reported that
among children aged 0-14 years prevalence of disability was 5.1 per cent (moderate) and 0.7 per cent
(severe): equating to 93 million and 13 million children respectively, whereas UNICEF (2005) has estimated

the global number of children under 18 living with disabilities at 150 million.

OECD countries present the most comprehensive data on childrenwith disabilities. One metricused is the
proportion of students receiving additional resources in compulsory education. For children with
disabilities (Category A), across 16 countriesinthe OECD, thisrangedin 1999 from 0.6 percent to 4.6 per
cent with a median value of 2.1 per cent (OECD, 2003). These differences in proportions are thought to
result from national differences in the conceptualization of disability, identification procedures,
educational practices,comprehensive provision and policy priorities. This further demonstrates problems
of country-country analysis. It is thought unlikely that there is great variance in the organic bases of
disabilityamong countries. However, itis importantto recognize here thatin many lowincome countries,
there are other external environmental factors which may come into play such as diet, health systems,
prenatal care, and legacy of war, such as land-mine injuries in post-conflict countries and fragile states

(see section 4.3).
5.2 Capacity to diagnose and respond

Thereisan immense gap in capacity between high and low-income countries to diagnose and respondto
the needs of children with disabilities in education. The former have considerably more resources and
institutional capability to address the issues. In the USA, for example, the Individual with Disabilities
Education Improvement Act of 2004 recognises 13 categories of disability. These include autism, deaf-
blindness, deafness, emotional disturbance, hearing impairment, intellectual disability, orthopaedic

impairment, specificlearning disability, speech orlanguage impairment, traumaticbraininjury and visual
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impairment (including blindness). Identifying these impairments requires a range of trained school
personnel such as school psychologists, speech-language pathologists, school counsellors, behavioural
specialists and school nurses. Teachers are also important resources; special education teachers and
disability specialists assist with diagnosis along with mainstream teachers who can also be trained to

identify disabilities.

In developing countries, this range of training and diagnosis isoften simplynot possible and categorisation
of disabilities is often restricted to physical, visual, hearing and intellectual impairments ( Bines and Lei,
2007). However, significant changesare taking place and learningdifficulties, autism, speech and language
disorders and social/emotive behaviours are increasinglyincluded (see Table 2). This shows categories of
disability from a range of countriesin South East Asiawith data from Journal of Special Educationinthe
Asia Pacific (JSEAP) gathered between 2008 and 2010, complemented by datafrom UNESCO (2009). This
data also helps demonstrate the broader understanding of disability whichis taking place, particularly in
Indonesia, Malaysia, the Philippines and Thailand, and a potential convergence with higher income

country understanding and practice.

Table 2: Disability categories in education in East Asia and the Pacific

Brunei | China | Indonesia | Malaysia | Philippines | Samoa | Thailand | Viet
Nam

Mental
Impairment X X X X X X X
(MI)
Hearing
Impairment X X X X X X X X
(HI)
Visual
Impairment X X X X X X X X
(V1)
Physical
Impairment X X X X X X
(P1)
Autism X X X X X
Multiple
handicaps/d X X X X X
isabilities
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Protracted/
Chronic X
IlIness

Speechand
language X X X X
disorders

Social and
Emotional X X X X X
behaviour

Learning
disability/dif X X X X X X
ficulty

Source: Table derived from information in the following sources - JSEAP, 2010, 2009 and 2008, UNESCO, 2009

This broader understanding of disabilities reflects how countriesinthe region have begun to strengthen
their approaches to educating children with disabilities. Various actions and strategies have been
implemented to support this move. The Biwako Millennium Framework, established in 2003, provides
policy recommendations forgovernmentsin Asiaand the Pacificto work towards an inclusive society for
people with disabilities. The framework clarifies the obligations of States to promote and respect the
existingrightsof personswith disabilities. Thiswas strengthened recently with the declaration of the Asia
Pacific Decade of Persons with Disabilities: 2013-2022, which was formalised at Incheon. The Incheon

Strategy that came out of this includes 2 targets for education:

i) Enhance early detection of and intervention for children with disabilities from birth to pre-
school age.
ii) Halve the gap between children with disabilities and children without disabilities in enrolment

rates for primary and secondary education.

Additionally, the indicators agreed at Incheon are gender-sensitive which recognises the need for a gender

lensin this field and represents a preliminary step in supporting this process.

Furthermore, in 2011, the South East Asia Ministers of Education Organization (SEAMEO) agreed to adopt
the Washington Group on Disability Statistics and the Organization for Economic Co-operation and
Development (OECD) standards for describing disabilities. This will help establish standardised reporting
and facilitate international comparison of data and is an importantstep in enablingimproved standards

in analysis and reporting in the region.
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These frameworks and strategies represent significant steps being taken in the region to address the
provision of education for childrenwith disabilities. Nonetheless, the previous section demonstrates how
existing data sets are fragmentary and inconsistent. Given the context of the region and lack of trained
professionals trained to assess and diagnose disabilities, asimple screening approach based on a parent
screeningtool such as the Ten Question Screen (Durkin et al., 1994) could prove to be highly useful. This
could then be complemented by a second stage of professional assessment to improve standardisation

and reliability (Bines and Lei, 2007).
5.3 Barriers and facilitators to educating children, particularly girls, with disabilities

The general lack of datademonstrates the lack of effective policies and mechanismsin place to safeguard
and provide for disadvantaged children. From the aforementioned country studies we can begin to
develop astudy of the barriers faced by children, particularly girls, with disabilities. In addition, a number
of studiesinto the fieldof education and disability (see OECD, 2005; Bines and Lei, 2007; DFID, 2011) have
identifiedanumber of barriers to educational equityand inclusion for children with disabilities which can
be used as a basicframework. Within these, there are specificbarriers pertinent to the education of girls
with disabilities which need to be taken into consideration (Rousso, 2003). These are discussed below,

along with the possible facilitators which can help mitigate their impact.

5.3.1 Conceptualisation of the problem from a gender perspective

The education of children with disabilitiesis rarely viewed through a gender lens. As such the gender
dimensions of disability are overlooked within the education discourse and the specific and the unique
needs of disabled boys and girls remainunaddressed. Girls with disabilities are almost entirely invisible
in bothinternational and national education discourse. The literature on girls and disability is sparse and
research is limited (Rousso, 2003). Very little attention is given to their empowe rment or to providing

them with a platform to voice their concerns.

One of the first steps which should be taken, therefore, is the move toincorporate a gender perspective
in addressingthe needs of children with disabilities. We need betterunderstandings of the lived lives of
girls with disabilities, including their school experiences. A gender perspective is needed in all research
and practices to assess the gender dimensions of disability in schools in terms of access, attendance,

participation and exclusion, school survival, and learning outcomes.
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5.3.2 Legal and Policy Frameworks

Legal and policy frameworks play a fundamentally important role in encouraginginclusion and equity as
well as creating respect for diversity. The importance for this has been recognised in the various
international discourses which address the matter of disability and education, such as the Salamanca
Statement. Although both genderand disability are now gaining ground within education policies, there
are still very few policies and programmes that specifically address the educational needs of girls with
disabilities. Education policiesin many EAP countries do not adequately specify inclusive education and
how itis to be achieved for children with disabilities. Policies may lack time bound, costed action plans
forimplementation. Without strong legal and policy frameworks acting as a foundation, it is difficult to
develop aholisticinclusive education sector. Thisis exacerbated by the fact that disability has a marginal

status and is not being mainstreamed in the education sector, including in gender mainstreaming.

There are various actions which can be taken to create an inclusive education system. Compulsory free
education foralland mandated integrationare just two examples of facilitators to the inclusionof children
with disabilities, particularly for girls. The removal of financial barriers to education will help encourage
parents to send their children with disabilities to school. Itis clearly important to specify how children
with disabilities will be supported in their learning and participation within the mainstream school,
including what entitlements they have, if any. It is also important to specify how any existing barriers to
their education will be removed. These need to be institutionalised in comprehensive legal and policy
frameworks to support this action and create inclusive education systems committed to free compulsory
education forall. Accurate monitoring of compliance should be putin place to make sure these are being

implemented.

It is important to note that children with disabilities are still widely excluded from education in many
countries of this region in spite of constitutional provisions, education laws and policies. Education acts
are often passed with enforcement mechanisms orincentives forcompliance. Adequate budgets needto

be allocated for implementation.

5.3.3 Availability of data

The current emphasis in EFA monitoring on national enrolment and completion rates provides no space
for statistical reporting on children withdisabilities orany other disadvantaged population. Furthermore,
this data provides little information about participation and represents a one-dimensional analysis of

education. Put simply, in many countries there is a complete lack of routinely reported metrics on
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disability-related special needs education and the inclusion of children with disabilities in mainstream
schools. OECD countries are able to report in this area, but there is no standardised framework, which
prevents international comparability. Outside OECD countries these statistics are generally unavailable
and not disaggregated adequately by age and gender (Evans and Deluca, 2003). Countries are generally
only able to report on children with disabilities who are in special schools and not within inclusive
education settings. Statistics on children with disabilities do not feature in the annual EFA Global
Monitoring Reports. The UNESCO Institute for Statistics (UIS) does not collect statistics on children with
disabilities and there are no international standards for statistical reporting to guide ministries of

education. This demonstrates the lack of focus on this field within the international agenda.

Monitoringthe inclusion of children with disabilities in primary and secondary educationrequires at least
the gathering of statistics that can estimate the number of school age children with a disability and
continue to track them as they progress through the system (Evans and Deluca, 2003). This is essential for
planning purposes if the education needs of children with disabilities are to be met through inclusive
education. Furthermore, little attention is given to the intersection of gender and disability. There is a
shortage of statistical and qualitative evidence concerning gender differences for children, particularly
girls, with disabilities and education. There has been very little research in this regard in the East Asia

Pacific Region.

Greater attention, then, needs to be paid to this field to gain a better overview of the different
marginalisation experienced by girls and boys with disabilities. In-depth studies incorporating both
gualitative and quantitative data analysisinto the current situation of education for children, particularly
girls, with disabilities need to be conducted to provide a comprehensive database from which to make

future reviews and recommendations.

5.3.4 Educational structures and school factors

Traditional school structures can present barriers to inclusive education environments and have created
a legacy of inflexible school organizations, a shortage of relevant teaching skills including individualized
teaching programmes, biases among teachers and parents, and a lack of cooperation between relevant
ministries and services. Lack of disability awareness in schools is another important barrier preventing
inclusive education for children with disabilities. Large class sizes and lack of effective support services
(e.g. education psychologists, speech pathologists, social workers etc.) also contribute to educational

failure for children with disabilities.
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Inaccessibility of many school buildings and inadequate sanitation facilities a can be a major barrier for
children with disabilities; studies have shown thatinadequate sanitation facilities are asignificant barrier
to girls’ attending school, particularly during menstruation (UNICEF, 2012b). Although no known study
hasbeen conducted intothe relationship between sanitationfacilities and schoolattendance for girls with

disabilities it is reasonable to assume a negative correlation exists between these factors.

The EFA agenda emphasizes the importance of wide reaching pre-school education, special classes and
links between special and mainstream schools in recognising disabilities and special education needs and
instituting an effective inclusive education system. This can be extended to include adequate

infrastructure for girls and children with disabilities to access education.
5.3.5 Fundingand resource allocation

Funding is a key factor; a general lack of funds and a bias in funding formulae are significant barriers to
inclusive education. Theshortage of resources preventsschoolsand education ministries from developing
inclusive structure and removing physical barriers in education infrastructure, as well as providing the
necessary in-class support to cater for special education needs. Furthermore, as seen in section 2.6,
fundingandresources are more commonly allocated to boys than girls, thus creating an addition barrier

for girls with disabilities.

Resources are critically needed to develop equity and inclusion; dedicated funding to address inclusive
education forgirls and children with disabilities is required to improve educational access and outcomes
forthese children. Funds which follow students and not schools are perceived to open the wayto inclusive
education. This can be used to modifybuildings, develop teaching and learning materialsfor children with
disabilities and difficulties. Resourcesalso needto be allocated for the development of gender-responsive
pedagogies to promoteinclusion of girlsin education. Without the combinedfocus on inclusive education
for children with Special Education Needs and agender perspective, girls with disabilities will continue to

face double discrimination.

For many governments, the education of children with disabilitiesis alow priority for political action and
for targeted resources. This charge can also be levelled to some extent at the international community,
though some donors are now making disability a priority and this provides an opportunity to make
progress. In addition to this, there is a lack of international and CSO attention to the specific problems

posed by the interrelation of gender and disability.
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5.3.6 Teacher training

Lack of appropriate teacher training, skills and confidence are identified as significant barriers to
education for children with disabilities (International Disability and Development Consortium, 2013).
Teachers often lack appropriate preparation and support to handle children with disabilities (UNICEF,
2013) and so their actions are, instead, influenced by cultural attitudes. These actions may, consciously
or unconsciously, marginalise girls and children with disabilities within the classroom. Thisis sometimes
referred to as the ‘hidden curriculum.” The hidden curriculum is relevant to girls’ education and that of
children with disabilities and acts to reinforce social norms, hierarchies and traditionalgenderroles. These

are reproduced in teachers’ attitudes, textbooks and classroom materials and seating arrangements.

By providing pre-service teacher training focused on developing appropriate attitudes, knowledge and
skills together with implementing assessment mechanisms, teachers can be capacitated to work with
inclusive pedagogies and to overcome discrimination and prejudice they experience towards girls and
children with disabilities. This should be complemented with regularin-service training on implementing
inclusive education. The UNICEF State of the World’s Children: Children With Disabilities report (2013)
puts forward the suggestion that teachers should be able to call on specialist help from colleagues and
trained experts who work with children with disabilities for advice and assistance in the classroom.
Capacity in teacher training colleges needs to be built as these may lack the necessary expertise in

inclusive education and resources to prepare teachers adequately for the classroom.

UNICEF’s Child Protection Strategy (2008) stresses the importance of developing a holistic approach to
Child Protection through strengthening cooperation between the ministries of education and other
government ministries and international frameworks such as WASH, as well as Child Protection. Child
Protection needstobe integratedinto training effortsin orderto fully capacitate teachers and educators

to inspire and shape inclusive learning environments.

5.3.7 Parental, community and social factors

This barrier is based around lack of understanding and disability awareness among parents and
communities. Many parents do not value the education of children with disabilities, especially that of
girls. Socio-cultural attitudes towards children with disabilities, including stigma and fear, further limit
their potential, especially after school opportunities. This may be compounded by perceptions that the
education of children with disabilities willnot be productive or cost effective. Parents may be unaware of

the rights of their children to attend school and may be ill-informed about the help available to their
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children. They may lack means of communication and mutual support with other parents as well as

constructive relationships with teachers, who may find them ‘too demanding.’

Negative attitudes about disability are compounded by negative attitudes about girls and women.
Disabled girlsmay be stereotyped as sick, helpless, childlike,incompetent and asexual. This discrimination
extendsto parents, teachers and the wider community. Girls’ educationiscommonly seen as secondary
to that of boysin many cultures, thisis compounded by disability making girls with disabilities one of the

hardest to reach groups.

Positive community attitudes to disability and gender equality are recognised as central to the success of
inclusive education. If the education of girls and children with disabilities is valued by families and the
wider community, this will encourage school attendance and educational achievement. This can be
achieved through advocacy programmes and campaigns. Parents and communities can provide support
and assistance in avariety of different ways, fromproviding accessible, safe transport to raising awareness

and advocacy (UNICEF, 2013). The involvement of parents as advocates s thought to facilitate inclusion.
5.3.8 Transport

Transport, or lack thereof, to and from schools represents a substantial physical barrier to educational
access for children with disabilities. Transportation may not be available or may be inaccessible to
children with physical disabilities. This is particularly limiting for children with disabilities living in rural
areas, whose homes are locatedalong distance from school. In many cases, transport toand from school

is not available or may cost more because of the adaptations needed for disabled access.

Girls with disabilities face intensified difficulties in accessing education as a result of distance. Again, this
is especially the case in rural settings and for girls with mobility orsightimpairments. Asseenin section
2.7, distance to school constitutes a barrier to education for girls on account of safetyfears travellingto
and from school. This applies to both disabled and physically able girls, but is heightened for girls with

disabilities who are more vulnerable to violence and abuse.

Free or low cost transport services to and from school will help give parents peace of mind regarding the
safety of their children with disabilities and girls whilst travelling to and from school, as well as improve
access opportunities for children in rural communities. An initiative has been introduced in India which

provides doorto door school transport for girls to ensure their enrolment and safety (Oxfam 2006, cited
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in UNESCO, 2008a). Resources needto be allocated by governments to ensuredisabledgirls and boys can

access schools safely.
5.3.9 School related violence against children based on genderand disability

Bullying and disability harassmentare widespread and represent an important factor keeping parents
from sending their children with disabilities to school. Safety is another important factor; in many
contexts, concerns about safety compound barriers to educational access for girls. Furthermore, as
discussed in section 2.7.1, sexual harassment in schools is recognized as a widespread problem for
disabled girls. This increases parental concerns about the safety of girls with disabilities, making them
reluctant to send their disabled daughters to school. As described in section 2.7, in Pacific Island
Countries, concerns about bullying influence pare nts’ decisionsto keep their childrenwith disabilities out
of school. This barrier surrounding Violence against Children needs to be addressed through

strengthening Child Protection practices.

Inclusive education practices are intended to change attitudes to disability and difference and help
address problems such as disability harassment and gender-based violence. By promoting inclusive
attitudes and open mindedness in schools, it is hoped prejudices and discrimination will be diminished,
creating egalitarian structures and societies. Inturn,educationis a factor itself as educated parents are
better equipped and education can help break the cycle of bullying, discrimination and gender-based
violence (Women’s Refugee Commission, 2011). Initiatives in Bangladesh show inclusive education can
have a positive impact on how children, parents, teachers and the wider community view disability and
special education needs, fostering inclusive attitudes and breaking down stereotypes (UNICEF ROSA,

2003).

Methods and practices neededto guarantee Child Protection and Child Safety in schools are closelylinked
with the recommendations made above, such as effective teacher training, support and monitoring,
strong national education policies with a discourse on Child Protection in Education settings,
strengthening partnerships between the education sectorand other ministries, and building community
ties and parental involvement (UNICEF, 2012a). Furthermore, gender-based violence and safety should
be addressedin curriculamaterials and teachertrainingto ensure supportive learning environmentsare
created (UNGEI, 2012b). Comprehensive trainingforeducators on Violence Against Childrenin general,
and School-related Gender-based violence in particular are critical in order to redress educational

inequality and create inclusive education systems.
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The UN Study on Violence against Children (2006, cited in UNICEF 2009) also highlightsrecommendations
such as codes of conduct for teachers and pupils, non-violent teaching, respect building, and full
conformity to the CRC. These need to be integrated into education policies, frameworks and training

processes in order to filter into education practices.

5.4 Concluding remarks

This sub-section has highlighted the lack of existing data on education for children, particularly girls, with
disabilities, as wellas the varying approaches and level of integration both gender and disability concerns
receive within country policies in the Asia and Pacific region. The sub-section has shown how there are
many barriers still in place to the provision of inclusive education. The lack of data in this field along with
the cleardefinition of disability and the missing link between genderand disabilityall pose afundamental
problemto developmentin this field. Furthermore, althoughlegal frameworks and education policies are
coming to recognise the concept of inclusive education, political will, lack of adequate resources and
effectivetraining mechanisms all stand in the way of this beingachieved. Many physical barriers remain
in place preventing children with disabilities accessing school including alack of adequate infrastructure,
resources and transport-related problems, all of which are exacerbated by the lack of adequate funding.
Finally, social factors such as attitudes provoking violence against children, parental and community
attitudes and awareness of support mechanisms for children with disabilities, all culminate to present
barriers to education for children with disabilities. Many of these factors are amplified for girls with

disabilities who face greater physical and social barriers to education.
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Chapter 6: Data —information by country

6.1 Assessment of available national data

Progressinimproving access for girls and childrenwith disabilitiesto educationin the East Asia and Padific
region to date has been uneven (UNESCAP, 2010). The low level of education access for such children
across the region observed by Takamine (2003) persists, as evidenced in EFA Regional reporting. The lack
of available dataandthe low profile of children with disabilities in East Asia Pacificis also reflected in EFA
regional monitoring reports. Although the UNESCO regional office has made notable attempts to
strengthen the focus, disability was not mainstreamed in mid-decade and end of decade EFA reporting
and numerical dataare inshort supply. There is, however, some useful reporting on disability and gender

contained within cross-cutting issues in the regional EFA synthesis discussion papers.

In additionto the EFA monitoringreports, a numberof country assessments analysing the situation and
response to education for children with disabilities have been carried out in the East Asia Pacificregion.
These contain a wealth of insights and some data although, unfortunately, none of themincorporated a
gender perspective throughout. They do, however, provide a platform for policy development and

programming.

The East Asia Pacific region is geographically and culturally diverse. The varying cultural and religious
contextsand historical legaciesinthe region have created a complex foundation from which to conduct
research. This diversity adds to problems faced when compiling regional reports on education, child
disability and gender. As such, when compiling the regional EFA mid-term monitoring reports, UNESCO
adopted a sub-regional approach: Insular South East Asia, Mekong Sub-Region, and the Pacific. This
section will combine the regional and country approaches to present the available dataon education for

children with disability in Asia and the Pacific, taking a gender perspective where possible.
6.2 East Asia
6.2.1 China

An inclusive approach to the education of children with disabilities has been evolving in China since the
1980s. In China’s National Plan for Medium and Long-term Education Reform and Development 2010-
2020 (CPG, 2010) the government providesguidelinesforimplementingitsstrategy of Inclusive education.

One target of the plan is to ensure that by 2020 every prefecture, prefecture-level city, and county of
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more than 300, 000 residents has at least one special education school.

National levelstatistics from China on special and inclusive education may not adequately reflect the large
region differences inside the country (Malinen, 2013). Data need to be disaggregated by region, gender

and socio-economic status to provide a more meaningful picture of disability.

In 2010 the total number of students with disabilities in Chinese regular primary and junior middle schools
was 255,662, while, thetotal enrolmentin special education schools or attached special educationclasses
was 169,951 students (Malinen, 2013). This equates to 60.1 per cent of students officially recognised as
havinga disability or other special educational need in mainstream education settings. However, a 2006
national sample survey showed China had almost 2.5 million children of compulsory education age (6—14
years old) with disabilities. This would suggest that some children with disabilities attend schools

registered as regular students and/or some children with disabilities do not go to school at all.

Competitive school culture and traditional instructional practices like whole-class teaching and rote
learning have been seen as major obstacles of inclusive education in China. Large class sizes have also
been seen as an important challenge (Malinen, 2013). Human Rights Watch (2013) argues that China
devotes too few resources to the education of children with disabilities in mainstream schools. Support
for these childrenis notinstitutionalized and the burden falls on the shoulders of teachers. Support staff
and specialized materials are not availableand training for teachersislimited, asisfunding. Asaresult, a
large percentage of children with disabilities drop out of school by the end of junior middle school or
transferto special schools. Discrimination against children with disabilities is pervasive and parents have

limited information about their rights and options.
6.3 Insular South East Asia

The distinct cultural heritage in the Insular South East Asia region whereby women are accorded a high
social status (Reid, 1988 cited in UNESCO, 2008a) means that gender parity in education has largely been
achievedinthisregion. Infact,itwould appearareversegendergap is emerging withboys lagging behind
girlsin educational achievements. This is particularly apparent as the children move up through the school
years (UNESCO, 2008a). On the other hand, many children with disabilities are not in school. Separate
special educationis provided for children with severe disabilities. Some disabled children who do not fall
into the ‘severely disabled’ category attend mainstream schools, but may not be identified as children

with disabilities. In Malaysia, itis policyto provide special education MoE institutions for children with a
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single disability and those with multiple disabilities are referred to the Ministry of Women, Family and

Community Development (UNESCO, 2008a).

Indonesia, Malaysia and the Philippines have incorporated a broad understanding of disability in their
education policies. Furthermore, Indonesia, Malaysia and the Philippines, recognize the special education
needs of children with disabilities within their development plans and policies, which represents a move
intherightdirectionto begin addressingthe needsof children withdisabilities. Forthistobe meaningful,
however, itisimportantto ensure the next steps are taken to bring this from policy into practice. In the
meantime, data for this region are remarkably sparse so further research is needed to obtain a

comprehensive overview of the situation before further policy recommendations can be made.
6.3.1 Indonesia

Education dataon children with disabilities are sparse butitis estimated that 75 per cent of children with
disabilitiesin Indonesia do not attend school (ASB, 2013). Under the Indonesian National Education Law,
parents of children with disabilities have the rightto enrol their children in specialneeds schools (Sekolah
Luar Biasa), however, these schools are limited in number and can be expensive. Some state schools
accept childrenwith special needs, but may not have the facilities or the teaching methods required for
children with disabilities and specific needs. Some ‘National Plus’ schools!® also provide inclusive
education for children with special needs and disabilities. The principle of Inclusive education is
incorporated into Indonesia’s Constitution and National Education Law. Nevertheless, much remains to
be done in order to ensure that all children in Indonesia are able to access quality educational services.
As such the Ministry of National Education has developed a strategy to expand special needs provision

(Indonesia MoE, 2007).

Ina study onimplementation of inclusive education involving a sample of 186schools with a total student
body of 24,412, itwas found that 12 percent(3,419) were students with special education needs (Sunardi
et al., 2011), along with 34 gifted students (0.1 per cent). Of all the students with SEN, 56 per cent were
males and 44 percent were females. The results showed that, in terms of institutional management, the
majority of inclusive schools had developed strategicplansforinclusion, legally appointed coordinators,
involvedrelated and relevant parties,and conducted regular coordination meetings. However, there were

still many schools that have not restructured their organizations. In terms of student admission,

10 Schools which provide education reaching beyond the national standards.
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identification and assessment, 54 percent of schools had set a quota for SEN students. Only 19 percent
had applied aselectionprocessin student admission, half of whichhad used different procedures for SEN
candidates. Approximately 50 percent of inclusive schools had modified their curriculum, including a
variety of standards and 68 percent of inclusive schoolsreported that they had modified theirinstructional
process. Only a few schools, however, had provided special equipment for students with visual
impairment, physical impairment, speech and hearing problems, and autism and gifted and talented
students. More than 50 percentreportedthattest items, administration, time allocations, and students’
reports were modified. For the national examination, this number decreased dramatically. Whilst positive
steps have been made to create a holistic, Inclusive education system, itis clearthat much remainsto be

done in Indonesia to ensure this provision spans the entire education sector.
6.3.2 Malaysia

In Malaysia, special needsstudents are categorized intothree main groups:i) the hearing impaired, ii) the
visually impaired and iii) learning difficulties (LD) which includes children with Down’s syndrome, autism,
ADHD,!! minimal retardation, and specific learning difficulties such as dyslexia (Hoque et al., 2013).
Children are assessedby a Medical practitionerand then they are placed in schools accordingly. Malaysia
has 34 special educationschoolswith 7,709 students enrolled, of which 66.56 per cent are male (Malaysia
MoE, 2012). Enrolmentin the Special Education Integration Programme is 27,096 children with 7,980

special needs teachers.

Malaysia has developed a strategy to increase the capacity of schools to address children with spedial
needs (Malaysia MoE, 2008). These learners are educated in regular schools and there are special schools
(Sekolah Khas) to cater for students with vision and hearing disabilities. However, dataon children with
special needs are inadequate to assess the percentage thathas beenincludedin mainstream education;
some children have not been formally assessed or diagnosed and some schools may not be providing
appropriate support. Itis acknowledged that the development of reliable estimates of children receiving

support is an important first step in better meeting special education needs.

The Special Education Department of the Ministry of Education is responsible for services covering the
needs of school-aged children with visual impairment, hearing impairment, learning disabilities and

remedial education. The Integrated Special Education Programme provides special education classes

11 Attention Deficit Hyperactivity Disorder
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located in anormal mainstream school and seeksto make schools more disability friendly. Thisis provided
forchildren with learning, hearingand visiondisabilities. The Programme is carried outin normal primary
and secondary school, as well as in technical/vocational secondary schools that use the withdrawal and

partially inclusive approach to teach and learn.
6.3.3 The Philippines

Despite the existence of education policies on inclusive and special education, children with disabilities
are still combating educational exclusion. The Department of Education estimates that 97.3 per cent of
them are still unreached. The number of children with disabilities in school was estimated to be 101,762
(2011-2011), about 5,916 are mainstreamed in regular classes (Department of Education, 2011). This

seems to suggest a system of separate education provision in special schools. A total of 276 Spedcial

Education Centres have been established nationwide.

The education system has full responsibility to ensure the right to education of children with disabilities.

Currently there are 2 models of inclusion:

e Partial mainstreaming towards inclusion in which studentsare educated in regular classes at least
half of the day. Children receive additional helporservices. Theyare pulledout of the mainstream
classroom to receive these.

¢ Full mainstreaming in which receive regularinstruction and all special services in the general

classroom.

Inclusive education involves training programmes for school heads and supervisors, teachers who teach

children with various disabilities and the development of specialised instructional materials. There are

systems for early intervention.

Challengesidentified include provision of resources toimplement inclusive education and increasing the
ability of schools to retain children with disabilities. Inclusion entails additional resources to those
currently provided to regular schools. Parents need to be mobilized to support inclusive education.

Provision of post school support is needed to enable children with disabilities to gain employment.
6.4 Mekong Sub-Region

The Mekong Sub-region has made great progressin recentyearsin addressing girls’ access to education.

However, this progressis largely restricted to gender parity in educationand, as yet, has failed to address
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gender equality within education. A review of curricular materials in Cambodia showed that gender

equality concepts have not been integrated into classroom resources.

Due tothe legacy of warintheregion, theissue of disability has particular pertinence; every year hundreds
of people, particularly children, are involved in landmine and unexploded ordinance incidents in
Cambodia, Lao PDR, Myanmar, Thailand and Viet Nam (UNESCO, 2008b). In spite of this, there is a
significant lack of data available in this sub-region recording the incidence of disability among children
andtheirattendance andinclusionin education. The EFA mid-decade monitoring report (UNESCO, 2008b)
positsthatthis reflects the extentto which this group is marginalized from society. Socio-cultural attitudes
may be a significant element in creating this marginalization (it is believed people born with disabilities
performed unworthy actsin a past life), generatingabarrierto equality of opportunity for children with
disabilities. Most mainstreamschools do not facilitate the inclusion of children with disabilities. A limited
number of special schools cater for children with disabilities, however, these are primarily located in urban

areas; as such, only a small percentage of children with disabilities benefit from education initiatives.

6.4.1 Cambodia

A study of disability, poverty reductionand development was undertakenin Cambodia with support from
DFID (KAR, 2005). This included a section on education, however, gender perspectives could be
strengthened. A properassessment of ‘disability’ is missingin Cambodiaand, therefore, data gathered on
children with disabilities within the education sector were considered to be questionable. At present,
data presents the most common form of disability as learning difficulty followed by speech difficulty. A

small-scale sample found that almost 50 per cent of children were attending school.

Cambodia has adopted an inclusive education policy (Kalyanpur, 2007). Mainstreaming education for
children with disabilities is increasingly gaining attention and response by government officials who are
workingto eliminate education disparities. Thisis protected under law through the Law on the Protection
and Promotion of the Rights of Persons with Disabilities states that the Ministry of Education should
encourage disabled students to be inregular education classroomsand integrated classrooms and provide
students with appropriate support. Furthermore, education law has provisions for the education of
children with disabilities, stating that disabled learners have the same rights as able learners and have
additional specialrights. Disabled learners of either sex have the right to study with able learners if there
is sufficient facilitation in the study process. Disabled learners who are not able to learn withablelearners,

even with facilitation, have separate special classes at community schools in their locality.
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The National Policy on Education of Children with disabilities (2008) aims to:

e Increase awareness and acceptance of disabilitiesamong communities, relevantinstitutions and
stakeholders.

e Provide early identification and intervention to all children with disabilities from birth to five
years.

e Provide quality education, life skills for disabilities equitably and effectively.

e Increase enrolment, promotion and survival rates in schools.

However, the special education needs of children with disability are not being addressed; teaching
methods still rely heavily on rote learning and corporal punishmentis common. The main challenges lie
in implementation. Lack of data on children with disabilities has been cited as a major constraint in
planning inclusive education (Bines and Lei, 2007). There is a critical shortage of teachers in regular
education that affects the availability of qualified teachers trainedin inclusive education orin specialized
courses. There are limited financial resources in a context of ‘too many prioritiesandtoo few resources’
to support the training of teachers, development of learning materials and the provision of assistive
devices. Systematic early assessment is not in place. School infrastructure is an issue and is cited by
parents as a barrier to inclusion: some schools have no ramps or accessible toilets or the ramps are not
built to universal design specifications. However, new schools are being built that are accessible to
children with disability (Bines and Lei, 2007). The findings that schools are inadequately equipped to
handle children with disabilities are corroborated in a study of disability rightsin Cambodia and the need

to monitor education outcomes for both boys and girls with disabilities (SIDA, 2012).
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Box 7: Pilot programmes to address disability in education

There are some pilot projects being undertaken, including interventions to improve diagnosis and
school-levelsupport. A pilot programme for disability screening for out of school children has recently
been developed by the Global partnership for Education (GPE). This includes professional screening
of children with disabilities bothin and out of school, the provision of support services and referrals,

and the use of data for planning.

This project has helped ensure children with disabilities are given higher priority by the Cambodian
education ministry. A better understanding of the needs of children with disabilities alongside data
from the survey enabled the ministry to set goals and monitor progress. The out-of-school population

was halved between 2007 and 2011 in large part because of these targeted policies and interventions.

The results of the GPE-funded survey were also shared with development partners, prompting a
number of education programs to support children with disabilities and impairments. For example,
GPE with partner organizations, is supporting a vision screening project for 13,000 studentsin 56
elementary schools in Siem Reap, with many children receiving eyeglasses, surgery, or other

treatments.

Source: www.globalpartnership.org/success-stories/learning-eye-glasses-cambodia

6.4.2 Lao PDR

In 2007-8 it was estimated that approximately 4 per cent of all school-aged childrenwith disabilities were
enrolled in education (pre-school to secondary education) and receiving appropriate assistance from
trained teachers (Lao Ministry of Education and Sports, 2011). Furthermore, astudy of girls’ education in
Lao PDR (King and van de Walle, 2007) found that having a disability lowered a child’s probability of
attendingschool by 13 percent. It was alsofound that ethnicity is acomplicating factor wit h rural Lao-Tai
girls being significantly disadvantaged in comparison with othersub-groups. This demonstrates how two
factors of marginalisation (gender and ethnicity) intersect to further marginalise select groups of girls and
the importance of taking a holisticapproach to inclusive education. This need has beenrecognised by the

government and positive steps are now being taken in Lao PDR to promote Inclusive education.

The Government of Lao PDR has adopted inclusive education as a national policy to support the

achievement of its education sector development objectives. The purpose is to reduce, and eventually
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eliminate, disparities in access to education of disadvantaged groups, including children with disabilities.
Implementation of the policy is supported by the National Strategy and Plan of Action on Inclusive
education 2011-2015 (Lao Ministry of Education and Sports, 2011). This sets targets to be achieved by
2015, one of which specifically concerns the schooling for children with disabilities: by 2015, at least 30

per cent of children with mild disabilities are to be enrolled in grades 1-9.

The Plan of Action includesfunding to establish procedures for diagnosing the education needs of children
with disabilities including early detection of disabilities. To create Inclusive Learning environments,
schools will be equipped with necessary assistive devices and teachers will be trained to betterrespond
to the needs of children with disabilities. Special schools will be established for children with severeand
multiple disabilities. It is acknowledged that there are weak systems for data collection and analysis of
disadvantaged groups. The Plan of Action acknowledges the currently weak data collection systems and
analysis on disadvantaged groups and, in response, will instigate data collection practices which will be
disaggregated by sex, disability, ethnicity and poverty levels. The best practices in placein Lao PDR are

described in further detail in section 5.3.
6.4.3 Myanmar

Education data on children with disabilities are lacking any form of disaggregation. Internships Asiaand
the Hussman Foundation recently funded a study on disability and development (Bawi, 2012) which
included some analysis of education for children with disabilities, but lacked a gender perspective. The
study showed that little support is available for families with children with disabilities and there is no
established diagnosis systemin placeforthe early years of childhood. Thereare afew special edu cational
institutions forchildrenwith disabilities in Yangon and Mandalay but access islimited dueto geographical,
logistical and financial constraints. At present, children with disabilities are educated in formal schools
and monasticschools, as well as in special schools. The mainapproach is to provide inclusive education
through mainstream schools, however, there remain many barriers which prevent children with
disabilities accessing mainstream education. UNICEF (2012c) notes that enrolment of children with
disabilitiesis low. In addition to the many physical barriers preventing access to mainstreaming education,
stigmatization and discrimination are widespread and an alleged 51 per cent of the population do not
believe in the need for persons with disabilities to receive an education (Bawi, 2012). Lack of public
understanding creates social barriers for children with disabilities meaning they are likely to suffer from

bullying and exclusion.
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Inclusive education has been adopted as the policy to address educational disadvantage of children with
disabilities and excluded children more generally (Myanmar MoE, 2007). To date, implementation has
been undertaken onaphase-in basis, with 125 Townships initially selected. Samplelessons for blind and
deaflearners have beendeveloped by the Department of Myanmar Education Research Bureau and there

are plans to provide Braille to all blind students (Myanmar MoE, 2005).

6.4.4 Thailand

The situation of gender parity in educationis fairly positivein Thailand. Education haslongbeen opento
girlsand although there isa small gendergap in favour of boys at primary level, in tertiary education girls
out numberboys and frequently outperform boys as well (UNDP Thailand, 2012). However, in 2003 the
Family Protection Centre of the Ministry of Education claimed that “every week, at least one school

teacher sexually abuses a student” (Bangkok Post, 2003 cited in UNICEF 2012).

InThailand, access to basiceducationwas extendedto children withdisabilities in the 1960s. Despite this,
and the significant progress the country has made towards meeting the EFA goals, significant challenges
remain unmet, in particular educational access for disadvantaged groups including children with
disabilities (UNESCO, 2008b). According to a UNICEF (2005:22, cited in UNESCO, 2008b) study “it is
estimated that one-third of school-aged children with disabilities are not enrolled in school.” This is
supported by research which shows that under 68 per cent of children with disabilities of school age

receive schooling (UNESCAP, 2010).

In an effortto reach disadvantaged out of school children, in 2006 the Ministry of Education developed a
policy on the provision of education for disadvantaged children. This specifically cites children with
physical, mental, emotional, intellectual, and learning deficiencies among this group (UNESCO, 2008b).
Since then a dramaticincrease inthe number of children with disabilities has been observed particularly
in integrated schools (UNESCO, 2009c). Early intervention services are provided from birth and the
Ministries of Education and Health work closely to ensure the needs of children with disabilities are
adequately met. Children must be registered, and assessed at Special Education Centres to develop an
Individualised Education Plan which provides the basis for individual support. There are some 43
Government Special Schools (20 for the deaf, 19 for children with intellectual disability, 2 for physically
handicapped and 2 for the blind). Special Education Centres have been established to provide support to
regular schools and the integration of children with disabilities into the mainstream. There were 76 in

operation in 2009.
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Despite the integrated system, education data on children with disabilities are hard to obtain. In 2009
UNESCO (2009c) reported a Ministry of Education estimate that only 20 per cent of children and youth
with disabilitieswereattending school. The majority do not progress beyondgrade 6and enterthe labour
force to supportthe family. Specialized facilities are principally availablein urban areas and there remain
many implementation challenges including the provision of qualified teachers, provision of appropriate
services, negative attitudes and overcoming outdated practices. The Individualised Education Plans have
proved to be problematic, particularly in terms of follow up and provision of additional funding to the
school. Overall, the allocation of resources has not been adequateand many teachersfeelunpreparedto

teach children with disabilities (Carter 2006; UNESCO, 2009c).
6.4.5 Vietnam

The ESCAP report ‘Disability at a Glance’ (2010) found that 41 per cent of children (aged 6 or over) with
disabilities are illiterate whilst only 19.5 per cent of children with disabilities have completed secondary
school. Inclusive education was introduced in 1990 with the policy objective of educating all children
within a common educational setting. Since 2003 all cities and provinces have established Steering
Committees foreducation of children with disabilities. Inclusive education isincluded on the guidance in
learning tasks. There are currently three approaches to educating children with disabilities (UNICEF,

2010c):

e Special schools: These accept only children with disabilities. There are currently over 100 such
schools providing education, physical training, health care and vocational training for around
7,000 children with severe disabilities. These are located primarily in urban areas.

e Integrated schools: Most of these schools continuetoinclude somestudents with disabilitiesin a
special education classroom.

e Inclusive schools: These are regular schools with no more than 2 children with disabilitiesin any

classroom.

The Ministry of Education and Training (MoET) set a target to achieve 70 per centenrolment of children
with disabilities by 2010, up from 31 percent in 2005/6. In 2008-2009, children with disabilities enrolled
at primary school age amounted to 67 per cent (MoET, 2011). A total of 390,000 school children with

disabilities received inclusive education and 7,500 received special education.
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Implementation of inclusive education has beenconstrained by inadequateresourcinginterms of budget,
human resources and support systems (UNICEF, 2010c). Data on the number and nature of disabilityare
limited. Barriers to inclusive education also include negative attitudes towards disabilities, lack of inter-
departmental coordination and cooperation, lack of equipment and trained teachers. Early intervention
services are not comprehensive and only reach a fraction of children with disabilities (UNESCO, 2009c).
Data from a study indicate that the inclusive programme tends to amplify already identified problems in
the public educational system mainly caused by overloaded and abstract curricula and a pervasive rote-
learning tradition (Rydstrom, 2010). It found that disabled girls, in particular, are susceptible to

pedagogical setbacks in the public school system.
6.5 The Pacific

A regional EFA discussion paper has not been prepared to date for the Pacificregion and there is little
available data regarding the education of children with disabilities. However, UNICEF’s report ‘Pacific
Children with Disabilities’ (2010) provides a comprehensive overview of the situation in Fiji, Kiribati,
Samoa, Solomon Islands, Tonga and Vanuatu. Although encompassing a culturally diverse and
geographically dispersed region, there are some common cultural attitudes towards children with
disabilities in Pacificlsland Countries. Children are highly valued and cherished in Pacific cultures so that
children with disabilities tend to be over-protected and sheltered. Consequently they are notencourage
to pursue education and learning skills which would allow them tolead an independentlife. The report
found that many children with disabilities start school with additional behavioural and communication
problems as they are largely ignored by their families, and on occasion have not even received toilet

training.

In many Pacific Island Countries, Women and girls face extreme marginalization. In Pacific Island
Countries, the low status accorded to women and girls means that girls are far more likely to be kept out
of education by their parents; girls enrolment rates in education compared to those of boys in Pacific
Island Countries are among the lowestin the world (AusAID, 2008 cited in UNWOMEN, 2011). Girls are
extremely vulnerable to gender-based violence (see section 2.7.1) in the form of sexual abuse, physical
violence, marginalizationand exclusion. Child marriageisalsocommon asisthe demandforthe payment
of a bride price (UNWOMEN, 2011). Girls’ exclusion from education represents yet another form of

gender-based violence perpetrated against girls in Pacific Island Countries.
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As seenin section 2.7.1, gender-basedviolence is an important example of violence against children.
Bullying, too, fallsinto this category and can present many barriers to children’s learning. Many parents
keep their children with disabilities from attending school to protect them from bullying and teasing.
Other parents believe children with disabilities cannot learn. A larger misunderstanding of disabilities
amongteachers and communitiesmay mean children withspecial education needsare turned away from
mainstream schools. Those who do attend schoolrarely move beyond primary education. Discrimination
and misinformation are significant barriers preventing many children withdisabilities from achieving their

educational potential.

A recent assessment of disability policy and programme frameworks in the Pacific (AusAid, 2012) found
that early detection, identification and rehabilitation are weak in the region. Furthermore, there are few
education opportunities forolderchildren with disabilities. Meanwhile, very few disability organisations
operatinginthe region prioritisethe needs of children with disabilities. At present, the evidence base for
policy makingand programmingis limited, however, thereisagrowing focus on the needs of people with
disabilities by governments in the region and a strong commitment to disability inclusion in education.
This is strengthened by the Pacific Education Development Framework as well as the Pacific Disability
Forum (2011) which has a strategic plan for the period 2011-2016 to promote the rights of people with

disabilities.
6.6 Concluding remarks

The above-mentioned studies provide insightsinto the reality and barriers experienced by children with
disabilitiesin some countries and sub-regions in Asia and the Pacific. These country analysesalso serve to
demonstrate how little data is available; in-depth data is not available for many countries in the region
and the reports that do exist either include children with disabilities or a gender perspective but rarely
both. This highlightsthe need for a comprehensive approach in this area if universal education is to be

achieved, granting equality of access and participation to all children, regardless of ability or gender.
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Chapter 7: Ways forward and recommendations

Increasingly, governments are committing to inclusive education (UNESCO, 2008b). However, there is no
agreed definition for inclusive education which means approaches and priorities vary between country
contexts. In essence, inclusive education holds firm the beliefthatall children can learn and have theright
to education. To achieve this requires an on-going process involving children, families, teachers and
communities so that regular school systems are able to educate all learners with appropriate support
mechanisms (UNESCO, 2010b). The phenomenon of socially isolated children with disabilities within an
inclusive education setting must be better recognized and addressed. Clearer articulation of the rights of
children with disabilities is needed together with specific guidance on how to protect and respect these

in schools. Within this there is a need to recognize gender differences.

There isapressing need for better dataand policy analysis. The most recent regional analysis on education
foundthat in most countriesin East Asiaand the Pacific, children with disabilities were being catered for
in special schools (UNICEF, 2003). The regional analysis on Inclusive education (UNICEF, 2003) also found

that some governments provide Special Education Units within regular schools.

As seenin sections 4.2 and 4.3, countries in the region have begun to strengthen their approaches to
educating children with disabilities. In 2011, the South East Asia Ministers of Education Organization
(SEAMEOQ) agreed to adopt the Washington Group on Disability Statistics and the Organization for
Economic Co-operation and Development (OECD) standards for describing disabilities. Thisisan important

step in enabling improved standards in analysis and reporting.
7.1 Key findings

This study highlights that girls with disabilities are among the most marginalized children in education.
Women and girls with disabilities face the typical disadvantages of gender inequality, but these are
compounded by disability. There is a pressing need to substantially enhance educational opportunityfor

all children with disabilities and mainstream a gender perspective.

To date, there has beenvery little considerationof gender as asignificant factorin policy or practice. Yet,
there are significant gender disparities inrelation to gender and the education of children with disabilities.
Children with disabilities, especially girls, are less likely to enrol in and complete education. Male children
are more prone to illness and trauma, they externalise their feelings more openly than girls and their

education is often prioritised over that of girls. Violence against children with disabilities, including
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gender-based violence isalsoprevalentin schoolsand data from adults with disabilities reinforce the idea

that men and women with disabilities experience discrimination differently.

Such lack of conceptualisation of access to education for children with disabilities from a gender
perspective represents asignificant barriertothe education of girls with disabilities. This has resulted in
a want of sex-disaggregated data, a lack of policies and programmes, and a lack of visibility and voice for
girls with disabilities. The high prevalence of discrimination and gender based violence against girls, and
resulting parental concerns regarding the safety of their daughters, means many are kept back from
education. The long travel distance to school, lack of transportation and school environmental barriers
further exacerbate this. Moreover a lack of mainstreaming of special needs education, political will,

partnerships and ability to monitorthe inclusion of children with disabilities pose problems forinclusion.

Approaches to measuring disability vary across countries, according to the purpose and application of
data, and limited data quality and comparability pose a fundamental problem in estimating the level of
disabilityand scale of marginalisation childrenwith disabilities face. High and low income countries have

vastly different capabilities to identify and respond to the needs of children with disabilities in education.

Ensuring equitable access to quality education for children with disabilities is not explicitly addressed in
the Dakar Framework for Action and Education For All goals. The internationally agreed approaches of
inclusive education and special needs education are implemented differently in different contexts. There
is no clear understanding of these terms and, in practice, special schools, special classes and regular
inclusive classes may all occur within one education system. This contradicts international best practice
and means inclusive education and Special Education Needs are not being addressedadequately to ensure
full participation of all children, regardless of gender or disability. With the currentfocus on the post-2015
development agenda, the needs of children with disabilities must be central to the future international

development discourse.

Nevertheless, countries have begun to strengthen theirapproach to educating children with disabilities.
In 2011, SEAMEO agreed to adoptthe Washington Group on Disability Statistics and OECD standards for
describing disabilities. Thereis, however, significant work to be achieved. From the ground covered in this
discussion paper, UNGEI would like to present some good practices and recommendations forthis area,

based on a fundamental change in approach.
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7.2 Good practices

Based on areview of available dataand policies, itis clear certain central policy priorities exist to address
education for girls and boys with disabilities in the Asia Pacificregion. However, countries need to invest

in:
7.2.1 Research, data gathering and analysis

Robust data are important to help develop appropriate education policies, sound sector plans and
programmes as well as monitoring implementation. Thisincludes gathering better data sets on children
with disabilities including the number of children with disabilities and their social circumstances. Such
data needto be age and sex disaggregated. Thereisan urgentneed formore comparable and complete
data collection and a better, shared knowledge base on the education of children with disabilities at
global, regional and national levels. Undertaking a barrier analysis is a useful way to strengthen
understandings of the context of children with disabilities in and out of school. This was recommended in
Equity and Inclusion in Education Guide (FTl and UNGEI, 2010) but few countries seem to have taken it
up. More research is needed on the education of girls and boys with disabilities. Suggested areas to

consider are listed below.

Box 8: Research agenda for education for girls with disabilities

e What barriers exist to education for girls with disabilities?

e Do diagnostictools accommodate potential differences between girls and boys?

e What learning support services are provided to children with disabilities in
a) ECCE; b) primary school and c¢) secondary school? Are these equitable from a

gender perspective?
e Are girls with disabilities receiving the learning support services they need?

e What do girls with disabilities perceive to be theireducational needs and whatis

their perception of the current support services they receive?
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7.2.2 Early identificationand response

Early identification of children with disabilities iscritical for the development of policies, strategic planning
and service provision (UNESCO, 2009b). Early diagnosisis necessary for childrenwith hearing impairment
since even mild hearing loss can impact on the child’s ability to listen in class and interact with peers.
Currently, low-income countries in particular face problems in identifying and characterising disability
among children. This can be attributed to a lack of technical capacity and cultural and language spedcific
toolsforassessment.Theseshouldbe relatively easy to putin place, possibly within a school health policy

framework.

7.2.3 Early Childhood Care and Education

Early childhood is a particularly important time for an individual's development and currently many
children under five are exposed to multiple risks. Diagnhosis of impairment risks at this stage in a child’s
lifeis crucial and signalsthe need to integrate disability identification and interventionsinEarly Childhood
Care and Education (ECCE) programmes. ECCE programmes can provide combined health and education
support, for example, support and guidance for parents on assisting learning at home and the use of
assistive devices such as mobility devices or spectacles (WHO and UNICEF, 2012). Inclusive pre -school and
early primary schooling can offer children with disabilities opportunities that ensure optimal development

through child focused learning, play, participation, peerinteraction and the development of friendships.
7.2.4 Professional development of staff and teachertraining

The pre and in-service training of teachers and other staff together with their professional development
is a key issue in inclusive education. It is important to develop teachers’ interest and competence in
inclusion (OECD, 2003). Skills development of teachers has been a prominent feature of success in ltaly
(see section 3.2) and helps show how effective capacity-building of teachers can be. According to the
International Disability and Development Consortium, (2013) puttingin place appropriateteachertraining

programmes in inclusive education involves:

e Givingattentiontoaddressinginclusive education in pre-service and in-service teachertraining
and through continuing professional development activities

e Developing amixture of (i) specificcourses thatfocus on inclusive education, and (ii) a
concerted effortto ‘embed’ inclusive education principlesinto all teachertraining courses and

activities.
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e Undertakinga review and revision of teachertraining courses, curriculaand materials; with the
review processinvolvingtraininginstitutions and ministry of education personnel, as well as
trainers, teachers and other education stakeholders from diverse sections of the community.

e Advocacyto encourage teachertraininginstitutions and ministries to undertake such changes.

In some countries disabled people have been refused access to train as teachers (Thomas, 2005) though
these employment limitations are being gradually removed (Bines and Lei, 2007). This is important
because it will help provide children with disabilities with visible examples of people with disabilities

playing an active role in their community, thus providing role models for the future.

There is a need for promoting information exchange on teacher training for inclusive education and
children with disabilities in the East Asia Pacific region. Teacher trainingis considered to be a major
element in quality education and is considered essential to Child Protection strategies. Professional
development for teachers should emphasise child health, safety and wellness in schools, as well as
promoting positive inclusive attitudes in school. Teachers should be given training to break down
discrimination and stereotypes against disability and special education needs. Trainingon disability and
inclusion should be provided in pre-service teacher training courses and offered within in-service
provision. There is also a need for specialised training for teachers working with children with spedific

disabilities e.g. deaf children (Bines and Lei, 2007).
7.2.5 Support services

Thereis a needfora regional, as well as sub-regional and national, mappingof the supportservices that
are available for children with disabilities, both within and outside the school, as well as how decisions
are made to provide such services. It would be important as part of this process to include analysis of

funding regimes for support services in mainstream settings.
7.2.6 Parental and community involvement

Parental and community involvement are important factorsin the education of children with disabilities.
This can range from representation in school management to working closely with teachers conceming
assessment arrangements or supporting children in classroom work in key areas such as reading and

mathematics.
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UNESCO has developed a module on children with disabilities in the Parenting Education Guidebook
(2011) that could be a useful tool to act as a basis to develop guidance on how parents of children with
disabilities can work with schools to support their education. Future modules and strategies need to
incorporate a gender perspective to adequately address the different needs of girls and boys with
disabilities. Althoughthisguidebook needs furtherelaboration, itrepresents akey initiativeand example
of good practices for building parental and community awareness surrounding disability and spedial

education needs.

Community involvement is key for inclusive education. Communities need to be sensitized to inclusive

education and the need to provide effective support to girls with disabilities.
7.3 Recommendations and ways forwards

Based on the international response framework and the regional overview, the following pages will look

at recommended ways forwards for improving awareness and approaches to gender and disability in

education in the region.
7.3.1 A fundamental change in approach

Giventhe lack of data and the invisibility of the issue, itis abundantly clear thata fundamental change is
requiredin education sectordevelopment processesif the right to education of children with disabilities
isto be fulfilled. Furthermore, provisions need to be takento differentiate between the needs of boys and
girls with disabilities. The educational rights of children with disabilities need to be given greater priority
by governments, civil society and international development partners. This requires building political will
as well as a widespread change in attitude towards children with disabilities, recognizing them as a
heterogeneous group, with a gender identity, whilst acknowledging differences in type of disability,
socioeconomicstatus, ethnicity and location. The equity and inclusion agenda of EFA needs to fullyindude

children with disabilities.

Piecemeal efforts are unlikely to achieve the fundamental shift needed to enhance inclusion for chil dren
with disabilitiesin the educational development mainstream. A comprehensive multi-sectoral approach
is required with the full, meaningful participation of disabled people’s organizations (DPOs). Greater
attention needs to be given to developing more robust methods of monitoring progress in educating

children with disabilities to ensure that the allocation of resources to support such children is equitable

66



and thereis no genderbias inidentification of disabilities or the allocation of resources. This should help

ensure girls with disabilities can take advantage of educational opportunities.
7.3.2 Incorporate a gender-perspective in addressing disability

Very little is known about the intersection between gender and disability and the impact on children in
and out of education. Girls with disabilities, in particular, are largely invisible in current education
discourse in the East Asia Pacific region. We know very little about her lived experience, the challenges
she faces in the classroom and school environment and how these are being addressed. Consequently
thereisa needtofind ways of making girls with disability visible and giving thema platform to voice their
concerns. This should be participatory and undertakenin a way that does not present girlswith disabilities

simply as victims.

In-depth research and data collection willhelp provide a better understanding of the lived exp eriences of
girls and boys with disabilities. This needs to be high quality data, utilizing both qualitative and
quantitative data collection, to obtain a comprehensive overview of the situation for children with
disabilities in East Asia Pacific. The more dimensions which can be disaggregated, the more
comprehensive the overview and analysis will be; disaggregated data are needed to shed light on the
patterns of enrolment, attendance, completion and attainment of childrenin the education system,

including by gender, disability, geography, ethnicity, class and religion.
7.3.3 Address stigma and violence, including sexual harassment, against children with disabilities

Accordingto the State of the World’s Children (UNICEF, 2013) discriminationremains aroot cause of many
of the barriers facing children with disabilities, creating increased risk of exclusion; girls in particular
experience discrimination and heightened vulnerability on account of their gender as well as their
disability (Plan, 2012). Furthermore, negative attitudes and stigma still present one of the greatest

obstacles to equality for children with disabilities (UNICEF, 2013).

Violence prevention policies and programmes must pay particular attention to traditionally marginalized
groups, including girls and boys with disabilities. NGO campaigns such as Plan International’s Leamn
Without Fear should consider taking aleadingrole in promoting the rights of girls withdisability. Parents’
organisations can also be crucial in combatting attitudes towards children with disabilities to support

inclusion (UNICEF, 2013).
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7.3.4 Review existing policies and laws

Many Governmentsin the East Asia Pacificregion have putinplace mandatory laws or educational policies
for all children thatincludethose with disabilities or have policies with explicit provision for children with

disabilities (UNESCAP, 2012a). These include:

e Cambodia: Law on the Protection and Promotion of the Rights of Persons with Disabilities (2009)
e Fiji:National policy on person living with disabilities 2008-2018

e Lao PDR: National Strategy and Plan of Action on Inclusive education 2011-2015

e Malaysia: Person with Disabilities Act (2008)

e PapuaNew Guinea: National Policy on Disability (2008)

e Thailand: Persons with disability empowerment act (2007)

It remains unclear, however, exactly how and to what extent these are being implemented in the
education sectorand whetherthereis need to adjust education laws, policies and guidelinesin the light

of new national disability legislation.
7.3.5 Promote disability mainstreamingin National Education Sector Plans

In many countries, the National Education Sector Plan is the key guiding document for sector
development. This is where children with disabilities need to be fully included in both strategy and
resource allocation. A National Education Sector Plan (ESP) should include the following to address the

education of children with disabilities (Bines and Lei, 2007):

e Enhanceddisaggregated data collectionon childrenwith disabilities to properly identify disabil ity
prevalence and needs.

e Strategies for overcoming identified barriers to access and retention of children with disabilities
e.g. making school buildings accessible.

e Capacity development.

e Parental and community involvement.

e M&E arrangements.

e Costing and funding arrangements.

Furthermore, governments and National Education Sector Plans need to incorporate a broader definition

of disabilityin orderto recognize special education needs. To this needsto be added agender perspective
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toensure the distinct needs of both girls and boys are recognized and addressed. Guidelines on Education
Sector Planning (ESP) and Appraisal prepared forthe Global Partnership on Education (UNESCO IIEP and
GPE, 2012) includes a phased preparation process: i) education sector analysis; ii) policy priorities, key
strategies and plan targets; iii) programme design; iv) Implementation arrangements and capacities; v)
costing and financing of the plan; vi) development and financing of an action plan; and vii) monitoring and
evaluation mechanisms. The application of these guidelines could help governments achieve inclusive
education which takes into account both gender and disability to work towards the goal of universal

education.
7.3.6 Implementation of policies

Although international frameworks and Education Sector Plans represent important steps in creating
Inclusive education systems, it is important that governments take action to fulfil these statements and
obligations once they have been ratified. The process of translating policy into practice is integral to
achievinginclusive educationsystems. Inordertodothis, ministries of education needto develop strong
coordination mechanisms, workplans, division and assignment of responsibilities should all be clearly
outlined. Furthermore, effective monitoringand evaluation (M&E) will be of centralimportance to ensure

continuation of these initiatives and good practices.

Effective implementation requires the involvement of many different groups such as national
governments, local authorities, and CSOs, as well as parents and communities (UNICEF, 2013).
Governments should consider working closely with CSOs which focus on education interventions for
children with disabilities in order to develop strategies for inclusive education (UNESCO, 2009¢c). The
Education Sectorin Lao PDR hasdeveloped an effective mechanism, in cooperation with CSO and gender

and disability experts, in order to develop effective knowledge generation and management.
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Box 9: Best practices in the Region: Lao PDR Technical Working Group on Disability and Gender

in Education

Effective data collection on education, disability and gender is limited in Lao PDR and historically,
little has been done to meet the needs of children with disabilities in education. The little datathat
isavailable show that, at presentonly, 30 percent of children with disabilities attend school grades

6-9.

In order to redress this, the Laos government has taken some positive first steps to promote
Inclusive education. The National Strategy and Plan of Action on Inclusive education 2011 -2015
identifies the need to address educational inclusion for disadvantaged groups, with emphasis on
women and girls and people withdisabilities. The strategy seeks the “empowerment of women and
girls, ethnicpeople, people with disabilities and their custodians and other disadvantaged groups to
ensure thatthey play an active decision-makingrole in the planningand implementation of inclusive

education programmes.”

A Technical Working Group on Gender, Disability and Inclusion (TWG GDI) has been established
under the Education Sector Working Group, with a governance structure that provides for shared
co-chairing by the Ministry of Education and civil society organisations (e.g. PlanInternational). The
objective of this TWG GDI is to provide guidance to the process of data collection and knowledge
generation in order to assist the Lao government tackle educational marginalization of girls and

children with disabilities to create an Inclusive education system.

As a result of this innovative initiative, analyses of gender and children with disabilities have been
includedinthe Education Sector Plan mid-term review for the first time. The TWG GDI is the first of
its kind and represents agood practice in the move towards inclusive education systems and could

act as a model for other governments in East Asia and the Pacific to follow.

7.3.7 Conduct education sector analyses

The education sector analysis process provides an opportunity to develop the evidence base for both
policy making and education sector planning. It is critical to achieving equity and inclusion in education

service delivery. The ESP Guidelines (UNESCO IIEP and GPE, 2012) recommend that education sector
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analysis include context analysis; analysis of existing policies; analysis of cost and finance; analysis of

education system performance; and analysis of system capacity.

The Equity and Inclusion Guide (EFA FTland UNGEI, 2010) to support education sector plan preparation,
revision and appraisalrecommends the undertaking of situation assessments to distil baseline data on the
status of inequity and exclusion in primary education. This should also identify barriers to access and
quality; involve policy analysis and an assessment of the effectiveness of currentinterventions. This type
of assessment is much needed specifically for children with disabilities, and needs to allow for a gender
perspective to be mainstreamed. Situation analyses are needed to inform policies and planning, and
education sector plans in particular. Given the complexities associated with educating children with
disabilities, girls and boys, itis probably necessaryto undertake a situation analysis specific to this theme.
A list of thematic areas to consider when conducting a situation analysis of children with disabilities in

education is outlined below (Box 10).

Box 10: Situation analysis of children with disabilities in basic education

e Barrierswhichexisttoand ineducationand how these can be addressed to education
e Supportservices (withinand external to the school) including disability assessment
e Dataon children with disabilities (disaggregated)

e Policyanalysis(e.g.inclusive education, school health etc.)

e Strategyanalysisto asses coverage and effectiveness of currentinterventions

e (Capacity of governments and civil society

e Teacherqualityandtraining (pre andin-service training)

e Curricularresources

e School management

e Parental involvement

e Civil society participation including disability NGOs

e (Costandfinancing
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7.3.8 Improve Health and Education linkages

There needsto be astrongerlink betweenschool health policies, inclusive education and disabilityas well
as improved coordination between ministries of education and ministries of health. The National School
Health Policy for Lao PDR (2010), for example, makes no specific mention of disabilities. In Cambodia a
study conducted with the Ministry of Education showed that a significant number of so-called disabled
and out-of-school children suffered from easilycurable ailments such as hearing loss caused by untreated
earinfections. Dataalso revealed that 5 per cent of children with poor eyesight simply needed eyeglasses
toread properly (Global Partnershipfor Education, 2012). Stronger linkagesbetween the education sector
and other governmental departments are essential to help raise awareness about disability and spedial

education needs as well as promote early identification.
7.3.9 Give voice to girls with disabilities “Nothing about us without us”

The principle of consulting with persons with disabilities needs to be observed in education sector
development. The principle of meaningful involvement of persons with disabilities and their
representative organizations envisaged by the CRPDis designed to empower persons with disabilities by
including them in political and social decision-making on issues that affect their lives (UN Partnership to

Promote the Rights of Persons with Disabilities, 2013).

In education development, this willrequire adopting new ways of participationin many countries in policy
and practice. Mechanisms will need to be found to give voice to both girls and boys with disabilities on
educational issues that affect them. Disability people’s organisations (DPOs) and disability-focused NGOs

may have an important role to play in this process.
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Box 11: Specificrecommendations for Governments and International Development Agencies

1. Facilitate advocacy and awareness raising initiatives to make education for girls with
disabilities more visibleand gender mainstreamed in education sector policies and practice.
2. Support, together with interested partners, including disability organisations, a
comprehensive stocktaking of education of children with disabilities and special educational
needs, using a common methodology, to support the implementation of the Incheon
Strategy. This should be conducted at the national and regional levels and needs to build
uponregional efforts to put in place a more robust framework for collecting and routinising

education sector data on children with disabilities and special needs education.

The stocktaking should include a gender lens throughout and investigate:

e Current education policies and national definitions of child disability.

e Mainstreaming of disabilities in education sector policy and practice e.g. how disabilities
are addressed in early childhood development, basic education including in school
construction, school access and services, classroom management, and school health
policies and programmes.

e Capacitytoscreenschool childrenforearlyidentification of disabilities in rural and urban
settings and develop early intervention services for children with disabilities.

e Teacher capacity and pre-service teacher training in inclusive education.

e Curriculum and pedagogy in inclusive education.

e Employment of teachers with disabilities who can act as role models.

e Learning outcomes.

e Policiesand practicesto overcome negative attitudes and address the stigmatisation of
children with disabilities.

e Partnerships to support the education of children with disabilities including parents,

NGOs, and community participation.

3. Promote qualitative research on the education of girls with disabilities and to act as a
knowledge hub for such studies in the region with a view to enabling evidence-based

advocacy efforts at country level.
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7.4 Conclusion

This discussion paper is a call to action. The time has come to put the education of girls and boys with
disabilities at the centre of education development discourse and practice. Opportunities in the region
already existto supportthis,such asthe Incheon Strategy, and there is agrowing awareness of the issues.
The East Asia Pacific region cannot afford to ignore its most marginalized children. It is hoped that this
discussion paper will providea platform fordiscussion and enable the development of clear objectives at
the national and regional levelsto fast track the education rights of childrenwith disabilities with a strong

focus on gender equity.
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Annex 1: ESCAP member states in Asia Pacific region and the CRPD

ESCAP Member States in Asia Pacific Region Signed CRPD Ratified CRPD
Afghanistan

Armenia ) 0]
Azerbaijan 0 0]
Bangladesh 0 0
Bhutan o

Brunei Darussalam 0

Cambodia 0] o
China ) 0]
Cook Islands o]
Fiji 0]

Georgia (@)

India 0] o
Indonesia o o
Iran (Islamic Republic of) 0]
Japan 0

Kazakhstan )

Kiribati

Korea (Democratic People’s Republic of) 0

Korea (Republic of) 0 0
Kyrgyzstan 0
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Lao People’s Democratic Republic

Malaysia

Maldives

Marshall Islands

Micronesia (Federated States of)

Mongolia

Myanmar

Nauru

Nepal

Pakistan

Palau

Papua New Guinea

Philippines (the)

Russian Federation

Samoa

Singapore

Solomon Islands

Sri Lanka

Tajikistan

Thailand

Timor-Leste

Tonga
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Turkey

Turkmenistan

Tuvalu

Uzbekistan

Vanuatu

Viet Nam
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