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IRR Implementing Rules and Regulations 

KII Key Informant Interview 

LGU Local Government Unit 

LTA Learn Together Activity  

MATTERS Mentors, Administrators, Teachers, Texts, Extra Practice, Regular Assessment, Standards 

MEL Monitoring, Evaluation, and Learning 

MFAT Multi-Factor Assessment Tool 

MoEYS Ministry of Education, Youth, and Sport 

MoPME  Ministry of Primary and Mass Education  

NCTB National Curriculum and Textbook Board 

NGDO National Grassroots Disability Organization 

NGO Nongovernmental Organization  

NSL Nepali Sign Language 

PEDP4 Fourth Primary Education Development Program 

PRIORITAS Prioritizing Reform, Innovation, and Opportunities for Reaching Indonesia’s Teachers, 
Administrators, and Students 

RA Republic Act 

READ Reading Enhancement for Advancing Development 

RFA Request for Application 

RFP Request for Proposal 

RQ Research Question 

RTI RTI International 

RWM Read with Me (Tajikistan) 

SEL Social and Emotional Learning  

SEND Special Education Needs and Disabilities 

SPED Special Education (Philippines)  

TLM Teaching and Learning Material 

UDA Universal Design for Assessment 

UDL Universal Design for Learning  

UNICEF  United Nations Children’s Fund 

USAID U.S. Agency for International Development 

USG U.S. Government 

WGQ Washington Group Questions
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Finally, at the USAID Mission level, it is worth noting one additional element that could act as an incentive 
to supporting implementing partners in designing disability-inclusive education interventions. However, it 
is not presented as a formal finding as only one example of this was available in the desk review 
documentation: 

• Midterm Evaluation Recommendations Increased Focus on Inclusive Education: In 2015, 
the Indonesia Prioritizing Reform, Innovation, and Opportunities for Reaching Indonesia’s Teachers, 
Administrators, and Students (PRIORITAS) activity underwent a midterm evaluation. Among the eight 
major recommendations from the midterm evaluation, there was one focused on inclusive education, 
which recommended that PRIORITAS “develop a unit on instructional techniques for teachers, 
principals, and parents that will assist special needs children already mainstreamed in local schools.”17 
While the activity’s written response to the comment in their 2015 annual report was that inclusive 
education was a “relatively small focus of the project compared to other issues of general teaching 
methodologies and school management and governance,” it is important to note that subsequent 
reports document action taken. For example, in 2016 and 2017, the activity reported it developed 
and tested tools to identify learners with special needs; conducted awareness-raising talk shows; 
supported partner schools to act as “inclusive education providers” and work with special schools; 
and supported 20 districts to include, and budget for, inclusive education within district strategic plans. 
After the midterm evaluation, PRIORITAS reported on significantly more disability-inclusive 
interventions than it did prior to the evaluation, which could indicate that midterm evaluations (if 
required to include a focus on disability inclusion) may act as an incentive to designing these types of 
interventions.  

Incentives and barriers at the USAID/Washington level include the following.  

1. Technical Support: USAID/Washington is in the position to provide technical support and capacity 
strengthening on disability-inclusive education to education teams within USAID Missions which, in 
turn, can influence activity design and solicitation language. KIIs with two USAID/Washington staff 
focused on disability-inclusive education referenced significant efforts in recent years to reach out to 
USAID Missions in the Asia region to highlight the importance of disability inclusion. This was reflected 
by USAID Missions themselves, which, through the survey, noted that USAID/Washington has been 
particularly helpful in “providing inclusive education training,” “reviewing the disability-inclusive parts 
of program descriptions,” “providing technical guidance on the design of sign language programs,” and 
“explaining USAID’s strategy on disability-inclusive education.” Exhibit 15 presents an overview of 
support provided by USAID/Washington (as reported through two KIIs with USAID/Washington staff) 
and support that USAID Missions noted has been most helpful to their work (as reported through 
the survey of USAID Missions staff). What these findings highlight, as supported by KIIs with 
USAID/Washington staff, is that technical support is partly a “two-way street.” USAID/Washington 
provides opportunities for technical support, but USAID Missions must be interested and available to 
proactively reach out for targeted support.  

 
17 RTI International. (2015). USAID PRIORITAS Annual Progress Report: October 2014-September 2015. U.S. Agency for 
International Development, p. 165.   
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for activity staff and also one of the least frequently reported interventions for ongoing broader education 
activities (only the Tajikistan Learn Together Activity reported an intervention on adapted early grade 
assessments).23 This suggests a possible relationship between the professional development training that 
staff receive (particularly the topic and content of the training) and the activity’s decision to design certain 
disability-inclusive interventions.    

Conversely, conversations around designing disability-inclusive education interventions can struggle to 
take off if there is a reported lack of staff with the requisite technical expertise available to lead those 
conversations and advocate for disability inclusion. Despite the positive relationship between staff training 
and the implementation of selected interventions, implementing partners of ongoing basic education 
activities most frequently pointed to the issue of human resources (e.g., trained staff) as a barrier. For 
example, 44% of ongoing activities reported not having sufficient human resources to design and conduct 
disability-inclusive education interventions. Furthermore, two ongoing activities noted that they did not 
plan to conduct future disability-inclusive education interventions, citing “lack of trained staff” as an 
important factor24 in their decisions to cease future programming in this area.25  

Financial Resources: All activity interventions have budget implications, whether those be staff time, 
grants, or subcontracts to support interventions or procurement costs. If particular interventions are not 
budgeted at the proposal stage or during annual work planning sessions,  

. This is particularly relevant for broader education activities that 
must allocate their financial resources to a variety of interventions (including disability-inclusive education 
interventions, if they choose). In the survey of implementing partners of ongoing activities, 57% of broader 
education activities reported not having sufficient budget allocated for disability-inclusive education 
interventions. Representing more than half of the ongoing broader education activities, financial resources 
act as a barrier to the depth and breadth of disability-inclusive interventions that activities choose to 
design. Costing and budgeting for education activities is an area of focus for USAID, and it will be important 
to understand ways that implementing partners can effectively budget for disability-inclusive interventions. 
However, this was beyond the scope of this review as researchers did not have access to individual activity 
budgets.   

While human resources and financial resources emerge as both incentives and barriers to designing 
disability-inclusive education interventions at the implementing partner level, there is one additional factor 
worth noting:  

• Implementing Partner Priority: In the survey of ongoing education activities, 71% of respondents 
noted that having disability inclusion as a priority within the implementing partner’s organization was 
not an important factor in their decision to design disability-inclusive education activities.26 This 
reinforces the finding that implementing partners rarely set the disability inclusion agenda; rather, they 
respond to opportunities (through, for example, solicitations) that Missions set through USAID’s 
larger agenda.  

 
23 RQ 2 provides additional information.  
24 Other important factors included  “project staff too busy,”  
discussed in this section.  
25 The case studies provide further details on how implementing partners approach training and staffing for 
disability inclusion. 
26 More important factors included having disability inclusion as part of the final activity description and as a clear 
USAID Mission priority. Both of these factors are discussed under the USAID-level section.  
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Beyond national-level support, there are windows of opportunity to support subnational 
systems (such as provincial or district governments) and strengthen their capacity for 
inclusive education; however, examples of this within broader education activities are very 
limited. One broader education activity, Indonesia PRIORITAS, referenced subnational inclusive 
education policy interventions. PRIORITAS supported 20 districts to include inclusive education in the 
district-specific strategic plans and budgets. PRIORITAS also supported partners in one province and two 
districts within another province to develop “declarations on inclusive education.” Local governments 
provided the cost to develop the declarations and associated plans, with PRIORITAS acting as the 
facilitator and resource partner. 

RQ 2: TEACHING AND LEARNING MATERIALS  

Broader education activities have demonstrated expertise in producing learner-centered 
and learner-friendly materials to promote literacy development. Many activities supported, or 
continue to support, host governments to produce textbooks and supplementary readers for early grade 
learners. As part of their TLM package, activities also create learner-centered materials to support 
learners to strengthen literacy skills. For example, the Innovation for Improving Early Grade Reading 
Activity (IIEGRA) in Bangladesh developed materials such as flash cards, letter and number cards, word 
games, and word walls, while the Pakistan Reading Project developed a set of read-aloud big books, student 
workbooks, and syllable charts.  

While two broader education activities specifically reference incorporating UDL into TLM 
design, many other TLMs are learner-centered and learner-friendly, which can reflect UDL 
principles. A core tenet of UDL is providing variability within the classroom and allowing learners to 
engage with lesson content in a number of different ways. Materials such as the ones listed above (e.g., 
flash cards and word games) can be used to motivate learners and engage them in different activities to 
practice key skills. Available documentation did not explicitly reference how these types of materials were 
used in classrooms. As a result, researchers were unable to determine, in many instances, whether 
activities designed TLMs with UDL in mind. This is likely because USAID has only recently made a strong 
commitment to embedding UDL principles within education activities, and many activities in the desk 
review sample closed before the publication of USAID’s 2018 Universal Design for Learning to Help All 
Children Read Toolkit.33 Two activities, however, did reference UDL during TLM development, as shown 
in Exhibit 21.  

 
33 U.S. Agency for International Development. (2018). Universal Design for Learning to Help All Children Read. 
Online toolkit. Available at 
https://www.globalreadingnetwork.net/sites/default/files/media/file/Literacy%20for%20All%20Toolkit_0.pdf 

https://www.globalreadingnetwork.net/sites/default/files/media/file/Literacy%20for%20All%20Toolkit_0.pdf
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health clinics (that would generally be managed by the ministry of health). The Laos Learn to Read activity 
summarizes this sentiment: 

Screening and provision of assistive devices must also be supported by the development and 
implementation of a referral pathway. The weakness and compartmentalized nature of the current system 
makes it difficult to develop a credible referral pathway and requires a partnership with the Ministry of 
Health that the activity currently does not have. Providing initial screening raises the hopes of students and 
parents [of] the students having difficulties in vision or hearing and sets expectations. If these expectations 
are not fulfilled, then trust is undermined.50  

The Cambodia ACR activity also shares this sentiment (see RQ 3), which suggests that, following a 
screening pilot, more resources must be provided to strengthen the local health system and support local 
clinics to work with schools to conduct screening.  

RQ 2: INSTRUCTIONAL PRACTICES51 

When broader education activities support teacher training programs, they tend to frame 
inclusion as providing additional support to struggling learners. Most broader education activities 
referenced integrating inclusive education into teacher training modules through a focus on struggling 
learners, including those who learn at different paces. This may not be surprising given that only three 
broader education activities conducted disability screening interventions. Only three broader education 
activities provided teacher training on specific disabilities, focused largely on learners who are blind or 
have low vision and learners who are deaf or hard of hearing. Exhibit 25 highlights general trends within 
teacher training on inclusion and disability inclusion.     

 
50 Save the Children. (2020). USAID Learn to Read Year 2 Annual Report: October 2019-September 2020. U.S. Agency 
for International Development, p. 96.   
51 For this section, it is important to note that only one broader education activity—Indonesia PRIORITAS—had 
training modules available on USAID’s DEC. Therefore, the findings in this section are largely based on how activities 
describe teacher training interventions in annual, quarterly, and technical reports. This has limitations and prevented 
researchers from seeing exactly how activities addressed disability inclusion in training modules.  
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RQ 3: POLICY SUPPORT 

Disability-specific education activities provide initial support to government counterparts 
through disability sensitization awareness-raising trainings with government counterparts. 
Disability-specific activities, more so than broader education activities, note government officials’ 
understanding and attitudes toward disability and inclusive education principles as a critical factor in 
actualizing inclusive education and disability-related policies. Two disability-specific activities, Cambodia’s 
ACR and the Gabay activity in the Philippines, indicated that they hosted disability sensitization workshops 
with government officials. For example, Gabay conducted two sessions of its Disability Sensitivity 
Awareness orientation for focal key persons, which included officials from the Department of Education 
and local government units (LGUs). The three-day training reportedly had high participation rates from 
the Department of Education and LGUs for both sessions.57   

Two disability-specific education activities work closely with subnational government and 
school stakeholders to integrate inclusive education into local education plans and policies. 
Nepal's Reading for All worked with subnational government counterparts, in addition to having staff 
embedded within the Center for Education and Human Resource Development, to ensure that learners 
with disabilities and inclusive education principles were integrated into the School Sector Development 
Plan and School Improvement Plans at the district level. Additionally, the Gabay activity in the Philippines 
worked with LGUs to develop inclusive education policies for their area. Gabay also worked with school 
principals and teachers to establish quality indicators for monitoring inclusive education of learners with 
sensory disabilities; indicators were presented to the Department of Education for endorsement. The 
indicators were used to inform the development of 15 School Action Plans developed by principals and 
teachers to help identify and prioritize areas of need and develop interventions to address those areas 
that can be carried out in at least one school year and show improvement.   

RQ 3: TEACHING AND LEARNING MATERIALS 

All three disability-inclusive activities focus primarily on TLM adaptations for learners with 
sensory disabilities.  All three disability-specific education activities produced TLMs for learners who 
are blind, have low vision, are deaf, or are hard or hearing. In addition, all three disability-specific activities 
collaborated with DPOs to produce these adapted TLMs. Exhibit 30 highlights examples of specific 
adaptations that activities made.  

 
57 Resources for the Blind, Inc. (2020). USAID Gabay (Guide): Strengthening Inclusive Education for 
Blind, Deaf, and Deafblind Children; Year 1 Annual Report: July 2019-June 2020. U.S. Agency for 
International Development; p. 69; Resources for the Blind, Inc. (2021). USAID Gabay (Guide): 
Strengthening Inclusive Education for Blind, Deaf, and Deafblind Children; Year 2 Annual Report: July 
2020-June 2021. U.S. Agency for International Development; p. 63.  
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Adapting EGRAs for learners with disabilities is a highly collaborative process that includes 
diverse stakeholders, including persons or organizations of persons with disabilities and 
disability practitioners. As standards do not yet exist on adapting assessments for learners who are 
blind or have low vision and learners who are deaf or hard of hearing, activities take a highly collaborative 
approach to develop appropriate adaptations. Activities leverage the lived experience of DPOs and 
knowledge from disability practitioners to help identify adaptations that will create a more accessible 
assessment based on learner needs because of their disability.  For example, the Gabay activity facilitated 
an adaptation workshop for the deaf and hard of hearing EGRA. Gabay’s adaptation workshop included 
13 consultants who are deaf, DPOs, and Department of Education and Special Education representatives.  

RQ 3: AWARENESS-RAISING 

Disability-specific activities address awareness-raising through training opportunities and 
field visits with key stakeholders. Disability-specific education activities leverage opportunities to 
integrate disability sensitization along with success stories of learners with disabilities and inclusive 
education to shift perception. Disability sensitization within training activities typically focuses on disability, 
disability rights, laws and policies, barriers faced by learners with disabilities, and the development of action 
plans or ways to support the inclusion of learners with disabilities within schools. For example, Gabay 
conducted a 3-day orientation with project staff and partners and a 2-day workshop for key focal 
personnel, including officials from the Department of Education, LGUs, parents, DPOs, and local CSOs.  

Disability-specific activities highlight learners with disabilities, in TLMs, public service 
announcements and campaigns, and social media posts. All three disability-specific education 
activities indicated using positive imagery of learners with disabilities in materials and social media to 
promote representation and highlight learners with disabilities. For example, Gabay’s “I AM ABLE” 
advocacy campaign developed flyers and brochures aligned with its Disability Awareness and Sensitivity 
Training Module. The materials were developed with and validated by multiple stakeholders, including 
government officials and DPOs. Gabay’s reports indicate that the project plans to distribute over 3,000 
copies of the “I AM ABLE” materials to project sites to be used to raise awareness of learners with sensory 
disabilities.  

RQ 3: FAMILY INVOLVEMENT  

Within disability-specific education activities, family interventions seem to serve a dual 
purpose: to inform activity interventions and build awareness. Families participate in workshops 
and trainings to (1) inform specific activity interventions, and (2) learn about disability awareness and how 
they can support their child’s literacy development. An example of the former is Gabay’s close 
collaboration with family members to develop training, participate in training, and form parent-teacher 
associations. Gabay reported soliciting individual family involvement and a parent-led DPO in designing 
and providing feedback on the activity’s training materials. Families are also consistently listed as training 
participants in the documentation for most training activities. An example of the latter is Nepal’s Reading 
for All’s various interventions with parent-teacher associations. One intervention was a half-day 
orientation on Nepal’s education acts (including inclusive education acts), policies on services for persons 
with disabilities, and the role and responsibilities of parent-teacher associations and school management 
committees.  

Disability-specific education activities support families of learners with disabilities by 
encouraging enrollment in and attendance at school. Disability-specific activities take both a 
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There is no evidence of broader education activities disaggregating any MEL indicators by 
disability, despite some activities reporting plans to do so. As such, this means that broader 
education activities are not measuring learning outcomes for learners with disabilities. 
USAID’s reporting guidance72 states that basic education activities should disaggregate person-level 
indicators by disability if learners with disabilities are targeted as beneficiaries or sub-beneficiaries.73 No 
broader education activities disaggregated MEL indicators by disability; however, some did specifically note 
they intended to disaggregate. For example: 

• Okuu Keremet! (Kyrgyz Republic): States that indicator 19 ES.1-45 will be disaggregated by 
disability. This indicator is the percentage of primary grade learners targeted for USAID assistance 
who have the appropriate variety of decodable, leveled, and supplementary readers in the language of 
instruction with inclusive representation of diverse populations. Although the activity reported 
numbers of learners and percentage of learners who received TLMs, these were not disaggregated by 
disability.  

• Sindh Reading Project (Pakistan): States in its MEL plan74 that the activity will disaggregate 
multiple indicators by disability; however, there was no evidence of such disaggregation in subsequent 
reports.  

• Basa Pilipinas (Philippines): States that it will disaggregate by disability where possible; however, 
there was no evidence of such disaggregation in reports.  

Current MEL indicators do not always capture the extent of disability-inclusive interventions 
that broader education activities implement. As highlighted in RQ 2, many broader education 
activities implemented a range of disability-inclusive interventions; however, only four (22%) had MEL 
indicators that reference disability inclusion. The LTA in Tajikistan represents just one example of a missed 
opportunity to report on inclusion. The activity supported over 800 summer reading camps for more than 
30,000 learners, and in the narrative of its 2021 annual report, it noted that 439 of those participants were 
learners with disabilities. However, this does not seem to be reported in official MEL indicators. Similarly, 
other broader education activities provided significant policy support on inclusive education, conducted 
disability awareness-raising activities, and provided training on inclusive education; however, these efforts 
were not captured in official MEL data.  

Disability-specific activities use both output and outcome indicators to measure disability 
inclusion. Two disability-specific activities—Reading for All and Gabay—use a mix of both output and 
outcome indicators, while ACR primarily uses output indicators. Exhibit 38 presents selected examples. 
The challenge with primarily using output indicators is that there are fewer opportunities to measure the 
learning progress of learners with disabilities. An additional challenge, as referenced in the paragraph 
below, is that often MEL indicators within disability-specific activities rely heavily on screening data for 
reporting. The complexity of implementing screening interventions (see RQ 3) can, therefore, make it 
challenging to report on certain MEL indicators.  

 
72 U.S. Agency for International Development. (2020). How-To Note: Collecting data on disability prevalence in 
education programs. Online resource: https://www.edu-links.org/index.php/resources/how-note-collecting-data-
disability-education ; U.S. Agency for International Development. (2021). Education Reporting Guidance – Fiscal 
Year 2022. Online resource: https://www.edu-
links.org/sites/default/files/media/file/FY22_Guidance_Document_111021_-508_0.pdf  
73 Note that earlier guidance (pre-2020) does not seem to place a heavy emphasis on disaggregation by disability. 
74 Pakistan Sindh Reading Project, MEL Plan, 2014 

https://www.edu-links.org/index.php/resources/how-note-collecting-data-disability-education
https://www.edu-links.org/index.php/resources/how-note-collecting-data-disability-education
https://www.edu-links.org/sites/default/files/media/file/FY22_Guidance_Document_111021_-508_0.pdf
https://www.edu-links.org/sites/default/files/media/file/FY22_Guidance_Document_111021_-508_0.pdf
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CONTEXT: OVERVIEW 

In the past, Tajikistan educated learners with disabilities solely in segregated boarding schools, a remnant 
policy from the Soviet education system. However, over the past several years, the Government of 
Tajikistan has moved toward a vision for inclusive education that more closely aligns with the United 
Nations CRPD and General Comment No. 4 on Inclusive Education. This shift is largely supported by 
families and civil society groups, who increasingly express a desire to keep learners with disabilities in 
general education schools within their home communities. Today, learners with previously identified 
disabilities (such as learners who are deaf or blind or have low vision or intellectual disability) have four 
options for education: (1) one of the 11 segregated boarding schools; (2) at-home learning, which includes 
occasional visits from a local teacher; (3) segregated classrooms in general education schools; and (4) 
inclusive settings in general education schools. However, in the inclusive settings, teachers have limited 
training if any and do not have access to adaptive materials or resources. 

Exhibit 40 provides an overview of Tajikistan’s journey toward disability-inclusive education and how 
USAID/Tajikistan’s support has evolved to respond to the government’s priorities.  
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• USAID/Tajikistan has made disability inclusion a clear priority at the Mission level (most recently 
through the U.S. Embassy in Tajikistan’s 2022 Action Plan on Disability and Inclusion), and its education 
team has demonstrated its commitment to disability-inclusive education through progressively 
stronger inclusion language in recent basic education solicitations.  

 
.  

• The USAID implementing partner has committed to integrating disability inclusion throughout 
activity interventions by creating a dedicated staff position as well as engaging a consortium partner 
to provide ongoing technical support.  

Similarly, the lack of a strong local evidence base on what works in Tajikistan emerged as a common 
barrier to conducting disability-inclusive education across all three levels. For example: 

• The Ministry of Education and Science oversees the Academy of Education Development, which 
conducts education research in the country. As Tajikistan continues to shift toward a more inclusive 
education system, this entity specifically stated that additional research on the UDL practices taking 
place at the classroom level and the subsequent gaps in practice would be helpful moving forward. 
Specifically, since UDL features in Tajikistan’s new National Concept Note on Inclusive Education, 
government representatives expressed a desire for more support on operationalizing UDL practices 
in teacher instruction and throughout the curriculum. They also stated that the lack of reliable data 
on learners with disabilities (including prevalence data and learning outcomes) is challenging.  

• USAID/Tajikistan operates in a context where there is a lack of reliable data on learners with 
disabilities (including prevalence data and learning outcomes) as well as a local evidence base. This 
makes it challenging to identify the more realistic and impactful entry points for programming.  

• The USAID implementing partner, despite having a full-time staff member dedicated to GESI 
issues, expressed challenges in identifying local experts with skills in early grade education for learners 
with disabilities. This, combined with a limited local evidence base on what works, makes it challenging 
to implement contextualized disability-inclusive education interventions.  
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has high expectations for inclusive education without clarity around rollout, as confirmed by case study 
stakeholders. USAID’s basic education programming in the Philippines is an example of how strong 
alignment and linkages between activity interventions and government policies to support learners with 
disabilities can further the operationalization of those policies.  

CONTEXT: OVERVIEW AND POLICY FRAMEWORK FOR DISABILITY-INCLUSIVE EDUCATION IN THE 
PHILIPPINES 

The Republic of the Philippines has a long-standing commitment to the education of learners with 
disabilities, with the first special education institution established in 1907 for learners who were deaf and 
those who were blind. Throughout the 20th century, the government established various types of 
specialized segregated schools for learners with different disabilities,81 and in the late 1950s, universities 
began providing teachers with formal training on how to support learners with disabilities.82 Over time, 
the Philippines has progressed from specialized segregated schools to special education centers within 
general education schools where learners are educated in separate classrooms. Currently, the country is 
embarking on a gradual and phased shift to not only support learners with disabilities in receiving an 
education in a general education classroom but also, more importantly, to provide appropriate supports, 
modifications, and individualization to those learners as they receive instruction alongside their peers 
without disabilities. This shift, further described below, is supported by the current policy framework and 
commitments of the Government of the Philippines.  

The current special education system in the Philippines includes learners with disabilities, along with 
learners who are labeled as gifted and talented. Under the Philippines special education (SPED) system, 
learners with disabilities primarily access educational services through a SPED center (self-contained 
classrooms) or through full or partial inclusion within the general education setting. The purpose of the 
SPED center, as described in the Special Education Act of 2019, is to provide appropriate education 
services to learners based on their individual needs, which includes identifying the best learning 
environment (e.g., SPED classroom or inclusion within a general education classroom). Additionally, KIIs 
with Gabay project staff, partners, teachers, and representatives from the Persons with Disabilities Affairs 
Office of Batangas revealed that SPED center teachers provide support to general education teachers on 
instructional practices and material adaptations so they may better help learners with disabilities in general 
education classes (see Exhibit 45 for an example in practice). Finally, learners with complex medical or 
behavior needs, or those living in very rural locations and unable to access schools, may receive hospital-
based instruction, home-based instruction, or community-based instructional support. Hospital-based 
instruction may include bedside tutoring and group instruction from a special education teacher; home-
based instruction may include support from parents to learn reading, writing, and mathematics; and 
community-based instructional support is supported by teachers, para-teachers, or volunteers who 
support students in learning reading, writing, mathematics, and self-help activities.83  

Exhibit 45 highlights the two most common models currently implemented in the Philippines, along with 
a description of how each works in practice as observed during a case study field visit to a school 
supported by the Gabay activity.  

 
81 Segregated schools in the Philippines are generally based on disability type.  
82 Inciong, T. G. (2005). The development of welfare and education for children with mental retardation towards inclusion: 
The Philippine experience. Japan League on Developmental Disabilities. http://www.jldd.jp/gtid/acmr_17/pdf/3-
Inclision.pdf  
83 Inciong 2005  

http://www.jldd.jp/gtid/acmr_17/pdf/3-Inclision.pdf
http://www.jldd.jp/gtid/acmr_17/pdf/3-Inclision.pdf
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and in-service training facilitated by persons of the deaf community for entities working in the education 
sector. 

Together, these acts build upon each other and establish a policy framework focused on ensuring equitable 
access for learners with various types of disabilities.  

INCENTIVES AND BARRIERS TO IMPLEMENTING DISABILITY-INCLUSIVE EDUCATION IN 
THE PHILIPPINES  

KIIs with the DepEd, USAID/Philippines, and the two ongoing USAID activities (ABC+ and Gabay) revealed 
some incentives, enablers, and barriers to implementing disability-inclusive education. While Exhibit 47 
presents a full overview, some trends are described below. Note that the information presented in this 
section represents the commonly referenced incentives and barriers, as they relate to USAID basic 
education programming, from case study stakeholders. 

Across all three levels—the government, USAID/Philippines, and USAID implementing partners—buy-in 
from the right stakeholders acts as a significant incentive and enabler to implementing disability-inclusive 
education. For example: 

• DepEd officials noted their commitment to implementing the new Inclusive Education Act as well as 
working with the Philippines’ robust network of DPOs and CSOs (which Gabay has leveraged in 
advocating its efforts to the government).  

• USAID/Philippines is strengthening the capacity of its own staff around disability-inclusive education 
and tapping into USAID/Washington resources (such as the USAID/Washington Foreign Service 
Nationals Fellowship) to provide technical leadership opportunities and strengthen technical 
knowledge. USAID/Philippines also bought into the USAID ACR/Asia mechanism to support selected 
basic education interventions, including a pilot to conduct EGRAs with deaf learners remotely. With 
these selected examples, USAID/Philippines has and continues to demonstrate commitment to 
advancing disability-inclusive education and contributing to the wider evidence base around what 
works in this sector.  

• USAID implementing partners,  
 

.  

Similarly, a lack of resources (technical and financial) emerged as a common barrier to conducting 
disability-inclusive education across all three levels. For example: 

• Dep Ed officials stated that a lack of in-country technical expertise as well as the availability of and 
capacity to produce in-country goods (e.g., accessible devices) create challenges in implementing the 
new Inclusive Education Act. Despite DepEd’s noting this as a barrier, the next section of this report 
highlights how USAID/Philippines’ programming is, in fact, challenging this notion.  

• USAID/Philippines  
 
 

  

• USAID implementing partners, in both broader (ABC+) and disability-specific (Gabay) activities, 
have limited resources to implement disability-targeted interventions within their programming, 









https://www.deped.gov.ph/2018/07/10/do-29-s-2018-policy-on-the-implementation-of-multi-factored-assessment-tool/
https://www.deped.gov.ph/2018/07/10/do-29-s-2018-policy-on-the-implementation-of-multi-factored-assessment-tool/
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https://www.unicef.org/rosa/media/16986/file/Country%20Profile%20-%20Bangladesh.pdf
https://www.unicef.org/bangladesh/media/3281/file/Bangladesh%202019%20MICS%20Report_English.pdf


https://moedu.gov.bd/site/page/318a22d2-b400-48a7-8222-303ab11cc205/National-Education-Policy-2010-
https://moedu.gov.bd/site/page/318a22d2-b400-48a7-8222-303ab11cc205/National-Education-Policy-2010-
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Exhibit 52 presents a full overview, some trends are described below. Note that the information presented 
in this section represents the commonly referenced incentives and barriers as they relate to USAID basic 
education programming, from case study stakeholders.  

Across all three levels—the government, USAID/Bangladesh, and USAID implementing partners—it is 
evident that the commitment to strengthen disability-inclusive education exists. For example: 

• DPE and National Curriculum and Textbook Board (NCTB) officials frequently cited their 
support of inclusive education and their commitment to ensuring quality education for learners with 
disabilities. This commitment is evident in the recently developed SEND Framework.  

• USAID/Bangladesh has increased its focus on disability-inclusive education, which is particularly 
evident through the Shobai Miley Shikhi Activity. Shobai Miley Shikhi represents USAID’s largest (by 
value) disability-specific basic education activity.   

• USAID implementing partners also demonstrate commitment to disability inclusion, particularly 
through Shobai Miley Shikhi (disability-specific) and the Promoting Education for Early Learners activity 
(broader education), which has used its Sisimpur/Sesame Street programming to introduce a character 
with a disability to strengthen disability awareness.   

Similarly, with an entrenched ecosystem of DPOs and CSOs working on disability-inclusive education in 
Bangladesh, coordinating and leveraging the right resources emerged as a common barrier to conducting 
disability inclusion across all three levels. For example: 

• DPE is not the only agency that supports disability-inclusive education in Bangladesh. For example, 
NCTB oversees the curriculum, and the DSS oversees special schools for learners with “severe”94 
disabilities. This, combined with other DPOs, and CSOs working on disability-inclusive 
education, makes it challenging to coordinate interventions.   

• USAID/Bangladesh is one of many that supports disability inclusion in Bangladesh. Despite 
the many interventions within this space, KIIs with different stakeholders revealed that there is 
surprisingly not a large evidence base for what works (and does not work) in disability-inclusive 
education in Bangladesh. This, combined with DPE’s aversion to small-scale piloting (and instead 
preferring interventions that can impact the entire school system), makes it challenging to design 
targeted and phased interventions.   

• USAID implementing partners frequently collaborate with local DPOs but as reported through 
KIIs, often do not have a systematic and continuous process to engage local DPOs throughout the 
lifecycle of the activity.  

 
94 A term the Government of Bangladesh uses  





























https://www.edu-links.org/sites/default/files/media/file/HowToNote_DisabilityData_Nov20.pdf
https://www.edu-links.org/sites/default/files/media/file/HowToNote_DisabilityData_Nov20.pdf
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