A Report on
Barriers Analysis in Improving Inclusive Education
in WASH GAINS Project Schools in Bardiya District
Operational Field Study







Submitted by,
Kaladhar Bhandari and
Nir Shrestha,
Blind Youth Association Nepal



[image: NFDN Logo]
[image: WaterAid Logo]


Submitted to
National Federation of the Disabled Nepal (NFDN) and
Water Aid Nepal



Apr. 2025



2
[bookmark: _Toc195710809]Acknowledgement 
We are pleased to present this report, “Barriers Analysis in Improving Inclusive Education in WASH GAINS Project Schools in Bardiya District: An Operational Field Study,” as a collaborative effort grounded in shared commitment to inclusive education for all children with disabilities. 
We extend our heartfelt gratitude to the National Federation of the Disabled Nepal (NFDN) and the WaterAid Nepal team for their generous support, technical guidance, and continued encouragement throughout this study. 
We would like to express special thanks to Ms. Uma Chaudhari, Project Coordinator and Mr. Devidatta Acharya, Chairperson of NFDN, for their valuable inputs, coordination, and encouragement during the design and implementation of the study. Our sincere appreciation also goes to Mr. Uma Shankar Yadav, Project Coordinator at WaterAid Nepal, for his consistent support and insightful feedback at every stage of the process.
We are especially thankful to all the study participants whose voices and experiences form the heart of this report. Our appreciation goes to the school principals, teachers, representatives of School Management Committees (SMCs) and Parent-Teacher Associations (PTAs), deputy mayors, local government officials, children with disabilities, parents, and representatives from Organizations of Persons with Disabilities (OPDs) who generously shared their time, perspectives, and lived experiences. Their openness and honesty were instrumental in identifying the real barriers and challenges in fostering inclusive education.
Lastly, we thank the broader WaterAid Nepal team for their thoughtful guidance and collaboration, which added depth and clarity to this work.
This report is a collective reflection and a step forward in strengthening inclusive education in WASH GAIN Project in Bardiya District.  












[bookmark: _Toc195710810]Acronym 
· BASE – Backward Society Education
· FGD – Focus Group Discussion
· ICT – Information and Communication Technology
· IEP – Individualized Education Plan
· KII – Key Informant Interview
· NFDN – National Federation of the Disabled Nepal
· NFCC – Nepal Fertility Care Center
· OPD – Organization of Persons with Disabilities
· PTA- Parents Teachers Association 
· SDG – Sustainable Development Goal
· SESP – School Education Sector Plan
· SMC – School Management Committee
· UNCRPD – United Nations Convention on the Rights of Persons with Disabilities
· WASH – Water, Sanitation, and Hygiene


Table of Contents
Acknowledgement	i
Acronym	ii
Executive Summary	1
Chapter One Introduction	2
1.1 Background	2
1.2 Rationale of the Study	3
1.3 Objectives of the Study	3
Chapter Two Methodology	4
2.1 Study Design	4
2.2 Study Area	4
2.3 Data Collection Process	4
2.4 Data Analysis	5
2.5 Ethical Considerations	5
2.6 Limitations of the Study	6
Chapter 3 Findings and Recommendations	7
3.1 Institutional Barriers	7
A. Local Government Level	7
B. School Level	9
3.2 Sociocultural and Attitudinal Barriers	12
A. Family and Community Level	12
B. School Level	14
C. Local Government Level	15
3.3 Accessibility Related Barriers	16
A. School-Level Challenges	16
3.4 Summary of Findings	17
Chapter 4  Recommendations	20
Chapter 5  Conclusion	24
References	26
Annexes	27
Annex 1:	27
Annex 2:	28


2

Executive Summary
This study critically examines the barriers to inclusive education for children with disabilities in Bardiya District, Nepal, within the context of the "WASH GAINS" project, which integrates water, sanitation, and hygiene (WASH) improvements into inclusive educational development. Despite Nepal’s progressive policy frameworks—grounded in international conventions such as the UNCRPD and SDG 4—implementation remains fragmented and insufficient at the local level, particularly in rural areas like Bardiya. This research provides an in-depth, qualitative analysis of systemic challenges hindering the full realization of inclusive education, emphasizing the perspectives of key stakeholders, including educators, children with disabilities, parents, government officials, and representatives from organizations of persons with disabilities.
Employing a qualitative methodology, the study collected data through 17 Key Informant Interviews (KIIs) and 12 Focus Group Discussions (FGDs) across five municipalities. The findings reveal entrenched institutional, socio-cultural, and infrastructural barriers that operate at multiple levels—school, family/community, and local government—collectively impeding the effective inclusion of children with disabilities.
At the institutional level, the study identifies a lack of localized inclusive education policies, inadequate budgetary allocations, and a critical shortage of trained teachers and support staff. Most schools lack systemic early screening mechanisms, individualized education plans, and access to disability-specific learning materials. Teacher capacity remains limited, with many educators demonstrating only a limited understanding of inclusive education, often equating it with mere enrollment rather than meaningful participation.
Sociocultural barriers are equally pervasive. The research highlights widespread stigma, unconscious bias among educators, and limited community awareness about the rights and potential of children with disabilities. Families often lack knowledge about available services and support mechanisms, which leads to poor school attendance and low educational engagement. Negative peer attitudes and insufficient parental involvement further exacerbate these challenges.
Accessibility inadequacies compound these barriers. Despite improvements made through the WASH GAINS project—such as accessible toilets and water stations—many schools remain physically inaccessible. There is limited access to assistive technologies, inclusive teaching aids, and inclusive language practices. Additionally, intersecting issues such as poverty, geographic isolation, and lack of safe transportation disproportionately impact children with disabilities, curtailing their educational opportunities.
The study underscores the need for a multidimensional response. Recommendations include: developing and localizing inclusive education policies; increasing targeted funding for inclusive infrastructure and teaching resources; establishing continuous professional development programs in inclusive pedagogies; integrating assistive technologies; and launching sustained community sensitization campaigns to combat stigma. Importantly, inclusive education must be conceptualized not as a charity-based or reactive intervention, but as a rights-based, systemic transformation aimed at ensuring equity, dignity, and lifelong learning for all children.
[bookmark: _Toc195710812]Chapter One Introduction 
[bookmark: _Toc195710813]1.1 Background
Inclusive education, guided by the principle of “education for all,” is a rights-based approach that ensures access, participation, and achievement for all learners, regardless of their abilities, backgrounds, or socio-economic conditions. It is particularly critical for children with disabilities, who continue to face systemic exclusion from mainstream education systems across the globe—including in Nepal.
At the international level, several landmark frameworks recognize and promote the right to inclusive education. Article 24 of the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD) obligates state parties to ensure an inclusive education system at all levels, emphasizing the removal of barriers and the provision of reasonable accommodations. Similarly, Sustainable Development Goal 4 (SDG 4) aims to “ensure inclusive and equitable quality education and promote lifelong learning opportunities for all,” placing special focus on vulnerable and marginalized groups, including persons with disabilities. The Incheon Declaration (2015) and Education 2030 Framework for Action further reinforce this global agenda by promoting inclusive, equitable, and quality education as a foundation for sustainable development.
Nepal has demonstrated strong policy commitments to inclusive education. The Constitution of Nepal (2015) guarantees every citizen the right to free and compulsory basic education and the right to education in accessible formats for persons with disabilities. The Act Relating to the Rights of Persons with Disabilities (2017) defines inclusive education as a mandatory state responsibility and outlines the right of persons with disabilities to access education without discrimination. The National Education Policy (2019) emphasizes the need for inclusive and equitable education systems that recognize diversity in the classroom. Likewise, the School Education Sector Plan (SESP) identifies inclusive education as a cross-cutting priority and outlines strategies to strengthen school infrastructure, teacher capacity, and resource allocation to ensure inclusion of children with disabilities.
Despite these commitments, implementation remains limited in many parts of Nepal—particularly in rural districts such as Bardiya. Children with disabilities in this region face multiple and intersecting barriers to education, including inaccessible school environments, lack of inclusive teaching and learning materials, insufficient teacher preparedness, and negative social attitudes toward disability. These challenges are compounded by gender-based discrimination and poor WASH (Water, Sanitation, and Hygiene) infrastructure, particularly affecting adolescent girls and girls with disabilities, who are disproportionately excluded from regular school attendance during menstruation due to lack of privacy, clean toilets, and menstrual hygiene materials.
To address these intersecting issues, the “Enhancing Girls' Education through WASH: Gender and Adolescent Inclusive School in Nepal (WASH GAINS)” project was launched in Bardiya District in April 2023. The project is being implemented by the Backward Society Education (BASE), Nepal Fertility Care Center (NFCC), and the National Federation of the Disabled Nepal (NFDN), with technical assistance from WaterAid Nepal and financial support from UK Aid. Targeting 33 community schools, the project aims to improve inclusive WASH infrastructure, promote disability-sensitive and gender-responsive educational environments, and strengthen community and school-level capacities to support inclusive education.

[bookmark: _Toc195710814]1.2 Rationale of the Study
Despite Nepal’s progressive legal and policy commitments to inclusive education, children with disabilities—especially in rural districts like Bardiya—remain among the most excluded and underserved populations in the education system. While national and international frameworks such as the UNCRPD, SDG 4, and Nepal’s Constitution call for equitable and inclusive learning environments, ground-level realities tell a different story: schools lack the capacity, resources, and readiness to meaningfully include children with disabilities. Structural barriers, from insufficient teacher training and inaccessible infrastructure to deeply entrenched stigma and neglect at the community level, continue to obstruct access to quality education. The urgency to address these issues is not only a matter of rights but also one of social justice and sustainable development. By critically examining the systemic, institutional, and sociocultural barriers within the context of the WASH GAINS project, this study seeks to generate actionable, evidence-based insights that can bridge the gap between policy and practice and contribute to building a more inclusive and equitable education system in Nepal.

[bookmark: _Toc195710815]1.3 Objectives of the Study 
The primary objective of this assessment is to: 
To investigate the barriers to inclusive education for children with disabilities in Bardiya district, Nepal, and to propose recommendations for improving access and quality of education.
Specific Objectives
1.  To identify the key barriers and challenges related to institutional, sociocultural and accessibility at local government, school and community level that hinder the full inclusion of children with disabilities in local schools in Bardiya district.
2.  To provide actionable recommendations to improve inclusive education of children with disabilities in project intervening schools of WASH Gain Project Schools in Bardiya. 


[bookmark: _Toc195710816]Chapter Two Methodology 
[bookmark: _Toc195710817]2.1 Study Design
This study employed a qualitative research design to undertake a comprehensive analysis of the barriers hindering the promotion of inclusive education. An analytical approach was utilized to examine the lived experiences, personal observations, and perspectives of key stakeholders engaged in inclusive education. Data were gathered through Focus Group Discussions (FGDs) and Key Informant Interviews (KIIs), enabling the collection of rich, in-depth insights. The analysis focused on identifying systemic, institutional, socio-cultural, and individual-level challenges, with particular attention to sociocultural norms, attitudinal barriers, and the roles played by families, communities, schools, and local government institutions.

[bookmark: _Toc195710818]2.2 Study Area
The study was conducted in five municipalities of Bardiya District—Gulariya, Barbardiya, Thakurbaba, Geruwa, and Madhuwan—where the WASH-GAIN project is being implemented. These areas were purposefully selected to allow for a comprehensive analysis. Some of the selected schools are direct beneficiaries of the project, while others are not directly involved but have students with disabilities enrolled. This combination was deliberately chosen to enable a more holistic understanding of the project's reach, effectiveness, and the overall WASH situation for students with disabilities across different settings.

[bookmark: _Toc195710819]2.3 Data Collection Process
Primary data collection method was used to ensure a well-rounded analysis. The process began with a thorough review of relevant project reports, policies, and documents to understand the existing frameworks, past interventions, and challenges in implementing inclusive education. This review helped in identifying gaps and shaping the key guiding questions for data collection.
Following this, key participants and informants were selected based on their roles and engagement in inclusive education. A total of 47+ individuals participated in the study, through 17 Key Informant Interviews (KIIs) and 12 Focus Group Discussions (FGDs). The participants included: 5 government representatives (such as deputy mayors and ward presidents), 5 government officials (including heads of education and women/children departments), 12 school teachers (ranging from head teachers to resource teachers for blind and deaf students), 10 parents/SMC representatives, 12+ children with disabilities (with visual, physical, intellectual, and multiple disabilities), and 3 representatives from Organizations of Persons with Disabilities (OPDs). The participant numbers were carefully determined to ensure representation across various sectors and to capture diverse experiences and perspectives related to inclusive education.
FGDs were conducted with four key groups: (1) children with disabilities, (2) school authorities, (3) municipal authorities, and (4) OPD representatives. These group discussions facilitated open dialogue on practical experiences, barriers, and opportunities in inclusive education. KIIs were conducted with decision-makers and experts to explore policy-level challenges and strategies.
This qualitative approach allowed for an in-depth exploration of the barriers faced in promoting inclusive education. By incorporating multiple perspectives, this study provides a comprehensive understanding of the challenges and possible strategies to enhance the accessibility and effectiveness of inclusive education in Nepal.
The questions set were used for both the FGDs and KIIs—including those specifically designed for school teachers, municipal representatives, parents, and OPD representatives—are included in the annex of this report. Additionally, a detailed list of participants interviewed is also attached in the annex for reference.
[bookmark: _Toc195710820]2.4 Data Analysis
A systematic qualitative approach was employed for data analysis. The process began with the transcription of all audio recordings to ensure the accuracy and reliability of the collected data. Transcriptions of non-English responses were translated into English with care to retain the original intent and contextual nuances expressed by participants.
Following transcription and translation, the data were coded manually. This involved identifying recurring patterns, key themes, and significant insights relevant to the study's focus. Codes and quotes were organized into thematic categories and sub-categories, allowing for a structured interpretation of the data. This thematic analysis enabled the research team to extract meaningful findings aligned with the research objectives, particularly concerning the barriers to inclusive education.
The summaries of the transcribed interviews, which formed the foundation for the thematic coding and analysis, are presented in the annex section of this study.
Similarly, once the themes were established, they were analyzed and interpreted to derive key findings. This process involved comparing perspectives from different stakeholders, identifying commonalities and divergences, and drawing insights into the systemic, institutional, socio-cultural, and individual barriers affecting inclusive education.
Additionally, the field researcher maintained a reflection note throughout the data collection process. This note captured personal observations, contextual nuances, and emerging thoughts during interviews and discussions. These reflections were incorporated into the analysis to provide deeper contextual understanding and to validate the findings.
By triangulating different sources of data—transcripts, codes, thematic analysis, and researcher reflections—the study ensured a comprehensive analysis of the barriers to inclusive education.
[bookmark: _Toc195710821]2.5 Ethical Considerations
The following ethical considerations were strictly adhered to while conducting this study:
Consent: Verbal consent was obtained prior to conducting interviews and focus group discussions (FGDs) with participants. In the case of minors, assent was obtained from both school teachers and parents.
Voluntary Participation: Participants were informed that their involvement in the study was entirely voluntary. They were given the freedom to choose whether to respond to any question and could withdraw from the interview at any time if they felt uncomfortable.
Safeguarding: The interviewer was well-informed and aware of safeguarding protocols. A field staff member and the Chairperson of NFDN jointly supported the interviewer during the process. Parents or female teachers were present during interviews with children with disabilities to ensure their safety and comfort. No critical safeguarding concerns were reported during the data collection process.
Gender and Disability Sensitivity: Considerations for gender, disability, and language sensitivity were thoroughly maintained. Simple and clear language was used throughout the interviews. Participants were given ample time to respond and had the freedom to decline to answer any question.
[bookmark: _Toc195710822]2.6 Limitations of the Study
While this study has provided important insights into the barriers to inclusive education in the WASH GAINS project in Bardiya District, a few limitations should be noted. These limitations do not reduce the value of the findings but are important to consider when interpreting the results.
1. Language and Communication Differences: Although local facilitators supported the data collection process, language and communication styles sometimes created barriers—particularly when speaking with children with disabilities. Efforts were made to simplify questions and use child-friendly approaches, but some meaning may have been lost in translation.
2. Sensitivity of the Topic: Inclusive education, especially for children with disabilities, is a deeply personal and sometimes sensitive subject. Some participants—especially parents and children—were understandably cautious in sharing their full experiences. This could be due to stigma, fear of judgment, or concern about how their views might be used, despite clear efforts to ensure confidentiality and informed consent.
3. Competing Priorities Among Stakeholders: Local government officials, school staff, and other stakeholders had many responsibilities during the data collection period. While most were cooperative, limited availability sometimes made it difficult to hold in-depth discussions or follow-up meetings as originally planned.
4. Limited Use of Quantitative Data: The study focused on qualitative methods such as interviews and group discussions to understand lived experiences. While these methods offered rich insights, the absence of quantitative data makes it difficult to measure the scale of challenges across the district.
[bookmark: _Toc195710823]Chapter 3 Findings and Recommendations 
Inclusive education is frequently misinterpreted as being synonymous solely with the education of children with disabilities. However, the Government of Nepal’s definition of inclusive education encompasses multiple marginalized and disadvantaged groups, with children with disabilities explicitly identified as a key priority group. Within this framework, inclusive education for children with disabilities refers to their meaningful participation in mainstream classrooms alongside their peers, with the necessary support mechanisms to facilitate equitable learning outcomes.
Despite national policies advocating for inclusive education, findings from this study indicate a significant gap in understanding and implementation at the local level. Many stakeholders, including educators, school administrators, and local officials, demonstrate a limited understanding of inclusive education—often equating it merely with school enrollment rather than the comprehensive inclusion of children with disabilities in all aspects of school life. As a result, although most schools in the Bardiya district have enrolled children with disabilities, they have not put in place the essential support systems—such as trained personnel, adapted curriculum, accessible infrastructure, and assistive technologies—required for effective participation. Consequently, these students experience marginalization within classrooms, contributing to low academic achievement and poor educational outcomes.
The study categorizes the barriers to inclusive education for children with disabilities in Bardiya into three overarching types: institutional, sociocultural/attitudinal, and accessibility. These barriers operate across three interlinked levels—local government, schools, and families/communities—that collectively shape the broader ecosystem of educational inclusion.
[bookmark: _Toc195710824]3.1 Institutional Barriers
[bookmark: _Toc195710825]A. Local Government Level
Absence of Localized Inclusive Education Policies and Action Plans
While the federal government has identified inclusive education as a national priority, this study found that most municipalities in Bardiya have yet to translate these directives into concrete local strategies or action plans. Among the five municipalities assessed, few municipalities responded inclusive education being addressed in their respective local government policies/plan of action, while, it couldn’t be verified in which policy it has been integrated. The Education Section Chief of Barbardiya Municipality mentioned that they are conducting the mid-term review of their School Education Sector Plan in which they are going to integrate the concerns related to inclusive education of children with disabilities. 
Some municipalities have initiated awareness campaigns, such as the Barbardiya Municipality initiated the Campaign “म ल्याऊँछु मेरो साथीलाई मेरो विद्यालय- I Will Bring My Friend to My School” and the Initiative of Thakurbaba Municipality- “”अटिजम चिनौँ र चिनाऔँ-   Let’s Recognize Autism”” which are commendable steps toward fostering awareness. However, these efforts remain largely at the awareness level. What is critically lacking is a more intensive, structured approach to inclusive education, underpinned by well-defined strategies and resource allocations.
In contrast, several other local governments acknowledged their commitment to inclusive education in principle but admitted they lack formal policy frameworks or clear implementation roadmaps. This absence of structured planning results in fragmented and uncoordinated efforts that are often unsustainable and insufficient in addressing the diverse and complex needs of children with disabilities within the education system.
Inadequate Budget Allocation for Inclusive Education
Despite constitutional mandates (as per Article 57 and Schedule 8 of the Constitution of Nepal, 2015) requiring local governments to take responsibility for secondary education management, including inclusive education, the majority of municipalities in Bardiya have not allocated adequate financial resources for this purpose. The study found that budgetary constraints significantly limit the capacity of local governments to invest in essential components of inclusive education. These include:
· professional development and in-service training for teachers on inclusive pedagogies,
· procurement of assistive devices and learning materials,
· infrastructural modifications to improve accessibility, and
· recruitment of additional human resources such as resource teachers, Assistant Teacher,  and sign language interpreters.
Participants across multiple stakeholder groups consistently identified the lack of targeted and sufficient budget allocation as one of the most pressing institutional barriers to systemic reform in inclusive education. 
Inactivity of Student Assessment Committees
Each municipality is expected to establish a Student Assessment Committee led by Education Section Chief of respective local governments responsible for evaluating children with impairments or disabilities and facilitating referrals to appropriate support systems. However, inquiries with municipal government officials revealed that such committees are either nonexistent or not fully operational in most municipalities. For instance, the Education Section Chief of Barbardiya Municipality acknowledged the existence of a committee but noted that it has yet to become fully functional. The municipality has expressed interest in implementing a screening program in the upcoming academic year, although its realization remains uncertain due to the absence of allocated funding. Similarly, an official from Geruwa Rural Municipality indicated that the formation of the committee is included in their future plans, with implementation expected to follow. Additionally, the Education Section Chief of Thakurbaba mentioned that they are pconducting Early Screening in upcoming Education Year, 2082. 

[bookmark: _Toc195710826]B. School Level
Lack of Trained Teachers on Disability Inclusion 
A critical barrier to inclusive education at the school level in Nepal is the persistent lack of adequately trained teachers on disability inclusion. Qualitative data gathered through interviews with school principals, teachers, and School Management Committee (SMC) representatives indicate that the majority of educators have not received any formal training in inclusive education. This lack of specialized training significantly hinders their capacity to address the learning needs of students with disabilities.
Some resource teachers, particularly those teaching in schools for deaf students, reported having received only basic sign language training more than two decades ago—approximately around the year 2060 B.S. in the Nepali calendar (2003 AD). Since then, they have not had access to any updated training on inclusive pedagogies or advancements in sign language. One such teacher explicitly noted that he relies primarily on his past experience and a limited vocabulary of signs, which he acknowledged are outdated.
Several practical challenges contribute to this situation. First, there is a critical lack of accessible and regularly scheduled training programs, especially in rural and remote districts where teacher mobility and outreach are limited. Similarly, dedicated sign language training has not been organized at grassroot level targeting to those teachers is the core gap. In some cases, there are no institutions or experts available locally to conduct sign language training or workshops on inclusive education. There is also often a lack of communication or coordination between education authorities and schools regarding available training opportunities. As a result, even when short-term programs are conducted, many educators remain unaware or unable to participate due to timing conflicts with their regular teaching responsibilities.
This situation underscores a broader systemic issue: the absence of structured, continuous professional development programs for both mainstream and resource teachers. Without long-term investment in teacher capacity-building and the creation of a sustainable training infrastructure, the goal of inclusive education remains difficult to achieve.
The diversity among children with disabilities requires not only differentiated instructional strategies focused on  their specific needs but also a systemic shift in how inclusive education is conceptualized and delivered; for instance, students with visual impairments—who are often left struggling to access visual content—benefit significantly when verbal narration accompanies any written or diagrammatic material, and therefore, including structured teacher training modules focused on audio description techniques, in addition to the provision of tactile learning kits and orientation-and-mobility support strategies that help create a more accessible classroom environment. Furthermore, incorporating classroom layouts that allow for preferential seating—placing students closer to instructional focal points—should be a standard design feature in implementation model, supported by checklists that help teachers make these accommodations consistently. 
Conversely, children with hearing impairments, whose access to instruction is frequently contingent upon visual cues and clarity of communication, would gain immensely from the integration of visual learning tools such as infographics, captioned videos, and written summaries of lessons; to that end, ensuring that sign language interpreters or at least sign language-trained support staff are part of the classroom support structure, and facilitating this by organizing community partnerships to recruit and train such personnel. 
In the case of students with intellectual or learning disabilities—who often require more scaffolded content and iterative teaching practices—the inclusion of  simplified language options, and a system of progress monitoring tools will be critical; therefore, incorporating assistive educational technologies and peer-assisted learning frameworks into classroom routines, while also piloting a support model in which resource teachers conduct scheduled one-on-one or small-group reinforcement sessions. 
Nonetheless, these efforts will be futile unless we acknowledge the current limitations within most educational settings, where both teacher preparation and infrastructural resources remain profoundly inadequate; to counter this, proposing a scalable teacher training component—perhaps delivered through blended learning formats—that addresses inclusive pedagogy in both theory and practice, supported by a repository of disability-specific instructional resources accessible to educators across regions.
Moreover, despite the policy-level push for inclusive education, it has been repeatedly observed and reported that children with disabilities, although nominally included in mainstream classrooms, receive minimal to no academic support in actual practice; this gap becomes particularly evident in cases like that of students with visual impairments, who have voiced concerns that teachers often write on the board without speaking aloud, which not only undermines their learning but also isolates them from the instructional process—thus, integrating standard operating procedures for inclusive teaching, such as always verbalizing written content, sharing lesson materials digitally in accessible formats, and using screen-sharing technology where feasible. Additionally, the acknowledgment by principals and teachers that these learners require more time and individualized attention—while valid—is often met with resignation rather than actionable solutions due to the chronic shortage of trained staff; therefore, as a practical response, deployment of inclusion aides, funded through government or NGO partnerships, as well as a mentorship model where experienced special educators provide ongoing support and co-teaching assistance to general educators. To make this sustainable.
The situation is similarly dire in resource schools. In one such school catering to students with intellectual disabilities, only two staff members—a resource teacher and a hostel assistant—were responsible for more than 15 students. The staff admitted to struggling with behavioral management and the academic integration of these students into mainstream classes, citing limited training and a lack of appropriate teaching materials as major constraints. The principal said, “Some of the students are adolescent and they are attracted towards the opposite sex. It has been challenging to manage their such behaviors. They further mentioned that the female students struggling with  menstrual hygiene management due to their disability condition and lacking required support system.”
These findings reveal a critical gap in both inclusive and special education systems. Without comprehensive and ongoing training in inclusive education, schools are unable to strengthen an environment conducive to meaningful participation and academic progress for children with disabilities. The current state of human resources—both in quantity and quality—poses a significant barrier to realizing inclusive education in practice across Nepal.
Screening and Early Identification
Screening and early identification are fundamental pillars of inclusive education, as they enable the timely detection of functional limitations and disabilities among children. These processes equip educators with critical insights into each student’s unique needs, thereby allowing for effective planning, targeted interventions, and the provision of appropriate accommodations to support meaningful participation in the classroom.
Although the Government of Nepal has piloted screening and early identification programs in 345 local governments of 33 districts and most inclusive education initiatives include these components in principle—this study reveals a notable disconnect between policy and practice at the school level. Interviews with school principals, teachers, and School Management Committee (SMC) members indicated that systematic screenings and individualized assessments were largely absent in schools implementing inclusive education programs.
As a consequence, many educators expressed limited understanding of the specific needs of children with disabilities, which impeded the development of effective Individualized Education Plans (IEPs) and other targeted support strategies. This gap has significantly undermined their ability to deliver responsive pedagogical approaches and ensure genuine inclusion in the classroom.
While most municipalities acknowledged the existence of screening and identification services, they did not regard these tools as essential for assessing the functional impairments or disability levels of students due to lack of proper awareness and knowledge in this aspect.  Encouragingly, Thakurbaba Municipality has announced plans to utilize these tools in the current year, and Barbardiya Municipality is actively exploring ways to integrate such support into their inclusive education framework.
Inadequate Access to Educational Materials in Accessible Formats
The availability of accessible educational materials, assistive devices, and individualized instructional approaches is essential for the effective inclusion of children with disabilities. This study revealed that although children with disabilities require a diverse range of supports—such as braille textbooks, sign language interpreters, and adapted instructional materials— As mandated in Act on the Rights of Persons with Disability (2017) in articles: (Article 21.5), learning support such as Braille, sign language and technological devices (Article  21.6) and provision of appropriate teaching and learning materials, these resources remain inconsistently available across schools.
Visually impaired students in several study sites reported an acute shortage of braille textbooks, leading to situations where materials had to be shared among multiple students. In some cases, even examination materials were not provided in braille, significantly disadvantaging these students during assessments. Deaf students indicated a lack of qualified sign language interpreters, while schools with children with intellectual disabilities struggled with insufficient staffing and a lack of trained support teachers, making it difficult to provide individualized attention or accommodate diverse learning needs.
Limited Availability of Accessible Educational Resources
The study also highlighted significant constraints in the provision of accessible educational resources, which include textbooks in alternative formats (e.g., braille, large print, audio), as well as essential learning tools such as slates, styluses, braille paper, sign language dictionaries, pictorial learning aids, and accessible stationery. Participants consistently reported that the quantity and variety of accessible materials were grossly insufficient to meet students’ needs.
Students with visual impairments expressed concern over the scarcity of braille books, which often had to be shared among peers, thereby limiting individual access and study time. A resource teacher working with children with intellectual disabilities noted that government funding for basic educational materials was minimal and inadequate for acquiring the necessary tools to support effective teaching and learning. The lack of accessible teaching aids, both general and disability-specific, was a recurring theme across schools, further exacerbating the exclusion of children with disabilities from equitable educational experiences.
[bookmark: _Toc195710827]3.2 Sociocultural and Attitudinal Barriers
[bookmark: _Toc195710828]A. Family and Community Level
Lack of Awareness About Rights and Services
Despite constitutional and legal provisions recognizing that children with disabilities have equal rights to education, health, and participation, awareness of these rights remains critically low among parents and community members in Bardiya. During interviews conducted for this study, several observations highlighted this gap. For instance, one mother of a child with disability could not specify the type of disability her child had and admitted having no knowledge about available support services or government provisions. This reflects a broader trend of insufficient access to information among caregivers.
Moreover, interviews with deputy mayors of local municipalities revealed that many parents associate the disability identification (ID) card solely with eligibility for the disability security allowance. This narrow understanding suggests that parents are largely unaware of broader rights guaranteed under national laws—such as inclusive education policies, scholarship programs, early intervention services, and assistive technologies.
The lack of knowledge about these entitlements not only limits families’ access to necessary resources but also results in minimal educational support at home. This contributes to poor school attendance, low academic engagement, and reduced participation in inclusive learning environments for children with disabilities.
A resource teacher at a school for the deaf observed:
“Many parents lack knowledge of sign language, making it difficult for them to communicate with their children at home. Even after learning at school, students often forget what they learned due to the communication gap at home. We have organized training sessions for parents, but participation remains low due to competing livelihood priorities and logistical challenges. 
Similarly, the deputy mayor of Thakurbaba Municipality shared a case involving a child with hearing and visual impairments:
“After being informed about a program that could provide a disability identification card and scholarships, the family initiated the process. However, they eventually discontinued it. It was later revealed that the child was mocked at school by peers using derogatory terms associated with disability. Feeling ashamed and stigmatized, the child refused to continue with the registration process.”
This case illustrates how stigma, particularly among peers, can significantly discourage families and children from claiming their rights and entitlements. The deputy mayor emphasized the need for community-wide sensitization campaigns to address such attitudinal barriers.
Intersection of Poverty and Disability
The intersection of poverty and disability presents additional barriers to inclusive education. Many children with disabilities in the project area come from economically disadvantaged families. The economic realities of these households often necessitate prioritizing daily survival and income generation over educational commitments. Moreover, seasonal migration to India for employment is a common practice among families, which further disrupts children’s education.
Due to the demands of subsistence living and domestic responsibilities, parents frequently lack the time and resources to support their children’s schooling, including escorting them to and from school. A school principal observed:
“Students with disabilities often struggle with regular attendance due to financial constraints and a lack of accessible facilities. Many students come from economically disadvantaged backgrounds, making it difficult for them to afford school supplies and maintain regular attendance.

Social Stigma and Community Attitudes
The study identified pervasive social stigma as a significant barrier to the educational inclusion of children with disabilities at the community level. Field observations and semi-structured interviews revealed that communities, those in the Bardiya district, predominantly perceive disability through a charity-based lens. This perception reinforces the belief that children with disabilities are incapable of benefiting from formal education, which in turn discourages families from enrolling them in school.
Community members often view children with disabilities as passive recipients of care rather than active participants in learning and social life. This perception is deeply rooted in cultural attitudes that associate disability with helplessness and dependency. For instance, some research participants reported that many parents express pity towards their children with disabilities and prefer to keep them at home, assuming that educational institutions would pose more challenges than benefits. Such attitudes significantly influence decisions regarding school enrollment and reinforce the marginalization of children with disabilities.
Furthermore, the findings indicate a widespread lack of awareness among both families and broader community members regarding the capabilities and rights of children with disabilities. This gap in understanding contributes to neglect, low expectations, and minimal efforts to ensure their access to education. One participant shared, “Many parents and community members believe that children with disabilities cannot learn or contribute to society. This mindset often leads to their exclusion. Even among students, there is a lack of acceptance, which makes integration challenging.”
The study also highlights that children with disabilities frequently encounter discriminatory behaviors from their peers in school settings, affecting their self-esteem, participation, and overall learning experience. Teachers interviewed reported difficulties in fostering inclusive classroom environments due to prevailing prejudices among students, which reflect broader community attitudes.
[bookmark: _Toc195710829]B. School Level
Unconscious Bias and Low Expectations Among Educators: 
Despite general goodwill among educators, many teachers unintentionally exhibit unconscious bias toward students with disabilities, often perceiving them as less capable than their peers. This bias can manifest in several critical ways:
· Unequal Participation Opportunities: These students are less likely to be asked to lead group work, participate in competitive academic tasks, or be nominated for student councils or school events, reinforcing social exclusion.
· Assessment Disparities: Subjective grading or the absence of appropriate accommodations (e.g., accessible formats, extra time) can distort actual performance, leading to misjudgment of students’ abilities.
· Behavior Misinterpretation: Educators may misread certain disability-related behaviors as disinterest or defiance, resulting in unfair disciplinary actions or withdrawal of support.
· Influence on Peer Attitudes: Teacher behavior and attitudes often shape classroom culture. If teachers consistently lower expectations for students with disabilities, peers may mimic these attitudes, further marginalizing those students.
Without structured training on inclusive pedagogy and disability sensitivity, these biases remain unchecked, perpetuating a cycle of low performance and disengagement.
[bookmark: _Toc195710830]C. Local Government Level
Limited Leadership in Promoting Inclusive Mindsets: Local government bodies in Bardiya have not provided consistent or strategic leadership in reshaping community mindsets around disability. Their approach has been largely fragmented, with several critical gaps:
· Lack of Sustained Public Awareness Campaigns: Although this study observed few local government’s initiatives on promoting awareness on disability and education, this study didn’t observe continuous efforts- such as inclusive education awareness drives, community dialogues, or mass media campaigns—to dismantle stereotypes that perceive children with disabilities as unteachable or a burden.
· Infrequent and Tokenistic Programming: The elected government representatives proudly claimed that they have been distributing disability ID card and assistive devices regularly, the study didn’t observe that they have been systematically planned and overlooked many other critical concerns such as scholarship program, distributing assistive technologies and educational materials. While consulting with students with disabilities studying different classes of Thakurbaba municipality, they mentioned that they have been paying to the schools as other students. A low vision girl studying in class 12 mentioned, “” Despite submitted all the required documents on time, I have not been able to receive the government scholarship. Even in last year, I received it very late. 
· No Incentive Structures or Mandates for Schools: This study found that local governments have not established incentive mechanisms or enforceable guidelines for schools to prioritize inclusive practices, such as resource room creation, teacher training, or infrastructure modification.
· Limited Inclusion in Local Development Plans: While consulting with the OPDs representatives, they mentioned that disability inclusion is rarely a focus in local development plans or education budgets, resulting in insufficient allocation of resources for capacity building, accessible materials, or assistive technologies.
By not assuming a more proactive and strategic role, local governments allow prejudices and exclusionary practices to persist, undermining both national disability laws and inclusive education frameworks.

[bookmark: _Toc195710831]3.3 Accessibility Related Barriers
[bookmark: _Toc195710832]A. School-Level Challenges

Geographical and Environmental Constraints
Although Bardiya District is predominantly a lowland region, certain villages and schools are situated near national parks and forested areas. This geographical proximity increases the likelihood of wildlife encounters, posing safety risks for students—particularly those with mobility impairments. Several parents expressed apprehension about sending their children to school regularly due to such concerns, highlighting the need for enhanced safety measures in school routes and premises. 

Inaccessible Infrastructure
Physical infrastructure plays a foundational role in ensuring inclusive education. Comprehensive accessibility should encompass not only ramps and toilets but also a wide array of elements, including school entrances, level grounds, clear pathways, appropriately sized doors and windows, accessible desks, adequate lighting, classroom layout, and clear signage.
The findings indicate that the project has led to significant enhancements in water, sanitation, and hygiene (WASH) infrastructure—most notably through the installation of accessible water taps positioned at appropriate heights for wheelchair users, and the construction of gender-segregated toilets with handrails and wider doorways to accommodate mobility aids. These improvements have enabled students with physical disabilities to manage hygiene needs more independently and comfortably, contributing to increased attendance and a greater sense of inclusion.
Despite this progress, serious infrastructural gaps continue to hinder full accessibility. Many school buildings still lack ramps, making upper floors inaccessible. Playgrounds remain uneven and difficult to navigate, and most classrooms do not accommodate assistive devices or inclusive learning arrangements.
As one visually impaired student shared:
“There are no railings on staircases, making it extremely dangerous for visually impaired individuals like me to move around the school. I have stumbled multiple times, and I often hesitate to speak up because I fear people might treat me differently.”
Another participant, using a wheelchair, added:
“Our school needs more than just ramps. We need proper wheelchair-accessible pathways, toilets that we can use independently, and inclusive furniture and teaching aids. Without these, we are left out.”
The Education Section Chief of Gulariya Municipality acknowledged the gap between progress and remaining needs:
“Accessibility is still a major issue. While we have upgraded some facilities, many schools continue to lack basic disability-inclusive infrastructure. Inclusive toilets, functional ramps, and accessible educational materials must be prioritized to create a learning environment that supports all students.”
Limited Access to ICT and Assistive Technologies
Information and Communication Technologies (ICT), including assistive technologies, are crucial enablers of inclusive education. However, participants revealed that many schools lack basic computer laboratories and have not been equipped with advanced ICT or assistive devices suitable for children with diverse disabilities. This technological gap significantly hinders the learning experiences and academic participation of students with disabilities.
Lack of Inclusive Language and Communication Practices
Creating an inclusive school environment begins with promoting respectful and accessible communication. However, the study revealed that teachers, students, and community members lacked any orientation or training on inclusive language and communication strategies. This gap in knowledge and awareness has led to unintentional yet harmful use of derogatory terms, exclusionary attitudes, and discriminatory behaviors toward children with disabilities. Without proper guidance, individuals often rely on stereotypes or outdated language, which reinforces stigma and deepens the marginalization of these children in school settings.

[bookmark: _Toc195710833]3.4 Summary of Findings
	Category
	Level
	Barrier
	Details

	1. Institutional Barriers
	Local Government Level
	Lack of localized policies
	Only Gulariya Municipality has a dedicated inclusive education plan.

	None of the municipalities have dedicated policies that explicitly emphasized on inclusive education roadmap. 
	
	Surficial Awareness Initiatives 
	Campaigns exist but lack depth or strategy.

	
	
	Inadequate budget allocation
	Limited funds for training, assistive devices, infrastructure, and human resources.

	
	School Level
	Shortage of trained Human Resources 
	The teachers have no formal training in inclusive education. 
There is no Assistant Teachers/additional human resources in the regular schools and resource schools required for supporting children with disabilities. 

	
	
	No structured professional development
	Lack of accessible, updated, and continuous training and orientation. 

	
	
	Failure to adapt universal Design for Learning 
	Limited pedagogical strategies for various disability types.

	
	
	Weak implementation of IEPs and screenings
	Absence of systematic screening and individualized education plans.

	
	
	Insufficient accessible materials
	Shortage of braille books, sign language interpreters, and teaching/learning aids.

	2. Sociocultural and Attitudinal Barriers
	Family and Community Level
	Low awareness of rights/services
	Parents unaware of disability rights and available supports.

	
	
	Communication barriers at home
	Parents often don’t know sign language or how to support learning.

	
	
	Stigma and peer discrimination
	Children with disabilities face teasing and social exclusion.

	
	School Level
	Educator bias and low expectations
	Teachers unknowingly sideline students with disabilities.

	
	
	Limited inclusive practices
	Few accommodations or roles for students with disabilities.

	
	
	No easy access in scholarship 
	Students with disabilities facing trouble in accessing scholarship and educational materials. Additionally, they have been paying to the schools as other students despite government’s guarantee free and compulsory education. 

	
	Local Government Level
	Weak leadership in mindset change
	No sustained awareness campaigns or community sensitization.

	
	
	Lack of mandates and incentives
	No accountability for schools to be inclusive.

	3. Accessibility related Barriers
	School Level
	Geographical constraints
	Wildlife threats near schools deter attendance for children with disabilities.

	
	
	Inaccessible infrastructure
	Incomplete ramps, unsafe staircases, non-inclusive toilets, and classroom setups.

	
	
	Limited ICT and assistive tech
	Schools lack appropriate digital and technological resources.

	
	
	Non-inclusive communication practices
	Harmful language and outdated terms perpetuate stigma.

	
	
	Intersection with poverty
	Families prioritize survival over education due to economic hardship.

	
	Community Level
	Social stigma and exclusion
	Deep-rooted cultural beliefs view children with disabilities as incapable.

	
	
	Peer discrimination in schools
	Children face exclusion and lack acceptance in classroom environments.






[bookmark: _Toc195710834]Chapter 4 Recommendations
The WASH for Gender and Adolescent Inclusive School in Nepal (WASH GAINS) project aims to enhance the quality of the learning environment for adolescent girls and children with disabilities in targeted schools in Bardiya, Nepal. The project has been working with schools, the wider community, and local authorities to improve access to sustainable, inclusive WASH services and menstrual health. At the impact level, the project aims to contribute to the achievement of SDG 4, ensuring inclusive and equitable quality education in Nepal.
Despite interventions aimed at increasing the enrollment and regular attendance of children with disabilities in project schools over the past two years, the results have not been entirely satisfactory. A multi-sectoral analysis of barriers revealed that challenges persist in multiple areas, including policies and systems, project interventions, and sociocultural contexts. Based on these findings, the following recommendations are provided: 

	Category
	Level
	Recommendations
	Details

	Institutional 
	Local Government 
	Secure Commitments from Local Governments
	While local government representatives acknowledge their responsibility, they have not taken sufficient action to promote inclusive education. Despite regular consultation and advocacy meetings, concrete commitments and actions have not yet materialized. It is strongly recommended to engage local governments more effectively and secure strong commitments and policy actions to ensure the sustainability of inclusive education initiatives.

	
	Local Government 
	Activate Student Assessment Committee 
	Student assessment committee is responsible for screening and early identification of the children with functional limitation/disability. Hence, it is strongly recommended to activate and make functional of this committee providing them required technical and logistic support. 

	
	
	Strengthen OPDs engagement 
	OPDs are the key pillars to strengthening advocacy, support local governments in disability inclusion matters and raise awareness at school and community level to foster inclusive and positive practices towards persons with disabilities beyond the project. Thus, it is strongly recommended to engage OPDs esp. in policy advocacy, capacity strengthening and awareness raising/campaigning areas bringing them at the forefront. 

	
	School level 
	Conduct Inclusive Education Training for School Teachers
	Although some workshops have been conducted on disability rights, there is no record of training specifically focused on inclusive education. Since most teachers lack practical skills in inclusive teaching pedagogy, accessible learning materials, and creating an inclusive learning environment, they are unable to provide the necessary support. It is therefore recommended to conduct specialized training on inclusive education.

	
	School level 
	Provide Required Assistive Devices/technologies and Accessible Learning Materials
	The project has not focused on providing assistive devices, technologies, and accessible learning materials, which are essential for children with disabilities in terms of mobility, education, and daily living. It is recommended to procure and distribute these resources, ensuring they are tailored to the specific needs of children with disabilities.

	
	School level
	Prepare and Maintain Individual Profiles with Regular Assessments
	Some schools have developed individual profiles for children with disabilities, but it was unclear whether these are updated regularly. It is strongly recommended to create, maintain, and regularly update these profiles while developing individualized learning plans based on periodic assessments. This approach will help ensure that children receive the necessary support at the right time esp. in the case of children with learning disabilities.

	
	School level 
	Ensure an Effective Support System
	This study found that no structured support system is currently in place in project schools to address the critical needs of children with disabilities. A comprehensive support system may include assistant teachers, additional learning time, individualized support, and accessible learning materials. In collaboration with schools and municipalities, the project should work to establish a structured support system to enhance students' regular attendance, academic progress, and active participation.

	Sociocultural/Attitudinal 
	Local government/School/Community level 
	Develop a Common Understanding of Inclusive Education
	Many school principals, teachers, SMCs, parents and municipal representatives were found to lack a clear understanding of inclusive education, with some advocating for specialized schools instead. It is recommended to conduct awareness-raising programs among key stakeholders to promote a positive perception of inclusive education and ensure their commitment to implementing it in mainstream schools.

	
	Family/Community level 
	Community sensitization about the disability rights and services 
	It was observed that many parents and community people lacked awareness about disability rights and benefits and services for persons with disabilities. Hence, it is strongly recommended to focus community campaign and awareness about the disability rights and benefits and services provisions for persons with disabilities. 

	
	Family/Community 
	Implement a Family Support Program
	The project has committed to supporting 60 low-income families through income-generating activities, but no such initiative was identified during data collection. It is recommended to effectively implement this program, targeting families experiencing financial hardship and those raising children with disabilities. This support can motivate parents to continue their child’s education and alleviate economic barriers.

	
	School level 
	Promoting the Participation of Children with Disabilities through Engagement in Sports, ECA, and Club-Related Activities
	It was observed that while many children with disabilities have been integrated into child clubs, their participation has not been particularly effective. It is recommended to assess the individual needs and preferences of these children and assign responsibilities that best suit them. Additionally, it is strongly recommended to engage them in relevant sports and extracurricular activities (ECA) by assigning them various roles and responsibilities, such as timekeeper, volunteer, scorekeeper, etc., alongside key players and competitors. Furthermore, fostering an inclusive culture and practices in schools is essential, as it can help bridge the gap between children with and without disabilities.

	Accessibility 
	School 
	Improve accessibility in the infrastructures 
	The study observed having few gaps in terms of physical accessibility in few schools such as having no accessible stairs, accessible room and accessible desk. It is strongly recommended to assess the major accessibility barriers and improve the accessibility features Kettering to the needs of students with disabilities through reasonable accommodation means. 

	
	School level 
	Improve inclusive language, culture and practices at the school level 
	It is strongly recommended to initiate campaigns to improve inclusive language, culture and practices across the school level that can foster inclusive learning environment for all including those with disabilities. 

	
	Family/Community level 
	Ensuring Safety measures 
	To deter wildlife entry during school time, for ensuring safety for children with disabilities, accessible transportation support—such as school vans or carts with attendants—can reduce exposure to unsafe paths. In addition, regular awareness sessions for parents and community members on responding to wildlife encounters can build preparedness and reduce fear.




[bookmark: _Toc195710835]Chapter 5 Conclusion
This study, grounded in the lens of WASH (Water, Sanitation, and Hygiene) as an enabler of inclusive education, has highlighted critical changes and ongoing challenges within the educational landscape of Bardiya District, Nepal. Through field-based qualitative inquiry involving diverse stakeholders—including children with disabilities, educators, parents, local government officials, and OPD representatives—several outcomes and persistent barriers have emerged.
The project interventions under the WASH GAINS initiative have led to tangible improvements in school infrastructure and hygiene practices. Enhanced WASH facilities—such as gender-segregated toilets with handrails, accessible water taps, and menstrual hygiene provisions—have contributed to increased attendance and dignity for children with disabilities, particularly girls. In schools where project interventions were implemented, participants consistently reported a positive shift in teacher behavior, increased sensitivity to disability and gender, and the initiation of school-level programs focused on hygiene promotion and awareness. These results underscore the value of integrating inclusive WASH infrastructure into broader educational reforms to support equitable access and participation.
However, findings also underscore that inclusive education cannot be achieved through infrastructural improvements alone. In schools where the project has not intervened, concerns persist around the lack of water facilities, inadequate menstrual hygiene management, and insufficient disposal mechanisms. Beyond the physical environment, the study identified three intersecting categories of barriers—institutional, socio-cultural/attitudinal, and infrastructural—which collectively hinder the full realization of inclusive education.
At the institutional level, a significant gap exists between national policy frameworks and localized implementation. Most municipalities lack targeted inclusive education action plans and have not allocated adequate budgets for teacher training, assistive technology, or accessible learning materials. At the school level, educators frequently lack formal training in inclusive pedagogies, and inclusive practices remain limited to superficial integration without sufficient academic or emotional support for students with disabilities.
Socio-cultural and attitudinal barriers—such as stigma, unconscious bias, and low expectations—are deeply entrenched. Families often remain unaware of legal entitlements and support services, while community perceptions continue to marginalize children with disabilities. These barriers are compounded by the lack of disability-sensitive language, inclusive communication practices, and parent engagement in the educational process.
The physical infrastructure, though improved in project-supported schools, remains a major limitation elsewhere. Schools still lack basic accessibility features such as ramps, tactile signage, and adapted classroom furniture. Moreover, the digital divide is stark, with limited access to ICT and assistive technologies for children with diverse impairments. Geographical constraints and risks, such as proximity to forests and poor road conditions, further exacerbate exclusion for children with mobility issues.
This study also reinforces the importance of a holistic and multi-sectoral approach to inclusive education—one that simultaneously addresses physical infrastructure, teacher capacity, policy coherence, social attitudes, and economic realities. While WASH-related improvements have yielded promising results, the effectiveness and sustainability of inclusive education initiatives depend on integrated interventions across all these domains.
If the project is to meaningfully reduce the barriers identified—ranging from early screening gaps to teacher preparedness, family engagement, and community-level inclusion—it must strategically expand its interventions beyond WASH to encompass a broader educational inclusion framework. Doing so will not only enhance participation, regular attendance, and academic performance of children with disabilities but will also move Nepal closer to fulfilling its constitutional and international obligations toward inclusive, equitable, and quality education for all.
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List of Research Participants 
Assessment on Barrier Analysis of Children with Disability in Bardiya- WASH GAINS
Date: 25th February to 3rd March 2025
Venue: Project working areas
Project Name: WASH, Gender & Adolescent Inclusive School in Nepal (WASH GAINS), Bardiya
List of Interviewee:
- Mr. Krishna Chaudhary (Multiple Disability) at Sarswati Basic School, Bindra Geruwa RM (Student class 8)
- Mr. Gulab Lal Chaudhary, SMC president of Nepal Rastriya Namuna Ma Vi, Dhodhari Madhuwan Municipality (Deaf Resource class)
- Mrs. Alija GC (Dhakal) Head Teacher of Sukra Ma Vi, Taratal Madhuwan Municipality
- Mr. Narayan Prasad Khanal, Officer of Education Department Madhuwan Municipality
-  Mr. Aananda KC (Physical Disability- class 7 student) of Sukra Ma Vi, Taralal Madhuwan Municipality
- Mr. Tikaram Bhusal (Blind person with disability) teacher of Sukra Ma Vi, Madhuwan Municipality
- Mr. Satish Kumar Yadav, Officer of Education Department Gulariya Municipality
- Mrs. Shanti Chaudhary(Parent) of Krishnasar Basic School, khairi Gulariya Municipality
- Miss Srishti Chaudhary (Student class 5) Moderate- Intellectual Disability of Krishnasar Basic School, khairi Gulariya Municipality
- Mrs. Sabitra Gautam (Deputy Mayor) Gulariya Municipality
- Mrs. Ratna Kumari Pandey (Deputy Mayor) Barbardiya Municipality
- Miss Shanti Chaudhary (Physical Disability), Palika Level Disability Network- Member Barbardiya Municipality
- Mr. Chintamani Kandel (Visual Impairment) Palika Level Disability Network President, Gulariya Municipality 
- Mr. Tikanath Gosai, Officer of Education department of Barbardiya Municipality
- Mrs. Usha Pun, Chief of Women Children & senior citizen department Barbardiya Municipality
- Miss Anju Shahi (Visual Impairment class 12 student) of Tribhuwan Ma Vi, Bhurigaun Thakurbaba Municipality
- Mrs. Bina Kumari Bhattarai (Deputy Mayor) Thakurbaba Municipality 
List of FGD:
-  At Bhawani Ma Vi, Simara (Intellectual Resource class) Bhadhaiyatal Municipality
- Geruwa Rular Municipality (Deputy Mayor, Education, health, women children & senior citizen department, engineer) 
- At Krishnasar Basic School, Khairi Gulariya Municipality (SMC, HT, Parents, teacher, student of disability)
- At Balmandir Basic School, Gulariya Municipality (SMC, HT, Parents, teacher and Ward 5 president)
- At Jansewa Ma Vi, Baidi Barbardiya Municipality (Head Teacher, Teacher, member of disability member)
- At Nepal Rastriya Basic School, Tarkpur Barbardiya Municipality (Head Teacher, teacher, SMC president, parent)
- At Bhanu Ma Vi, Siuniya Barbardiya Municipality (SMC president, Head Teacher, teacher, parent, student)
-  At Yuwak Ma Vi, Duddha Barbardiya Municipality (SMC president, parent, HT, teacher & student of disability)
-  At Chure Ma Vi, Bagnaha Thakurbaba Municipality (SMC, HT, teacher, parent & student of disability)
- At Tribhuwan Ma Vi, Bhurigaun Thakurbaba Municipality ( HT, teacher of blind, parent, students with disabilities)
- At Nepal Rastriya Ma Vi, Bansgadhi Municipality (Blind Resource class) 
- At Nepal Rastriya Namuna Ma Vi, Dhodhari Madhuwan Municipality (Deaf Resoure class)
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List of KIIs and FGDs Question Tools 





Page 2 of 2

image1.png
CY3)
(o)
e 3Ty FERia ourel




image2.jpeg
il )
dWaterAid





A Report on


 


Barriers Analysis in Improving Inclusive Education


 


in WASH GAINS Project Schools in Bardiya District


 


Operational Field Study


 


 


 


 


 


 


 


 


Submitted by,


 


Kaladhar Bhandari and


 


Nir Shrestha,


 


Blind Youth Association Nepal


 


 


 


 


 


 


 


 


Submitted to


 


National Federation of the Disabled Nepal (NFDN) and


 


Water Aid Nepal


 


 


 


 


Apr. 2025


 


 


 




A Report on   Barriers Analysis in Improving Inclusive Education   in WASH GAINS Project Schools in Bardiya District   Operational Field Study                 Submitted by,   Kaladhar Bhandari and   Nir Shrestha,   Blind Youth Association Nepal                 Submitted to   National Federation of the Disabled Nepal (NFDN) and   Water Aid Nepal         Apr. 2025      

