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Abstract 

Inclusion in Ethiopian Public Higher Education Institutions: the Case of Addis Ababa University 

Tewodros Habte 

Add is Ababa University, 2012 

This study uncovered the policy environment and the practice of inclusion in Ethiopian public 

higher education institutions in particular focuses to Addis Ababa University. This research 

followed a sequential exploratory mixed design that is predominantly governed by qualitative 

enquiry and supported by the quantitative approach. Accordingly, this study used in-depth and 

semi-structured interviews, questionnaire, focus group discussion, document analysis and 

observation. In this study, 17 key informants (8 cases, 3 higher officials from Ministry of 

Educat ion, 4 uni versi ty officials and 2 chair students from visually impaired and physically 

impaired students' associations of the universit y), 59 physically impaired and visually impaired 

student s, 63 non-disabled students and 39 teachers. The study used different instruments to 

support and triangulate the qualitati ve data which was obtained from the key informants. Similar 

major findings were obtained almost from all the participants. Both the qualitative data and the 

quantitative data unmasked the problem. Inadequate strategic and practical concerns, absence of 

university legislation on disability issues, serious inaccessibility problems and attitude based 

exclusions were the major findings of the study. Physical inaccessibility related to buildings and 

their respective facilities and academic inadaptability were found to be the recurring themes. 

Lack of awareness, negative attitude, lack of policy at the university level and insufficient 

commitment were some of the causes to the problem. A workable national policy environment 

was also di scovered in the study. The need for considerable concern toward the strongest sense 

of inclusion both at national and institutional levels, national strategic programs, higher 

education quality assurance standards and a uni ve rsity legislation emanated from the Higher 

Education Proclamation 650/2009 were some of the major recommendations. 

iii 



Acknowledgment 

I am too much indebted to my advisor Dr. Daniel Desta. Throughout the earl y inception to the 

birth of thi s research, he has been supporting me with hi s generous and constructive assistance. I 

want to capita lize his prudence in the course of hi s adv ice. 

I wou ld like to ex tend my sincere appreciation to the MoE higher officials His Exce llncy Dr. 

Kaba Urgesa the State Minister, Pro. Zinabu Kebede Director General of the Hi gher Education 

Strategic Center and Dr. Tesfaye Teshome Director General of the Higher Education Relevance 

and Qua li ty Assurance Agency for their willing and modest cooperation. In particular, my 

spec ial appreciation goes to His Excellency the State Minister for his incredible modesty. I am 

also gratefu l to the uni versity officials to Dr. leilo Orner Academic Vice President of the Addis 

Ababa Uni versity, Dr.Abiy Zegeye director for the students' dean office, and Ato Assefa 

W/Maryam director for the students' service for their earnest cooperation. I am too much 

thankful to Ato Nigussie Gidey, Coord inator, for the Center for Disability as he provided 

substanti a l in formation and supported me as a bri dge to get some other informants. 

l owe to al l of the VI ancl the PI informants, particu larly to my cases. My heartfe lt thank goes to 

Merga Yad issa the chair of the uni versity Visuall y Impaired Students Assoc iation and Waga 

Demissie the chair of the uni vers ity Physically Impaired Students Association. I would have not 

been able to contact the Visually Impaired and the Physically Impaired informants had they not 

been profoundl y and continuously helped me. 

KA YNAK Medical and Educational Pic and my brother Abraham Habte shall deserve a warmest 

gratitude as they sponsored my research. I woulcllike to thank also my wife Tariqua Gutema, and 

my fri ends and re lati ves whom I did not mention by names. Last, but not least, I would like to 

thank my three yea rs son Tensae Tewodros, for hi s abstinence from childish behav ior while I 

was engaged in the resea rch. 

iv 



List of Figures 

List of Tables 

Li st of Ac ronyms 

Table of Contents 

Chapter One: The Problem and its Approach ............ .... ................ . ... . .... . 

1.1 Background of the Study .................................................. .. .... . . .. 

1.2 Statement of the Problem .. ...... . .. ..... ...... ..... .... .. .......................... . 

1.3 Objectives of the Study ...... ... .. .... .. . . .. ....... ......... .. .. . ........ ... . ...... .. . 

1.4 Significance of the Study ....... . ........ .. ........................... ...... ... ... .. . 

1.5 Delimitation of the study ....... . .. ............ .. ....... ... ....... ....... ........... . 

1.6 Limitations of the Study . .... . ..... . ............ . ...... . . .. .......... .. .. .. .. ..... . . 

1.7 Definition of Terms ........................ ............. .. ...... ...... ......... ..... .. 

Chapter Two: Review of Literature . .. .. .. .. .. . .. .... .. . .... .. .. . ... .. .... .. ...... ... .. . 

2. 1 Inclusive Education ..... . ....... . ......................... .... ...... . ..... ..... .. .. .. 

2.1 .1 Conceptual Definition ... .... . .... . .. ... .................. .......... .... .. ...... . 

2. 1.2 Evol ution of inclusive Educat ion ...... ......... ............................. . 

2.2 Inclusion in Higher Education ..... ........ .. ... .. .. .. .. .. .. ........ . .. .... ...... .. . 

2.3 Inclusive Education in Ethiopia ................................ .. ......... .. .. .... .. 

2.4 Theoretical Assumptions of Inclusive Education ... ..... ....... ...... .......... .. 

2.4.1 The Psycho Medical Legacy ...... ... .............. .. .. .. ... . ........ . .. . ..... . 

2.4.2 The Sociological Response ............................. .... ....... .......... .. 

2.4.3 Curricu lar Approaches .............................................. .. .... ... .. 

2.4.4 School Improvement Strategies ..... ... . ........ ... ... . .. ....... ... ......... .. 

2.4.5 Disability Studies Critique ......................... .. .... . .. ..... ... .. .... .. .. 

2.5 Disabi li ty ....................... ....... ................................ . .. .... . .... ... . 

2.5. 1 Conceptual De finition s ...................................................... .. 

2.5.2 Theoretica l Models of Disabi lity ...... .... .. .. .... ...... . ..... .... ..... .... .. 

2.5.2. 1 Personal Tragedy Model. ................................ .. .... . ...... .. 

2. 5.2.2 The Social Constructionist Model. .. . ..... ...... . .. .. .......... ... ... .. 

2.5.2.3 The twin-Track Model. ... . . . . . . .. ........... . . ............. .. .. ... ..... . 

2.5.2.4 The Ri ghts-Based Model. . . . .. .. . . ........ ... ....... ..... ..... . ... .... .. 

3 

5 

6 

6 

7 

7 

9 

9 

9 

I I 

13 

14 

17 

17 

17 

18 

18 

18 

18 

18 

20 

2 1 

21 

22 

22 



2. 5.3 Types of Disability ........... . . .. . ........ ... . . . . ... ...... .... ...... . . . . . . . . . ... . 

2.5.4 Disability and Inclusion ......................................... . ........ . ..... . 

2.5.5 Disability Inclusion Across Levels of Education ..... . .... . . . .. .. .. . . ..... . 

2.6 Education as a Human Right Issues ... ...... .. ............ ... . .. . ...... ... ... .... . . 

2.7 Barriers ofinciusion in Education .... . ....... ..... . . ... ....... . ... ....... ... . .. . .. . 

2.7. 1 Curriculum and Pedagogy .. . . . .. .. ........... . ................ . ...... . . . ...... . 

2.7.2 Assessment. .......... . ......................... ..... .... . ... . .................... . 

2.7.3 Attitude. Knowledge and Awareness ....... . . .. .. . .. .. .. .. . . . . . ... ...... . . ... . 

2.8 The Need for Accessib ility ........... . ....... . . . ........... .. ... .. . . ..... . ....... . . 

2.8.1 Physical access ib ility ......... . ........... .. . ........ .... . .. ..... .. ........ . ... . . 

2.8.2 Academic Accessibi li ty .... . . . . . . .. .. . .. . .. .... ... . .. . . .. . . . . . . .. . .. . . . .. . . . ... . 

2.8.3 Social Accessibility ... ... .......... .. ... . . . .. . .. .... . . ..... . .. . ... . . . . .. . . .. .. . . . 

2.9 Quality and Inclusive Education . . ... . .................................. .. ........ . . 

2. 10 Higher Education Inclusion as a Development Issue . .......... . ....... .. ... . . . 

2.11 Strategies to Higher Education inclusion ... ... .. . ..... ...... ... . .... .. ... .. ..... . 

Chapter Three: Research Design and Methodology . ...... ... . . .. . . ... . ......... . .. . 

3. 1 Research Design ............................... . . ... . . ..... . . .... ........ .. .. .. .. . .... . 

3.2 Research Site ................ . ...................... . ... . .............. .. ... .. . . . . .... . . 

3.3 Research Partic ipants and Sampling ... ................ .. ......................... . . 

3.4 Data Co ll ecti o n Instruments .............. . ........... . . ... . ...... ....... . .... .. ... . . 

3.5 Data Co ll ec tion Procedures ............. . ............. ..... ...... . . ................ .. 

3.6 Data Analysis Procedures .... . ..... . .. . ..... .. ... ... ... .. . ....... ............ .. .... .. 

Chapter Four: Data Presentation and Discussion .................... . ..... . .... ..... . 

4. 1 Data Presentation . .. ... .. . ... .... ........ .... . . .. . .. .... . . .. . . .... . . . ....... .. . . ... .. . 

4.1 .1 Presentation of Cases ...... . . . ... .. . . .. . ... .. . . .... ... ......... ............ . .. .. 

4.1.2 Data Obtained from the Officials . ... . . .. . .. . .. . ..... . ...................... . . 

4.1.3 Presentation of Quantitative Data ..... . .. . . . . ... . . .. . . .. . ..... . .............. . 

4.2 Discuss ion ..... . .. . ... . .... . .............. . ....... .. .. ......... ...... . ... ....... . ..... .. 

4.2. 1 The pol icy environment. ..................... ....... . . ........... ....... . ..... . 

4.2.2 The national and inst itutional strategies ....... . ......... . . ... . .... . ........ . 

4.2 .3 Reception and regi stration related problems .......... .... . . ... . ............ . 

23 

24 

24 

26 

28 

28 

29 

30 

32 

32 

34 

35 

36 

36 

37 

40 

40 

40 

41 

42 

44 

44 

45 

45 

45 

75 

78 

85 

85 

86 

87 



4.2.4 Knowledge and awareness ... . . .... ... .. . ... .. .. ............................ . 

4.2.5 Attitude ... .. . ..... ..... . ... . .. . .. ... . .. .... .... .. .. . .. .. ..... .... .. ........... . . 

4.2.6 Accessibili ty . . . ... . .. . .. . .. .. . .. ... . . ... . ...... . . . ... ... . .. . .. ...... .. .... .. . .. . 

4.2.6. 1 Physical Accessibility ........ . .... .. ..... .. .. ... ... ..... . ..... . .. .. .. .. 

4.2 .6.2 Academic Accessibility ....... . ... . ...................... . .. .. . .. . . . .. . 

4.2.6.3 Social accessibility . .. .. ....... . ... . ...... .. .. . . ........ .. ... .. .... .. ... . 

4.2.7 Disabi lity Spec ific Issues ................. . ....... . ........ .. ..... . .. .. . .. .. .. .. 

4.2.8 Major chal lenges and opportuni ties .. . . . ............. . . . ....... . . ....... .... .. 

Chapter Five: Summary, Conclus ion and Recommendations .......... .. ........ . 

5. 1 Summary ... ........ .. ..... . .. .. .................. . .. . ... ........ . .......... . ...... .. .. 

5.2 Conclusion .. . .......... . . . .. ... . ... ....... ...... . ...... ... .. . .... ..... ...... ......... . 

5.3 Recommendations . . . ...... . ....... .... ........... .. . .... ........... . . ............. .. 

References 

Appendices 

88 

89 

91 

9 1 

93 

95 

97 

98 

99 

99 

104 

106 

108 

113 



List of tables 

Table One: Summary of the Population, Sample and Sampling Technique of the SWDs 

Table Two: SWDs sati sfaction on the service or support provision 

Table Three: SWDs placement and their knowledge on their right and inclusive education 

Table Four: NDSs Attitude on the SWDs 

Table Five: NDSs view on the service and fac ilities 

Table Six : Teachers' perception on the di sability 

Table Seven : T eachers academic support provision for the SWDs 

v 



List of Figures 

Figure One: The VI and the PI Students' Specific Problems 

Figure Two: Issues of the Higher Education Proclamation and Implementation 

vi 



List of Acronyms 

AACU: Association for American Colleges and Universities 

AAU: Addis Ababa Un iversity 

ESOP: Education Sector Development Program 

ETP: Education and Training Policy 

EFA: Education for All 

FORE: Federal Democratic Republic Ethiopia 

FGD: Focus Group Discussion 

GC: Graduating Class 

GTP: Growth and Transformation Plan 

HEI: Higher Education Institutions 

HERQAA: Higher Education Relevance and Quality Assurance Agency 

HESC: Higher Education Strategic Center 

ILS: Institute of Language Studies 

MoE: Ministry of Education 

NDSs: Non Disabled students 

NBR: New Building Rooms 

NCR: New Class Rooms 

NGOs: No n Government Organizations 

OCR: Old Class Rooms 

PI: Physically Impaired 

PSIR: Political Science and International Relations 

PWDs: Persons with Disabilities 

SNE: Specia l Needs Education 

vii 



SWDs: Students with Disabilities 

TVET: Techni cal and Vocational Education and Training 

UDHR: Universal Declaration of Human Rights 

UNESCO: United Nations Educational Science and Cultural Organization 

UPE: Universal Primary Education 

UPEC: Universal Primary Education Completion 

VI: Visually Impaired 

viii 

I 

I 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



Chapter One: The Problem and its Approach 

This chapter deals with the problem and its approach. It includes background, statetement of the 

problem, objective, significance, delimitation and limitation of the study and definition of terms. 

1.1 Background of the Study 

"I was a([ending the lecture delivered by one of the department teachers. l /iJund it was 

diflicult to take the lecture note with the same pace like other /ellow students. Lastly. 1 

decided to record the lecture with a tape recorder and 1 get started recording. However. the 

teacher was embarrassingly shouted at me and snatched the tape recorder and deleted the 

record. I will not/orgetthe episode as it broke my heart . .. 

This is a vo ice transcribed from a visuall y impaired (VI) 4th Year student in Summer History 

Educati on Program of the Addis Ababa University (AAU). It is part of a shocking account 

ex tracted fro m a group project work entitled "An Assessment on the Implementation 0/ Inclusive 

Teaching Approach: the case of AA U 4th Year Summer History Education Students." This 

project was undertaken by the students of the Educational Research Institute. It asserted the 

severity of the exclusion o f three VI students in the above lTlentioned class. 

Needless to say everyo ne has the ri ght to educa tion as it is firm ly underpinned by universal 

conventions and nati ona l legal framewo rks. Many people, however, think that this is exc lusive to 

higher education. Distinctively, there are prominent conventions towards the right to higher 

education. The 1948 Universal Declaration on Human Rights (UDHR) Art 26 (I) particularly 

confirms the right to hi gher education: higher education should be equally accessible on the basis 

of merit. The 1965 International Covenant on Economic, Social and Cultural Rights (ICESCR) 

Art 13 (2) has also strengthened thi s idea: higher education shall also be made equall y accessible 

to all in particular by the progress ive introduction of free education (Donders, 2007). 

Countries. those of the signatories of the UDHR, have vivid legislations on the right to 

education. Thi s has been mani fested in their constitutions and policies. Nevertheless, there is a 

persistent gap between the legislations and practices. Many di sadvantaged people are still 

marginali zed fro m the access to higher education. In particular, People with Disabilities (PWDs) 
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are vulnerable to the exclusion despite an ever evolving concern toward inclusion (Donders, 

2007). 

Ethiop ia is one of the signatories of the UDHR and other universal conventions. The country has 

also equi va len t national legal framework that ensures the right to education. The 1995 Federal 

democratic Republ ic of Ethiopia (FDRE) Constitution recognizes a right to education and 

underlines the need for supportive actions to the marginalized groups. Art. 41 (3) underpins that 

every Ethiopian has the right to equal access to publicly funded socia l services. The same article 

(5) pays attention to the educational provision of people with physical and mental di sabilities. 

Admi ttedl y, the Ethiopian constitut ional framework towa rds the ri ght to education has been 

reflected at all levels of education in the country. This is predominantly manifested wi th the ever 

evo lving access to primary education. However, from 10 % of the PWDs in the total population 

of the country, less than 3% of them have access to primary education (MoE, 2010). 

We are now in 21 st century that is relatively intolerant to exclusions from the access and quality 

of education. Marginalization from all levels of education has been condemned in one or other 

way. Consequently, incredible numbers of marginalized groups have gained access to 

educa tional opportuniti es at all leve ls. But many of these students who ga ined access are poorly 

included in educational settings (UNESCO, 2009). Particularly, little or no attention is paid to 

inclusion in higher education (Andrea & Gosling, 2005). 

To th is effect, the support given at the transi tion to preparatory schools and to higher education 

placement can be taken as a major step towards inclusion. The concern shown on the Education 

Sector Development Program (ESDP) III & IV has come up with increased entrants of SWDs to 

higher education despite limited concern to inclusion (MoE, 2010). However, those gained 

. access to higher education are not well included in Higher Education Institutions (HEIs) (Eshetu, 

2008). The case story of the VI 4th Year student could also be a vivid example of the exclusion. 

Inclusion in Ethiopian education has a multi-level meaning as the country is known for ethnic, 

li nguistic, cultural and other diversities. The est imate prevalence of 10 % of PWDs (MoE, 20 I 0) 

from the tota l population a lso strengthens the prom inence of du ly consideration to inclusion 

inc luding higher educat ion. 
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The un iversal prevalence of inconside rable attent ion toward inclusion in higher education 

(Andrea, 2005), theoret ical assumptions that could foster the need for inclusion in education 

(Nind & et.al, 2005), the national policy environment on higher education (MOE, 1994; FORE, 

1995 ; FORE, 2009) and the practice, and the current Growth and Transformation Plan (GTP) 

issues (MoFEO, 20 I 0) could be major attributions to deal with the problem of inclusion in 

Ethiopian higher education. 

1.2 Statement of the Problem 

Ed ucational exc lusion (from and within education) became a growi ng phenomena both in 

developed and deve lopi ng coun tri es. Poverty and margi na li zation are the major causes of thi s 

exclusion in most parts of the worl d (UNESCO, 2009). Being one of African Sub-Saharan 

developing countries, thi s is a manifested truth for Eth iopia at which huge number of PWOs are 

marginali zed from educational opportunities and learning (MoE, 2010). 

The issues and values of inclusion in education have been elaborated and developed over the last 

two decades. It is within this period of time that considerable attention is given and a relative 

change is observed (Norwich, 2008). However, inclusion in education continued to be a 

challenge. Desp ite a re lati ve progress in general education, yet inc lusion remained attracti ve in 

principle and unpractica l in real ity (UNESCO, 2009). This situation becomes worse in higher 

educat ion and Ii nd ings show that incl usion is principa ll y overlooked in higher education 

insti tu ti ons (Andrea & Gosling, 2005). As noted earli er, this global phenomenon is plainly 

re fl ected in Ethiopia. Right after the introduction of the 1994 Education and Training Policy 

(ETP), insignificant number of SWOs, who with great individual efforts passed successfull y 

through all the barri ers in general education , had been joining higher education institutions. 

However, these students had been encountered more serious barriers in higher education. They 

had been excluded from the actual learning as there was no supportive system (MoE, 2006). 

Graduall y, a re lati ve progress has been made to raise the number of uni versity entrants. Yet, 

inclusion in Ethiopian higher education is not prioriti zed in its strongest sense. Both ESOP III & 

IV solely envisaged raising the access (MoE, 20 10). 
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Inclusion in education is challenging and evolut ionary process as it calls for an equitable learning 

environment to diversified learners (UNESCO, 2009). Conversely, theoretical assumptions 

testify that there is a window to deploy inclusion at all levels of education (Nind & et.al, 2005). 

The social theory of inclusion, for example, argues that inclusion can happen within diversified 

learning community. For this theory, diversity and disability are not problems for inclusion 

(Nind & et.al, 2005). This theory strongly rejects the literal concept of disability for it believes 

that everyone has his/her own impairment or disability in the context of learning or socialization 

(Adams, 2006). If this is the case, the problem can be seen within the success or failure of 

countries at national and institutional levels in setting their policy frameworks and undertaking 

actions. 

Access to higher education for SWDs is insignificantly groWIng In both the developed and 

de ve loping countries. The situation becomes double jeopardy whi le those gained the access are 

not included in the proper learning process (Andrea & Gosling, 2005). For example, SWDs in 

United States of America are graduating high school at a steadily increasing rate and the 

percentage of students choosing to enter post secondary education has significantly increased in 

recent decades - from 3 % in 1978 to 19 % in 1996. However, these SWDs continue to lag far 

behind their non disabled classmates in academic attainment and persistence. They are far less 

likely to complete a degree or certificate program; for those who do the process generally takes 

twice as long as it does for Non-disabled Students (NDSs) (Adams, 2006). 

The four key elements of educational right (availability, accessibility, acceptability and 

adaptability) of the United Nations Committee on Economic, Social and Cultural Rights 

(CESCR) that are vital for inclusion are less practical in higher education institutions. The 

necessary facilities and resources are not adequately available. Higher education is not accessible 

for all SWDs. The curriculum, the teaching methods and assessment are not relevant and 

acceptab le. The system in higher education also greatly lacks adaptability (Andrea, 2005; 

Adams, 2006; UNESCO, 2008). Regardless of the increased number of entrants to public higher 

education institutions, attention is not given to the learning of the SWDs (MoE 2006, MoE, 

20 I 0). Findings have shown that the human rights of the SWDs in Ethiopian public higher 

education institutions are challenged by exclusionary cultures Eshetu (2008). Henceforth, 
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inclusion in Ethiopian higher education with respect to the learning of the SWDs is a prominent 

issue to be dealt with. This study intends to unmask inclusion in Ethiopian public higher 

education institutions in particular focus to AAU and aims to assess the gaps between the policy 

environment and the practice. Accordingly, the study targets to answer the following basic 

research questions. 

1) How are theoretical assumptions linked to the practice of inclusion in AAU? 

2) Do the national and the institutional (AAU) policy environment and strategies encourage 

inclusion toward higher education? 

3) Does the university community have adequate knowledge on disability and inclusion? 

4) Does the univers ity community have positive attitude toward the VI and PI students? 

5) How are the physical , academic and soc ial accessibilities situated to the SWDs? 

5.1 Are the facilities and the resources accessible to the SWDs? 

5.2 Does the university have adapted curriculum, teaching method and assessment 

procedures for SWDs? 

5.3 Is there positive relationship and communication between the SWDs and the 

university community? 

6) What are the major challenges and opportunities towards inclusion at AAU in particular 

and in Ethiopian higher education in genera l? 

1.3 Objectives of the Study 

This study mainly intends to explore the policy environment and practices of inclusion in 

Ethiopian public higher education institutions in particular focus to AAU. The study has the 

following spec ific objectives. 

I. To articulate the links between theoretical assumptions and inclusion in higher education. 
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II. To examIne the pol icy environment and strategic concerns of inclusion 111 higher 

educat ion at national and institut iona l leve ls. 

III. To highlight the knowledge and awareness of the uni versity community on di sability and 

inclusion. 

IV. To examine whether the university community has positive attitude toward the VI and PI 

students. 

V. To discover the challenges and opportunities of inclusion at AAU in particular and in 

Ethiopian higher education in general. 

VI. To assess the s ituation of the physical. academic and social accessibilities at AAU? 

1.4 Significance of the Study 

This study might have mUltiple advantages both at institutional and national levels and hoped 

that it will be a ground breaking work for those who are interested to deal inclusive inclusion in 

the broadest sense. It may help higher education community to rethink inclusionary actions that 

could mitigate exclusionary cultures and practices. This study may remind the need for the 

recognition SWDs in Ethiopian higher education curricular and pedagogical reform. 

At nati onal level , this study may influence the preparation of an elaborated sector strategy 

towards inclusion in hi gher educat ion. Hopefu ll y, this study can contribute its kick off toward the 

preparation of higher education quality standards in terms of the learning of the SWDs. Above 

all , th is study might have a signifi cant prominence for po licy makers, researchers and others who 

intend to deal with different dimensions of the problem. 

1.5 Delimitation of the Study 

This study is delimited to the VI and PI students. The VI and the PI higher education population 

at AA U could represent the country wide population. Nevertheless, it would have been pretty 

good had one or two of the public institutions been included in this research. Due you to the time 

constraint, thi s study is delimited to AAU : This study is al so delimited to AAU undergraduate 

students. Inclusion is a process of addressing and responding to the di verse needs of all children, 
6 



yo uth and ad ults th ro ugh increased participation and reduced exclusion wilhin and from 

education (UNESCO, 2009). However, thi s study focuses on inclusion within education . 

1.6 Limitation of the Study 

Th is study is li mi ted to include concerned NGOs working on disability issues. 

1. 7 Definitions of Terms 

I. 7.1 Conceptual Definitions 

Inclusive Education: a process of addressing and responding to the di verse needs of all 

children, yo uth and adu lts through increased palticipation and reduced exclusion within and from 

educat ion. 

Persons with Disabilities: p('ople thos(' who have long terI11 phys ica l. mental or intell ectual or 

scnsory impairmcnts which in in teracti on with various ba rriers may hinder their full and 

effecti ve participation in society on an equal basis with others. 

Physical Impairment: a dysfunction of the musculoskeletal and/or neurological body systems, 

which affects the functi onal ability of a student to mu ve or coordinate movement. 

Visual Impairment: refers to people with irretrievable sight loss and this simple definition 

covers a wide spectrum of different impairments. It does not include those whose sight problems 

can be corrected by spec tacles or contact lenses, though it does include those whose sight might 

be improved by medical intervention. 

Within inclusion: aspec t of inclusion alier the access is gained; the learning of students 

(particularly those marginali zed) in an education system without exclusion being as a full 

member of the learning community. 

I. 7.2 Operational Definition 

Attitude: the mind set, the feeling and the wi llingness of the university community to 

understand, to support and to communicate the SWDs. 

7 



Inclusion : Inclusion in terms of the SWDs or disability inclusion. 

Students with disabilities: phys ica ll y challenged uni versity students particularl y the VI and the 

PI students of the AAU . 

The university community : all the members of AAU including students, academic and 

admini strati ve staffs. 

Within inclusion: the learning of the SWDs in public higher education institutions. 
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Chapter two: Review of Literature 

In thi s chapter, related literatures were intensively discussed. All the issues discussed are directly 

attributed to the problem. research questions. findings and recommendations. Published local and 

global sources, few unpublished MA thesis papers and very few internet sources were used. 

I. Inclusive Education 

1.1 Conceptual Definitions 

Defining inclusive education is one of the debatable issues of inclusion in the field. Hick & et.al 

(2009) affirms that inclusion has remained a complex and controversial issue with continuing 

uncel1ainty about its definition. The definition of inclusive education became a contested ground; 

the term can mean different things to people who have varied investments in how it is 

constructed. enacted. and hence researched (S heehy & et.al, 2005). In consistency with the above 

writers. UNESCO (2009) underpinned that the term inclusion has different interpretations in 

various countries. 

Incl usion in education has been defined in many ways however there is no universal consensus. 

Many writers, UN agenc ies, government and non government organizations commonly revolve 

around combating exclusion from and within education while they define inclusion. 

As to Mitchell (2007), inclusive education is considered to be the most effective tool to combat 

discriminating attitudes, to create welcoming communities, to build an inclusive society and to 

achieve EFA Goals. Tefera (2006) on hi s part defines inclusive education as a broad concept 

which intended to make e ffect ive the ri ght to education. eq ual 0ppol1unity and participation. 

Inclusion is viewed as a guiding principle for educationa l policies and programs so as to combat 

the exclusion of certain groups of students in an educat ion system (UNESCO, 2009). 

Contrary to the above definitions, Nind & et.al (2005) critically argues that the term ' inclusive 

education' is incapable of holding the intended conceptual meaning. For him, the term 

' inclusion ' refers to the physical situations to introduce a part which is outside into the whole, or 

is mere ly quantitative to introduce something smaller into something bigger; there is also a 
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connotation of a dominant and a subordinate group. He rather asserted the suitabil ity of the new 

term or model (, interactive education') to conceptualize inclusivity in education. 

Being the controversial aspects of inclusion are equall y important, Nind 's argument on the term 

'inclusion' seems to be a cont inuum between the literal and the implied meaning of the word. 

Mi tche ll (2008:27) clea rl y defines inclusion agai nst Ni nd 's conception : 

inclusive education means educating learners with special educational needs. it means 

much more than mere placement. Rather, it means pUlling in place a whole suite 0/ 
provisions, inc/uding adapted curriculum, adapted teaching methods, modified 

assessment techniques and accessibility arrangements, all a/which require support/or 

the educator at the class room level. in short, inclusive education is a multi-component 

strategy or, perhaps, mega-strategy. 

Debates about the delinition or inclusive education are important. There are many different 

understandings unci interpretations wh ich can affect whether or not outcomes are successfu l and 

sustainable (Howes, 2008). Lewis (2008) underscores the prominence of clear understanding of 

incl usion in educat ion for at least three reasons. First, inclusive education will fail or be 

unsustainable when a limited detin ition is avai lable as this in turn brings limited underl yi ng 

princip les and values that cou ld produce very different outcomes. Second, as practice expands in 

more contexts and cultures, definitions of inclusive education keep evo lving, and refl ection on 

thi s practice deepens. Third, many people assume that inc lusive education is just another version 

of specia l education, or is related on ly to learners with disabilities. 

UNESCO (2009) relatively tri es to give clear definition on inclusive education. It defines 

inclusion as a process of addressing and responding to the di ve rse needs of all chi ldren, youth 

and adults through increased part icipation and reduced exclusion within and from education. One 

can possib ly infer as many ideas as possible from this definit ion. To mention some, it is about all 

leve ls and types of ed ucat ion that could range fro m earl y child hood education to higher 

education and any mode of non-forma l education (UNESCO, 2008), It is also beyond disability 

issues that accommodates any type of learner in any educational institution regardless of poverty, 
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gender, ethnic, language etc. backgrounds (MOE, 2006). Much importantly, it is against the 

existence of exclusion in two ways: exclusion from the access and exclusion after the access 

(Mitchell ,2007). 

I.~wis (2008:40) proposes an even broadcr definition of inclusive education that spans all life 

stages and goes beyond the school: 

Inclusive education refers to a wide range of strategies, activities and processes that 

seek to make a reality of the universal right to quality, relevant and appropriate 

education. It acknowledges that learning begins at birth and continues throughout life, 

and includes learning in the home, the community, and in formal, iriformal and non­

formal situations. It seeks to enable communities, systems and structures in all cultures 

and contexts to combat discrimination, celebrate diversity, promote participation and 

overcome barriers to learning and participation for all people. It is part of a wider 

strategy promoting inclusive development, with the goal of creating a world where 

there is peace. tolerance, and sustainable use of resources, social justice, and where 

the basic needs and rights of all are mel. 

1.2 Evolution of Inclusive Education 

Inclusive education has been evolved in diverse origins and influences that include communities; 

activists and advocates; professional-based movements (quality education, school improvement, 

schoo l effectiveness, and specia l needs): international. governmental and non-governmental 

agencies; and the rea lities of the world situation and practical experience (Lewis, 2008). While 

the values, principles and practices of hunian rights and democracy have been grown, inclusion 

in education has been evolved concomitant ly in contemporary world (AACU, 20(9). 

Remarkablc international cvents and convcntions havc also intluenced the evo lu tion of inclusive 

education. Generally stn ting, it is possible to see the evolut ion with in three phases on the basis of 

these international events and conventions. 
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i) Inclusion before Jomtien 

Before the early 1990" inclusive education was not practiced as it evolved latter and the term 

' inclusion' was rare ly used in education .. It was referred ' integration ' or ' mainstreaming' to 

indicate the placement of children with di sabilities or special needs in mainstream schools (Hick 

& et.a!. 2009). 

'Integration' focuses on ensuring the right of ch ildren with disabilities to study in mainstream 

schools. Students enrolled in school have to adapt themselves to the ex ist ing school environment 

(cu rriculum, methods, va lues and rules), regardless of their backgrounds. However, the focus of 

inclusion is different from the focus of integration. Inclusion, contrary to integration intends to 

realize the right of all people to a high quality education, focusing on those who, due to differing 

reasons, are excluded or at risk of being marginali zed. It focuses on the transformation of 

education systems and schools so that they can cater for the diversity of students' learning needs 

resu lting from their social and cultural background and their individual characteristics 

(UNESCO,2008). 

ii) Inclusion from Jomtien to Dakar 

The World Dec larat ion on Educat ion for All , adopted in Jomtien, Thailand (1900), that sets out 

an overall vision to universali ze access to ed ucation for all children, youth and adu lt and to 

promote equity, was a remarkable event in evolution of inclusion in education (UNESO, 2009). 

After the ground breaking Jomtien Conference, the World Conference on Special Needs 

Education (access and quality) held in Salamanca, Spain (1994) endorsed the idea of inclusive 

education and committed to almost all the countries in the world to achieve the goal of Education 

for All (Hick & et.al, 2009). The Education Forum Meeting in Dakar Senegal (2000) that was 

held to review the progress made since 1900 declared that EF A must take account the needs of 

all poor and the disadvantaged in particular focus on girls and women. 
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ii i) From Dakar till now 

The Convention on the Ri ghts of Persons with Disabilities (2006) and United Nations 

Dec larati on on the Ri ghts of Indi genous People (2007) are the major steps taken towards the 

evo lution of inclusive education after the Dakar meeting (UNESCO, 2009). 

Currentl y, inc lus ive educati on is inc reas ingly promoted and suppOit ed by UN agencIes and 

governllle nls however confus ion, misunderstandi ngs and diffe rences of opinion remain leavi ng 

n1Qn)' unanswered questions abo ut theo ry and prac tice ( I.ewis. 2008). In thi s respect, the 48th 

Sess io n of Illlernmional Conference on Education he ld 23-25 November 2008 in Geneva. 

Switze rland was a re lllarkable phenomenon that asserted incl usive quality education is 

fundamental to achieve human, social and economic development (UNESCO, 2008). The 

coni'e rence was envisaged with a theme "Inclusive Education: the way of the jitlure ". Most of 

the reports fro1l1 I 16 countries which were di sclosed during the conference declared good 

practi ces and ascertained the signi fi cance of inclusion at all levels of education. 

2. Inclusion in Higher Education 

In many nati ons of our uni ve rse, 1l1uch concern has been paid to tht:: inclusion of general 

education in ma instream schools. Thi s is because inclusion in general education is pro found ly 

recognized as a cornerstone fo r both UPE and EFA goals (Mitchell , 2007). Inclusion in 

education is highl y confi ned to general education throughout the world. Despite the presence of 

uni ve rsal limelight toward inclusive education, it is less considered and overlooked in higher 

educati on. 

Andrea & Gosling (2005) depicts different reasons how un equal concern for inclusion in higher 

educati on ex ists. For one reason, it is pretty important to note that higher education is not 

access ible to all high school students as it is merit based provision. The interest of high school 

students joining into higher education institu tion is another reason. All high school students may 

not be interested to jo in uni vers ity. For a very reason, there is inconsiderable attention both at 

national and insti tulional leve ls in mak ing higher educati on accessible or includ ing those who 

gai ned access in the rea l learn ing process. 
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There is, however, a growing concern to raise access to higher education for the disadvantaged 

including the SWDs. The concern of inclusion in higher education shall move forward from its 

weakest sense (provision of access) to its strongest sense: belonging to and being recognized as 

full member of the learning community (Andrea & Gosling, 2005) as inclusive education 

identifies, reduces and removes learning barriers at all levels of education before and after the 

access (UNESCO, 2009). The World Declaration on Higher Education also underlines the need 

for real inclusion in higher education (UNESCO, 2009). 

Inclus ion in higher education needs a shift from assimilationist model , 'students must fit in to 

what we provide '. to one that incorporates greater to the needs of students. Institutions need to be 

responsive to more variability in educational background and qualifications. There is no doubt 

many students present challenges to the traditional ways in which higher education has operated. 

Yet the extent to which institutions have adapted to take account of the needs of such students 

varies considerably (Riddle et a!. (2003); Andrea & Gosling (2005). To provide a framework for 

creating inclusive learning community in higher education: student engagement, flexibility of 

provision, quality of teaching and assessment, learning development, personal support, and 

equity in processes and relationships is profoundly important. It needs going beyond jair access' 

to app ly incillsivity. It is better to clearly idcntify a weak and strong sense of inclllsivity. 

Minority groups have to be recogn ized in both 'social and cultural capital' to be included in the 

curricu lum (Andrea & Gosling, 2005). 

Inconsiderable attention could be reflected in national pol icy environment, curriculum and 

institutional efforts. In support of this, Andrea & Gosling (2005) portrays that lack of attention 

by different responsible entities is one of the major reasons that hinder the development of 

inclusion in higher education. However, few nations including United States of America, Great 

Britain and Australi a are moving forward for the betterment of inclusion in higher education 

(Adams, 2006). 

3. Inclusive Education in Ethiopia 

In spite of the fact that the idea of inc lusive education is new for the country, it has been 

conceptualized as a means of achieving equitable education, social justice and inclusive society 
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there by inclusive universe (MoE, 2008). As sited in Tefera (2006), the 1994 Education and 

Traini ng Policy (ETP) clearly underlined the principles of special needs education by which all 

di sab led and gifted children learn in accordance with their full potentials and needs however 

there are problems in implementing the poli cy. In 2006, Special Needs Education (SNE) 

Program Strategy is launched by the Ministry of Education. This strategy was developed in an 

inclusive education system (MoE, 2006). 

Within the framework of the 2006 SNE strategy, the MoE in collaboration with Regional 

Education Bureaus and other stake holders is attempting to maintain an inclusive education 

system in parti cul ar focus to gene ral educati on. Regiona l Education Bureaus have ass igned one 

Focal Person for Special Needs and Incl usive Education. They have been undertak ing awareness 

ra ising and advocacy acti vities. Teacher educati on has been expanded at some higher education 

institut ions and teachers training colleges. Core curricula have also been modified fo r children 

with disabilities and manuals are being prepared on di sability specific curriculum. At the 

ministry level, an organized staff is established that comprises the Finish advisors and experts. It 

has to be known that these acti vities have been mainly undertaken at a general education level 

(MoE, 20 I 0). 

Acco rding to MoE (20 I 0). the first two Educati on Sector Oevelopment (ESOPs) did not pay 

much attent ion to the education of ch ildren with disabil ities . It is in the third and fourth ESOPs 

that attent ion is given to expand educational opportuniti es fo r children with special educational 

needs in order to ac hieve the EFA goa ls. Nevertheless, the result remains negligible as compared 

to the total populati on of school age children with disabilities . According to WHO estimate, from 

10 % of peoples with di sability in the total population of the country, less than 3% of them have 

access to primary education (MoE, 2010). 

Limited access to education, limited awareness on inclusive education, lack of multi sectoral 

approach and inadequate ssupport system are main challenges of inclusion in education (MoE, 

20 I 0). The policy environment and legal frameworks in support of Ethiopian inclusive education 

can be seen in the 1994 ETP, the 1995 Constitution of the FDRE and its enactment proclamation 

no. I. 1995, the 1996 developmental socia l welfare policy, the third and fourth ESOPs, the 2006 
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SNE strategy, the Ethiopian Higher Education Proclamation 650/2009 and International 

Conventions ratified by the Ethiopian Government. 

Inclusion in Ethiopian Higher Education 

As noted earlier, the 2006 SNE Program Strategy emphasizes inclusive general education to 

meet the Universal Primary Education (UPE) and Education for All (EFA) Goals. It is quite 

possi ble to say that inclusion in higher · education has no adequate place in this strategy. 

However, some impOltant points are indicated on this document. It is mentioned that one of the 

objectives of the strategy is to faci li tate the participation of learners with special needs in higher 

education. It is al so mentioned that an increased enrolment rate, awareness rai sing and capacity 

building activ iti es and proper ass istance are indicators of change towards inclusion in higher 

education institutions. 

The 1994 ETP underlined the need for equitable education. It also pays special attention for 

marginalized groups including the SWOs. By the same token, the 1995 Ethiopian constitution 

provides the right to education at a ll levels with a particular focus to PWOs. The support given to 

deve loping regions, women and physically challenged students into higher education placement 

can be taken as a major indication of the 1994 ETP and 1995 Ethiopian Constitution despite the 

absence o f speci fi c inclusion strategy to higher education. Consequently, the ESOP III & IV 

cons idered increased entrants of marginali zed groups of students to higher education through 

affi rmative act ion (Mo E. 20 10). As a resu lt , the number of the SWOs who joined higher 

education has been rai sed . But those gained access to higher education are not well included. 

Inclusion in Ethiopian higher education is not well considered despite the incredible growing 

number of girls in higher education institutions. The fourth ESOP in line with the five years GTP 

so lely targets to raise enrolment of students with spec ial educational needs from 389 in 200911 0 

to 946 in 2014115 (MoE, 200 I 0). 

From the broadest meaning of inclusion point of view, Ethiopian public universities are known 

for ethnic, linguistic and cultural inclusion. But thi s is not happened because of any higher 

education incl usion strategy. lt is just because of the diversification of the peoples and the 

political system of the country (Amsalu (1 999), EFOR (1995). Had it been supported by 
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incl usionary strategies and practices of higher education, it wo uld have been a bench mark even 

fo r western countries who have been suffering for color and racial discrimination (AACU, 2009). 

4. Theoretical Assumptions of Inclusive Education 

It is believed that inclusion in education is a process and has its own challenges as it toils to 

address diversified learning needs (UNESCO, 2009). However, some theoretical assumptions 

insist that inclusion could likely be a reality notwithstanding the prevalence of the challenges 

(Ni nd & et.al. 2005). The socia l constructionist theory does not assume diversified learning 

community as a problem. for instance. Th is theory rejects dist inctions among learning 

community members. It profoundly believes that teachers are the principal engineers to manage 

the educational context and environment and to provide appropriate educational practices for all 

learners in a diversified learning community Ibid (2005) . Other theoretical frameworks like 

pat1icipatory and critical theories condemn any exclusionary cultures and practices that hinder 

access for educational opportunities and appropriate learning. These theoretical frameworks not 

only reject educational exclusion but also stri ve for emancipatory actions (Mertens, 2003). 

According to Clough (2008), theories in inclusive education are emerged from 'special', 

. integrative ' and ' inclusive ' perspectives respecti vely . As to him, there are fi ve distinctive 

perspectives which are never wholl y exc lusive of each other, nor are they strictly chronologically 

sequent ial. These mode ls interpret the developme nt and interact ion of ideologies leading to 

present thinking in inclusive educat ion. They are discussed below in brief. 

i) The Psycho Medical Legacy 

This model emerged in 1950s which is understood as the system of broadly medicalized ideas 

which essentially saw the individual as being somehow ' in deficit' and in turn assumed a need 

for a special education for those individuals. This theory does not suit the principles of inclusion. 

Rather it focuses on special education. It is on this perspective that the medical model of 

disabi lity establi shed. 
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ii) The sociological response 

Thi s model broad ly represents the critique of the psycho-medical legacy and draws attention to a 

social construction of special educational needs. Contrary to the psycho-medical legacy model , 

thi s model focuses on making the learning environment suitable for all learners and envisages 

inclusive education. The social constructionist theory is the basis of this model. 

iii) Curricular approaches 

Such approaches emphasize the role of the .curriculum in nan'owing learning difficulties. In other 

words, thi s approach focuses on addressing special learning needs of learners with in an 

education system trough the adapted curriculum that in turn permits adapted teaching method 

and assessment. This model is very important for academic inclusion. 

iv) School improvement strategies 

This model emphasizes the importance of systemic organization 111 pursuit of truly 

comprehensive schooling. This approach targets to create conducive learning environment by 

applying the common domains of school improvement strategies. School improvement strategies 

are very helpful to make facilities, recourses and other learning materials accessible, and to 

maintain effective management in educational institutions. 

v) Disability studies critique 

These perspectives, often from 'ou/side' education elaborate an overtly political response to the 

exclusionary effects of the psycho-medical model. Basically, this perspective is separate 

di sc ipline from educational studies. But it has its own significance to inclusive education in 

terms of social inclusion. 

5. Disability 

5.1 Conceptual Definitions 

As sited in (Bullo, 2009), Mont (2007) states that there is no single correct definition of disability 

as the nature and severity of di sability varies greatly. Conceptual definitions of disability are 

ve ry important however there is no universa ll y agreed def:inition. Contemporary common 
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delinitions of disabi lity show how that part icular generat ion perceives di sability and responds to 

the matters related with di sabilit y. 

The conceptual definitions of disab ili ty have the ir own impact on the li fe of PWDs. Eshetu 

(2008) dep icts tha t ways of expressions, desc riptions and defin itions of d isability have direct and 

sensiti ve influence on the life of PWDs. In a similar manner, Biher (2009) states that the 

conceptual framework applied by law and pol icy makers, as well as program designers influence 

the way they frame and address the needs of PWDs. 

Adams (2006) asserts the impac t of stereotypes used by the society to detine and describe a 

PWD . As to him, these stereotypes can be expressed in different ways . At one end of the 

spec trum, a PWD is perce ived as a ' threat' to the soc iety; the individua l is seen being ' deviant ' 

or ·tro ublesome'. Onen the disab led person is seen as an object of' ridi eule ' . The di sabled pe rson 

is al so secn as the 'eternal child'. Most com mon ly, the soci ety understands a PWD as an object 

o(pity' or 'sick'. Stereotyping is one of the major traditional , soc ial and historical conditioning. 

National lega l de fini tions of di sability, on the other hand , possibly could tell the concern and the 

scope of comm itment of a particu lar country. For instance, the lega l definition given by the 

Ethiopian Rehabilitation Agency for the ' Disabled ' Order 70/1971 clearl y shows the mi ss 

conception and limited commitment of the then government despite the strong side of the 

defini ti on. The agency defines a person with d isabili ty as any person who, because of limitations 

of normal phys ical or mcntal health, is unable to earn hi s li ve lihood and does not have anyone to 

suppo rt him : and shall include any person who is unable to earn hi s liveli hood because of yo ung 

or old age. 

The delini ti on o f disability has been evolved in the passage or time. The term has been redefined 

by thc acti vists, concerned individuals and groups, and the UN. The redefi nition made by the 

Britain's Uni on of the Physically Impaired against Segregation in 1976 was a remal'kable 

detinition that embarked to the development of the social model of disabi lity. The then activists 
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redelined disability as something imposed on top of their impairment by the way they are 

unnecessarily iso lated and exc luded from participation in the soc iety (Sheehy & et.al , 2005). 

The 2006 convent ion on the rights of people with disabilities dclined the term a PWDs as people 

those who have long term physical , mental or intellectual or sensory impairments which in 

interaction with various barriers may hinder their full and effective participation in society on an 

eq ual basis with others. Biher (2009) defines di sability as any restriction or lack of ability 

(resulting tl'om an impairment) to perform an activity in the manner or within the range 

considered normal for humans. 

The term given for the PWDs also has variations in many countries. In most countries, the term 

'Ixrsons wi th disabilities ' is used while some countries use the term 'di sabled people'. Lewis 

(2008) underlines the terlll 'persons with disabilities' shall be used instead of using 'disabled 

people ' as it follows the language of the UN Convention on the Rights of Persons with 

Disabili ti es. The Ethiopian Higher Education Proclamation 650/2009 also uses the term 

'physicollv challenged students ' for the university SWDs. 

5.2 Theoretical Models of Disability 

Theorizing disability is much prominent to properly understand PWDs and respond to their 

needs. Policy frame working and awareness raising activities will be effective if they are 

emanated basically from the theoretical models of disability. Service providers within a 

particular education system have better to know theoretical models of disability so that they well 

understand disability and involve with proper service provision. This is profoundly imp0l1ant for 

higher education community. 

Nind (2005) asserts the influence of theoretical models of disability on the practice of teaching 

learning process. He stressed that understanding theoretical models significantly helps educators, 

particularly teachers, to identify appropriate models, to deploy inclusion and to discriminate 

exclusionary approaches. Emphasizing the second model , he puts the first two models which are 
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discussed below. But before that, it is pretty important to note that there is conceptual simi larity 

between the theoretical models of inclusion and di sabi lity. 

i) Personal tragedy model 

Personal tragedy model is the other name for charit y model of di sabil ity. This model posits 

di sabil ity as a problem or deficit located within the individual that requires ' fixing'. It focuses on 

remediating the individual than focusing on the remediating the system. This model also 

excludes students both from academic and social inclusions. As many literatures depicted, it 

seems many of the globa l society and educational institutions are guided by this model. 

Personal tragedy model views disability as a tragic or miserable existence and the only solution 

is to raise money or resources with the aini of somehow reducing the "suffering " of SWDs. The 

SWDs are expected to passively and grate fully receive help and charity providers decide what 

SWDs need . This mode l focuses solely on "effects of impairment" (the Un iversity of Waikato, 

2004). 

ii) The soc ial constructionist model 

Unlike the personal tragedy model, the social constructionist model focuses on the system than 

focusing on the remediating the individual. For this model , disability is so much the result of 

impairment. It beliefs rather, disability is a product of social factors that create barriers and 

limited opportunities for equal participation. By the same token, (Lewis, 2008) defined that the 

socia l model is about changing the system to fit the student, not the student to fit the system. It 

local~s the problem o r exc lusion firm ly with in the system, not within the persons or their 

e haraetcri st i es. 

The social mode l of di sab ility represents di sability in terms o f social barrier or social oppression. 

The soci ety is di sabling the PWDs not thc pat1ieula r impairment or cond itio n that a person may 

hal'C. This model is profoundly suitable for inclusion as it rejects exclusionary cultures in the 

teaching and learning process (Adams, 2006). 
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The soc ia l model is contrasted with the medical and charity models of di sab ility. Teachers playa 

fundamental role in thi s model in managing the context and environment to provide appropriate 

ed ucational ex periences for all students including those with identified disabilities (L.ewis, 2008). 

iii) Twin -trad, model 

1.~ lVis (200R ) cr iti ci 7.cs thc social thcorctical model of di sability becausc it implies that if the 

system were changed, then inc lusion wo uld automati cal ly happen. He argued that there must be 

spec ific support or resources rendered by other stalk holders in order to make a particular student 

attend school (e.g. therapies or assistive devices, sufficient income, positive attitudes) yet even 

with a system changed. This in turn requires the involvement of other sectors (such as health and 

socia l welfare) and communities and famili.es, not just the education system reform. He calls 

such an approach twi n - track model. 

iv) T he Rights-Based Model 

I.ewis (2008) al so underpins the impot1ance of the ri ghts-based model of disability. With regard 

to educat iona l programm ing. thi s approach is gaining momentum as an overarching framework 

that can promote quality, inclusive education for all. A rights-based approach clarities the role of 

the child or leamer as a rights holder with entitlements, and the role of the government and its 

institutions as dut y bearers. This gives a strong. legall y binding framework for the development 

of policy and practice. 

The United Nations Committee on Economic, Social and Cultural Rights (CESCR) defines state 

obligations linked to the right to education through identifying four key dimensions­

availability, accessibility, acceptability and adaptability. All the four dimensions of the right 

to education are equally important for the creation of an inclusive education system. Each 

dimension has varying numbers of obligations of the state in order to fulfill , protect and promote 

the right to quality education for all. Education must be available, accessible, acceptable and 

adaptable for all in order to be truly inclusive (UNESCO, 2009). 

In Ethiopian context, as noted earlier. this mode l can be seen in the rights of students with 

di sabilities in the 1994 Ethiopian ETP, the 1997 FORE Constitution, the Higher Education 
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Proclamation 650/2009 and University Legislations, and International Conventions ratified by 

the country: and the practice of th is legal environment. 

Many writers recently di scussed the taxonom y of models of di sability in a similar manner and/or 

wi th some modifications and little differences. The WHO (2002) declared the latest international 

model called the biopsychosocial model as a blend of the medical and the social models. As to 

this model, both the medical and soc ial models are partially valid but not adequate; so a synthesis 

of both models is the most useful approach. This model is an integration of the medical and 

soc ial models and provides a coherent view of different perspectives of health: biological , 

individual and social. 

5.3 Types of Disability 

Learners with di sabi lities are all different ~ disability is a very broad term. Even among people 

with the same SOI1 of impairment, for example, people wi th visual impairments, the implications 

for life and learning can be ve ry different. Some peoplc may move around independent ly, others 

may need guides: some read braille, others use tapes: some have low vision and read large print. 

some benelit I'rulll goud lighting and proximity to the teacher - all are different. This leads to (he 

situation those lea rn ers with di sab ilities that are marginalized and excluded even withi n the 

disability contex t (Lewis, 2008). As this research focllses only on visual and physical 

impairment, a brief definition is given accordingly. 

5.3.1 Visual Impairment 

The term 'visual impairment' refers to people with irretrievable sight loss and this simple 

definition covers a wide spectrum of different impairments. It does not include those whose sight 

problems can be corrected by spectacles or contact lenses, though it does incl ude those whose 

sigh t might be improved by medical interven tion (the Open Universi ty, 2006). 

Visual impairments encompass people who have never had any visual function, those who had 

normal vision for some years before becoming gradually or suddenly partially or totally blind, 

those with [disabilities] in addition to the visual loss, those with selective impairments ofpat1S of 
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the visual field , and those wi th a general degradation of acuity across the visual field (University 

of Virginia, 1998). 

5.3.2 Physical Impairment 

The Department of Education and Training (DET) of the State of Queensland (2006) defines 

physical impai rment as a dysfunction of the musculoskeletal and/or neurological body systems, 

which affec ts the funct ional ab ility of a student to move or coordinate movement. 

According to this department, phys ical impairment is recognised as: 

• musculoskeletal conditions - involving the joints, limbs and associated muscles and/or 

• neurological cond itions - involving the central nervous system i.e. brain, spinal cord or 

peripheral nerves which affect the ability to move or to coordinate the control movement. 

5.4 Disability and Inclusion 

From the de linition of inclusive ecl ucation point of view. inclusion is about the issue of 

protecting students ti'Om and within educat ional exc lusion whatever the students have any 

religious. ethnic. language. sex. di sability. soc ial and economic background. This is the broadest 

aspect of inclusion in educa ti on. 

Inclusive education has historically dealt primarily with learners with disabilities. Inclusion is 

highl y confi ned with di sability. As a result. finding examples of inclusive education beyond 

di sability has remained a challenge. Nevertheless, the need to focus on learners with disability 

continues to be crucially important, as they remain extremely vulnerable to exclusion, (Lewis, 

2008). Thus. the relationship between the SWDs and inclusion continues predominantly than the 

relationship between other marginalized groups of students and inclusion. 

5.5 Disability Inclusion across Levels of Education 

There is hi ghest positive correlat ion in the ex tent of di sability incl usion along with all levels of 

education. The more insignificant access in early chi ld hood and primary education, the same 
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wi ll be in secondary, TV ET and higher education. This is what obviously happened in Ethiopian 

current education (MOE 2006; 2010). 

Ensuring di sability inclusion at earl y child hood education is the best way for sustainable 

inclusion from the start (UNESCO, 2009). This wi ll make inclusion easy across the rest levels of 

education from the access point of view. As a result, significant number of students with 

disabil ity will enter genera l, technical and vocationa l and higher education institutions. 

Nevertheless. thi s does not guarantee inclusion wi thin education. Providing access to higher 

education will not be enough as those ensured the access are not we ll included in the learning 

environment, for example (Andrea & Gosling, 2005). Inclusion needs both an improved access 

and we ll estab li shed system across the levels of education. 

Roeher (2004) states fi ve major areas of transition that need to be addressed m the public 

educati on system so as to make inclusion sustainable across leve[s of education: 

• children with di sabilities from preschool to elementary school 

• students with di sabilities from elementary to junior/secondary school 

• students with di sabilities from junior to secondary school 

• ind ividual s with di sabilities from the publi c school system to postsecondary education. 

The learning environment in high school is directl y and strongly related to students with 

disabilit ies in terms of their placement to higher education. The number of these disadvantaged 

ent rants in higher education institutions will be very much limited unless there is a smooth 

transition through a ffi rmati ve action. Supporting students with disabilities on their placement is 

prominent for inclusion. All education sectors must take responsibi lity for helping to improve 

access for students with disabilities to higher education Adams (2006). 

There must be enabling environment at the transition from high school to higher education. This 

helps to clarify what the higher education courses demand of students and what they can expect 

to be doing. The SUpp0l1 will not be not just at enrollment but throughout their courses. A pre­

entry advice should be ava ilable for all students, ei ther before they arrive or during the 

inducti on/orientat ion period. [n particu lar, much support is needed in the first year as they have 

the most diflicult y (Andrea & et.a l, 2005). 
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6. Education as a Human Right Issue 

Realizing Inclusive Education through applying a rights-based approach to education is crucial 

instrument for inclusive education. The United Nations Committee on Economic, Social and 

Cultural Rights (CESCR) identified four key elements of educational right (availability, 

accessibi li ty, acceptability and adaptability) at which all are equall y important for the creation of 

an inclusive educatio n system at all leve ls (UNESCO, 2008). 

All the four elements hold varying numbers of obligations of the state in order to fulfill protect 

and promote the ri ght to quality education for all (UNESCO, 2008). These elements are 

presented below. 

(a) Availability- functioning educational institutions and programs have to be available in 

sufficient quantity within the jurisdiction of the State party. What they require to function 

depends upon numerous factors, including the developmental context within which they 

operate; for example, all institutions and programs are likely to require buildings or other 

protection from the elements, sanitation facilities for both sexes, safe drinking water, trained 

teachers receiving domestically competitive salaries, teaching materials, and so on; while 

some Irill also require facili ties such as a librwy, computer facilities and information 

technology: 

(b) Accessibility-educational institutions and programs have to be accessible to evetyone, 

without discrimination, within the jurisdiction of the State party. 

(c) Acceptability-the form and substance of education, including curricula and teaching 

methods, have to be acceptable (e.g. relevant, culturally appropriate and of good quality) to 

students and, in appropriate cases, parents; this is subject to the educational objectives 

required by al'liele 13 (I) and such minimum educational standards as may be approved by 

the State (~ee art. 13 (3) and (I)); 
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(d) Aduplubilily- educalion has 10 be flexible so il can adapi 10 Ihe needs of changing socielies 

and communilies and respond 10 Ihe needs of students wilhin their diverse social and cullural 

sellings. 

Applying a right-based approach to education in order to move forward inclusion will require 

comprehensive education system reform including modification of constitutional guarantees and 

polic ies, curricula, teacher training systems, materi als, learning environments, methodologies, 

resource allocation, etc. Above a ll , it will require a change in attitudes of all people, throughout 

the system, to we lcome di versity and difference and see these as opportunities rather than 

problems (UNESCO. 2009). 

A rights-based approach focuses on gIvIng a particular focus to the root causes of 

discrimination, inequality and exclusion of vulnerable and marginalized groups. These groups 

vary contextually but can include women and girls, ethnic minorities, learners with disabilities, 

indigenous peoples and others. Removing the barriers for participation to and in learning for all 

learners is at the core of the concept of inclusive education. Applying a human rights-based 

approach becomes fundamental for the sustainable realization of an inclusive education system 

(UNESCO, 2009). Moreover, a rights-based approach of inclusive education is firml y 

establi shed on the principles of egal itari ani sm that supports equality among all people (Sands, 

2000) 

The UN Convention on the Rights o f the Child - UNC RC ( 1989) affirms that states shou ld 

encourage secondary and vocational educat ion. "offer financ ial assistance in case of need", and 

make higher education "accessible to all on the basis of capacity" (Article 28).The convention on 

the Rights of Persons with Disabilities also clearly stipulates the education right with in the 

social right context. Anicle 24: I states panies recognize the right of persons with di sabilities to 

education. With a view to reali zing this right without di scrimination and on the basis of equal 

opportunity, states parties shall ensure an iriclusive education system at all levels (Lewis, 2008). 
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7. Barriers of Inclusion in Education 

UNESCO (2009) identified that lack of positive attitude; awareness, sufficient knowledge, 

inclusive curricula and pedagogy are major barriers of inclusion in education. Lack of knowledge 

about diversity, rigid and poor teaching method, inconvenient learning environment, lack of 

identification process and inadequate assessment procedures are the main barriers to Ethiopian 

inclusive education (MoE, 2010). 

Unde rstanding how to combat the barriers to inclusion in education is essentiall y important. In a 

move to combat a ll the barriers. policy and resources can be seen as the 'bones and the fl esh' of 

inclusive education . Creating ownershi p and chang ing alt itudes is al so the life-blood of an 

inclus ive education program (Lewis, ~008 ) . 

National policies on inclusion, local support systems, appropriate forms of curriculum and 

assessment are prominent to create the necessary context for the development of inclusion. 

Participatory methodology is also extremely usefu l in promoting sustainable inclusive education. 

Being the issues of fac ilities and resources are equally important, barriers of inclusion in 

education are mainly re lated to curricular issues (teaching method and assessment) on one hand , 

and knOWledge. attitude and awareness on the other hand (UNESCO, 2009). 

7.1 Curriculum and Pedagogy 

The importance of pedagogy and curriculum is well articulated in an inclusive education system. 

Inclusive curriculum and pedagogy can ex tremely narrow the margin of exclusion in an 

educati ona l institution (Bryant, 2008). Nati onal curriculum and institutional practices must be 

considered for inclus ion. Failure in inclusion means tantamount to failure in the curriculum and 

the teaching method. If the curriculum and the pedagogy are situated for more di verse learners 

from their starting place, there will be a better inclusion at all levels of education (Nind & et.al, 

2005). 

There is no doubt on the significance of inclusive pedagogy and curriculum. But the quest is 

what an inclusive curri culum and pedagogy is. A curriculum that calls for interactive pedagogy 
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is the best one fo r inc lusion. However, interactive curricul um and pedagogy remains unpractical 

unless it deserves qua li fied and interested teachers (N ind & et.al, 2005). 

Trad itional pedagogical and curricular models are the most common challenges that hinder 

inclus ion in higher education. These challenges have been prevailed even in developed countries. 

Higher education in the United States, for example, is facing a challenge by its traditional 

pedagogical and curricular models as student populations become increasingly diverse and these 

challenges ca ll ed the country for a swift change (AA&CU, 2009). It would be easily 

understandable how much higher education in developing countri es especially in sub-Saharan 

countries like Ethiopia is sufferi ng with trad itional pedagogical and curricular models if the 

barrier cha ll enged developed countri es. 

Curri cu lum and pedagogy sha ll consider the principles of non discrimination, human rights, 

apprec iat ion of diversity, adapted and re levant teaching methodology in order to ensure 

inclusivity (UNESCO, 2009). The Roeher Institute (2004) explains goals, materials, teaching 

methods and evaluations must be adapted as part of curriculum adaptations for inclusive 

education. National policies must address the status of teachers, their welfare and professional 

development. Teacher training in preparation for inclusion is a critical aspect of supporting the 

inclusive paradigm. Newly qualifieQ teachers cannot be expected to embrace such a ph ilosophy 

without at least a minimal understanding of diversi ty and most importantly a positive attitude 

toward and bel ief in inc lusion. However, the severe teacher shortage and lack of trained teachers, 

especiall y in sub-Saharan Africa, and South and West As ia, has highly unfortunate consequences 

fo r the quality of learn ing (Rose 20 10, the Roeher Institute 2004). 

7.2 Assessment 

Appropriate assessment is one of the major principles of teach ing in higher education that every 

teacher shall utilize it (Ramsden, 2003). In practice, teachers those who follow traditional model 

of teaching used to dep loy the same assessment procedures in higher education institutions 

however they teach diversified learners including SWDs. At the practical end of the teaching 

spectrum, academic teaching staff needs to consider how to develop and di sseminate 
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ass ignments and examinat ions in order to implement inclusive assessment procedures (Adams, 

2010). 

Adams (20 I 0) exp lores the efficacy of inclusive assessment with in higher education to develop 

assessment tool kit wh ich focuses on the needs of disabled students . As to him, there are diverse 

and inspiring methods of appraising students in terms of their knowledge, skills and ability in 

developing and designing examinations. He also underpins the importance of inclusive 

assessment considering the applicability, possibility and equity issues. 

Inclusion in higher education with respect to effective assessment will be practical if the 

following questions are properly answered (Adams, 20 I 0). 

I) How can we change assessment policies and current academic practice to remove 

di scrimination and exclusion? 

2) How can we assess abili ty and not the effects of di sability? 

3) How can we accommodate the learning styles of a range of learners at assessment? 

Higher education institutions have a responsibility of developing adaptive assessment 

arrangements for the students with disabilities. The Ethiopian Higher Education Proclamation 

650/2009 declares that higher education institutions have to provide alternative ways of 

assessment for the students with disabilities to the level of their best. 

7.3 Attitude, Knowledge and Awareness 

Inclusi l)n in c'ducatiol1 l11ust not be taken the mere task or educational institutions. On the other 

hanl!. educational inst itutions should not see themselves as the on ly experts on inclusive 

education (UNESCO, 2009). The government and every member of the society has its part to 

l11 ake inc lusive education a reality. Among other elements, pos itive or a changed attitude is the 

first and the most important clement that could drive inclusion forward and thi s changed att itude 

depends upon ones att itude on di sability. One who has positive attitude on di sability w ill have 

the same attitude on inclusion in education and the vice versa. 
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Noticeably, there are wrong conceptions and uncertain judgments on peoples with di sability in a 

given soc iety. It is the society that di sables PWDs not the impairment (Adams, 2006). This is 

also true in an education community. Negati ve altitudes of head-teachers, inspectors of 

education, teachers, and parents and other family members are major barriers to inclusion in 

general education (UNESCO, 2009). Similarly, teachers, administrators, other service providers 

do not have proper understanding and perception towards the SWDs in a university community 

(Adams, 2006). 

It is believed that one of the causes for such prevalence is lack of appropriate knowledge and 

awareness on di sability. Limited awareness on disability leads to negative attitude and resi stance 

to change towards di sability and thi s wi ll be a problem for inclusion. Limited understandings of 

the concept of di sability, negative altitude towards PWDs and hardened resistances to change are 

the major barriers in Eth iopian inclusi ve education (MoE, 20 I 0). 

Inclusion often requires a shift in people's altitudes and val ues . Such change takes time and 

invo lves signifi cant reassessment of conceptions and role behavior. The lack of understanding, 

awareness and suppo11 in society about inclusive education needs to be addressed through 

awareness ri sing, advocacy and dialogue. This can be done by educators, governmental and non­

governmental organizations, policy-makers, and educational institutions, social and other 

relevant actors (UNESCO, 2009). 

Teachers' altitude is an important factor in determining the success of inclusion. A changed 

altitude is of crucial importance for teachers amongst the education community (winter & 

O' Ra w, 20 10). Their positive altitudes towards inclusion depend strongly on their experience 

with learners who are perceived as 'cha lleng ing'. Lewis (2008) identifies teacher education , the 

availability of support within the classroom; class size and overall workload are all factors which 

influence their attitudes. Introducing inclusion as a guiding principle has implications for 

teachers' practices and att itudes - be it towards girls, slow learners, children with special needs 

or those from dive rse backgrounds (cognitive, ethnic and socio-economic), Thus, empowering all 

of these individuals, equipping them with new confidence and skills in the process of introducing 
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inclusion as a guiding principle, will have implications for teachers' attitudes and performances 

(UNESCO, 2009). 

8. The need for Accessibility 

Earlier it is di scussed that one of the two aspects of inclusion in education is access that combats 

exclusion from education. But accessibility in this section represents the other dimension of 

inclusion that combats exclusion within education. In other words, inaccessibility is the feature 

of exclusion that marginalizes the disadvantaged students from actual learning. 

Facilities, resources, curriculum, programs, information etc ... have to be accessible for the 

students with disabilities in an educational system. The Ireland National Disability Authority 

(2008) discuses three major aspects of accessibility: physical accessibility, academic 

access ibility and social accessibility. 

8.1 Physical Accessibility 

This is mainly related to the accessibility of buildings and their respective facilities such as 

dormitories, class rooms, libraries, laboratories, cafeterias ,and materials and other equipment. 

As sited in the (Roeher Institute, 2004) the UK Department of Education and Employment 

(200 I) discuses seven major dimensions related with physical accessibility. Three of these 

dimensions are taken and adapted for the purpose of this study. 

8.1.1. Accessibility of buildings (with adequate Space) 

All the buildings and the premises of the educational institution have to be accessible for the 

students with di sabilities. Students with disabilities have to eas ily access the dormitories, toilets, 

washrooms, cafeterias, class rooms, libraries, laboratories, cafeterias etc ". in the existing 

buildings. The buildings must have supportive arrangements such as ramps and lifts where 

necessary. 
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There must be also enough space to accommodate all students in general areas of the educational 

institution and surrounding grounds (classrooms, hallways, ex its, washrooms, etc.). This can 

include the provision of quiet space where students with sensory disabilities can exercise and 

study away from noi sy and distracting areas (the Roeher Institute, 2004). 

Inaccess ible buildings and their premi ses severe ly affect the learning of the students with 

di sabilities espec ially physically impaired students. These students face difficulties when they 

get around in bigger buildings and move from place to place for different social and academic 

activities. SUPPOl1S such as ramps and handrails are not always available for those who found 

stairs difficult (The Ireland National Disability Authority, 2008). 

They also face problems while they move around between diffe rent classrooms in order to meet 

the strict requirements of the timetable which requires rapid movement fro m one classroom to 

another. This is quite imposs ible as there is often limited time allowed between lessons to arrive 

in the next classroom on time. In particular, th is is a big cha llenge for the students who use 

wheelchairs. This situation in turn has consequences for other aspects of their learning. Some of 

them have to rel y on their friends to help them get from one place to another and this would have 

negati ve implication on the students. They most likely feel dependency and inability (the Ireland 

Nati onal Disability Authority, 2008). 

8.1.2. Accessibility of Facilities and Services 

Making the buildings and its premises will not be enough. The facilities in that particular 

bui lding also have to be accessible for the students with disabilities. Making the buildings of 

toilets and was hrooms accessib le for the students with di sabilities is fundamentally ri ght. But, it 

will be meani ngless if the toi lets and washrooms are not access ible with adaptive fac ilit ies to the 

students with di sabilities. For example, a student who uses wheelchair reached the toil et as the 

building has a ramp. What is the importance of this if the student is troubled to enter the toilet 

because of narrow door or to sit inside due to the absence of adapted seat? 
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Having buildings and their fac ilities accessible to the SWDs, it is pretty important to make the 

service accessible all the time. A library ai which its building is easi ly accessible and in which 

the learning materia ls such as brail books, adapted computers, audio materials, etc .. . are 

avai lable might be a good one for the students with disabi li ties. But it wi ll not be fully functional 

unless it provides proper and adequate serv ice by the librarians or the system established. 

3. Accessibility of Equipments and Furniture 

Both the VI and the PI students have their own equipments which are the most recognized need 

for them (the Roeher Institute, 2004). These equipments have to be accessible for them. Some of 

these equipments include brail , cassette, tape (voice) recorder, cane, crutch and wheelchair. 

Furniture such as simple and wide enough doors, adjustable tables and desks and aids to way 

finding has to be accessible for students wiih di sabilities. 

8.2 Academic accessibility 

Academic accessibility ranges from the placement of students with disabilities In higher 

education institutions to the adaptab ility of the curriculum, pedagogy and assessment. 

Research findings ascertained that students with di sab ilities have problems to choose their areas 

of studies while they join higher education Adams (2006) . The choice is made by their teachers 

not by themselves. The Ireland National Disability Authority (2008) explains the situation as 

taki ng away the rights of the students to choose their subjects. Deciding on behalf of the SWDs 

will have a devastating effect on their future learning. Some of them possibly can stop their 

learning since they are placed at certain area of study without their interest and background 

learning. Leaving this choice for the students themselves is essentially important to make fields 

of studies accessible so that the students enjoy the ri ght of choosing their subjects. 

Academic exclusion of the SWDs in higher education mainly and visibly goes to pedagogic and 

assessment issues and thi s problem basicall y emanates from the exclusionary curriculum. In 

most countries of higher education national curriculum frameworks the issue of academic 

inclusion has been overlooked particularly from the disability and generally from the diversified 

needs of learning perspectives Adams (2006). 

34 



Teachers as holders of the professional expertise at least have to know the how of addressing 

varieti es of learning needs of their students. And at most, they have to be aware of disability and 

incl usive methodology through trainings. This in turn makes them teachers who have positive 

attitude towards di sabil ity. However, most teachers have negati ve attitude and low expectation 

towards the SWDs. This can happen in two ways. One mi ght be the problem of stereotyping of 

the soc iety as teachers a re part of the society. The other reason can be lack of awareness on 

d isability and inclusion in education (UNESCO, 2009; Adams, 2006). Horgan (2003) as sited in 

the Ireland National Disability Authority (2008) reported that low expectations by teachers are 

deemed to be the most serious challenge facing students with disabilities. This has a negative 

impact on the students' actual academic progress, for example, they may be placed in a stream 

which is lower than their actual ability. 

Another potential danger of teachers' expectations that are too low is that it can result in a self­

fulfilling prophecy, especially where teachers may not expect students with disabilities to 

perform we ll at exams. In some cases, students expressed anger and feelings of frustration at 

how some teachers assumed that because they had a disability, they were not able to study 

certain subjects and exams (Educable. 2000) as sited in the Ireland National Disability Authority 

(2008). 

To the ex tent, apart from co curri cular activities, students with disabilities have to be included in 

extracurricular activities, such as sports, trips, etc ... If they are not included, they will feel 

exclusion and difference (the Ireland National Disabi li ty Authority, 2008). 

8.3 Social accessibility 

Academ ic learning is an essential part of young people's schooling as it enhances intellectual 

deve lopment. However, the soc ial development of yo ung people is also a vitally important aspect 

of yo ung people's educat io n. Noble (2003) as sited in the Ireland National Disability authority 

(2008) argues that based on her own educational experiences as a young person with a physical 

disability, inclusion means soc ia l acceptance rather than academ ic success. It is clear that young 

people want to be 'one o/the crowd' at school. 
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One of the biggest issues of the soc ial accessibility related to the SWDs is their relationships 

with their teachers and, academic and administrative staff. Teachers must be accessible for the 

SWDs as they are accessible and supporti ve for the NDSs both in classrooms and outside 

classrooms. But the fact is teachers those who follow traditional methodology and attitudinally 

unchanged often have embarrass ing communication with the SWDs. Most administrative staffs 

also treat the students in charity and medical models of di sability (UNESCO, 2009; Adams, 

2006) 

Contrary to thi s, most NDSs are found to be positive abo ut having SWDs in their classes. 

However, sometimes, the nature of the disability that a student has can be a factor in relation to 

bullying (the Ireland Nat ional Disability authority, 2008). 

9. Quality and Inclusive Education 

A high quality education is inclusive that welcomes the learn ing needs of all students regardless 

of sex, religion, ethnicity, disability etc .... What is learned is equally important as access to 

educat ion. Learn ing must benefi t a ll learne rs without exc lusion (Rose & Genovis, 2006). 

As noted earlier. prov id ing access to education mere ly does not mean inclusion. Inclusion from 

its reali stic definition point of view means being included both in the provis ion of access and 

equal opportun ities in a parti cu lar learning context. On the other hand, inclusion stands against 

both from and within educational exclusions. If an education system fails to address diverse 

needs of learners, the central issue of that particular education goes to the failure of the provision 

of quality education. Therefore, in conclusion, inclusion and quality are reciprocal (UNESCO, 

2009). 

Higher education quality agenda shall profoundly consider marginalized students in particular 

SWDs and this has to be one of the major responsibilities of higher education quality assurance 

agenc ies (Adams, 2006). 
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10. Higher Education Inclusion as a Development Issue 

The issue of inclusion in higher education is not a matter of option for countries in general and 

for Higher Education Institutions (HEls) in particular (Adams, 2006). It is a development issue 

attributed to diversified, egalitarian, trained and sk illed human capital that could transform a 

country (AAUC, 2009). 

Inclusion in any level of education is obviously coined with development issues. The idea by 

itse lf holds and/or attributes to fundamental pillars or aspects of comprehensive development 

such as equa lity and democracy. Inclusion has democratic and egalitarian values for a country 

(Norwich 2008, Mitcheli, 2008). 

Linking inclus ion to broader national goals contributes to the development and reform of 

educat ion systems, to pove11y alleviation and to the achievement of all MDG Goals (UNESCO, 

2009). Inclusion for higher education is profoundly important to consolidate the issues of 

development and democracy. Human dignity, opportunity, justice, equality, fairness and freedom 

are fundamental entit ies of democratic principles that call for a set of obligations to address the 

need for diverse commun ities of higher educat ion (AACU , 2009). Indeed, the pros and cons of 

inclusion at all levels of education could infl uence the status of comprehensive development of a 

country (Schu ltz. 2003). 

Educat ional inclusion plays a pivotal role toward social inclusion there by building inclusive 

soc iety. It is vital for development and transformation. Inclusion in higher education is 

significantly prominent development issue (AAUC, 2009). 

11. Strategies to Higher Education Inclusion 

Adams (2006) ascertains that effective inclusion could be a reality through a particular strategy 

what he calls Universal Design lor Learning. This is a framework to guide educators in 

maximizing learni ng opportuniti es for increasingly diverse student populations. As to him, 

improving access to hi gher education for SWDs is not enough. We also need to ensure that such 

students - indeed. all students-have the support they need to make genuine progress in their 

stud ies and to continue on to graduation. Universally design learning environments and 
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experiences can help achieve this by providing all learners with equal opportunities to succeed. 

The development of equitable and effective instructional goals, methods, materials, and 

assessments using the framework of Universal Design for Learning is profoundly important for 

inclusion in higher education. 

This design seems a learning design established on the basis of the social constructionist model 

as it focuses on remediating the system than the individual. Apart from the provision of adapted 

teaching method and assessment, it is possible to make resources and facilities accessible for the 

SWDs through this design. It also helps to maintain sufficient service and support provision. 

As noted earlier, {he Right Based Approach to higher education is paramount if the legal 

environment ranging from international conventions to institutional legislations adequately 

enough and dully implemented. In Ethiopian public higher education institutions, for instance, 

students with disabilities will be well included if the institutions legislations are emanated from 

the Higher Education Proclamation 650/2009 and come to their practical effect. 

The success of creating inclusive education as a key to establishing inclusive societies depends 

on agreement among all relevant partners on a common vision supported by a number of specific 

steps to be taken to put this vision into practice. The move toward inclusion is a gradual one that 

should be based on clearly articulated principles that address system-wide development and 

multi-sectoral approaches invol ving all levels of society (UNESCO, 2009). 

The barriers to inclusion can be reduced through active collaboration between policy-makers, 

education personnel and other stakeholders, including the active involvement of members of the 

local community, such as political and religious leaders, local education officials and the media 

(UNESCO, 2009). A multi-level approach is also good strategy as inclusion by its nature calls 

for multi actors. According to Hick (2009), inclusion needs the involvement of multi actors. It is 

a process in which schools, communities, local authorities and governments strive to reduce 

barriers to participation and learning for all citizens. The education community at national level 

and the uni versity community in particular can make effecti ve inclusion through collaborative 

effort. Here comes the application of the {win-track model. 
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The Need for Listening to the SWDs 

As one of the biggest inclusionary dynamics, SWDs have to be acknowledged and listened by 

the university community particularly by their teachers (Cooper & et.al, 2000). The voice of 

SWDs in higher education is less likely heard despite various constant barriers they face in their 

learning. Listening to the experience of SWDs has the advantage of letting individuals express 

their ' lived experience' of being a student in higher education and enables the physical barriers 

that they encounter to be highlighted. Identifying the barriers faced by disabled students within 

the soc ial model of disability as against the medical model is paramount (Adams, 2006). 

Research findings show higher education students with di sabilities can illustrate variety of 

barriers that they are challenging with if their vo ices are going to be li stened. Barriers related to 

mode of assessment and teaching method are the most common problems. Of course, as Adams 

(2006) identified difficulties with assignments and different modes of teaching are not only 

barriers of the SWDs; NDSs are also victims. It is true that the notion behind thi s finding 

clarifies how the problem is severe to the SWDs. 

It is imperative to seek out, listen to and act upon the views of SWDs in our attempt to make 

higher education thoroughl y inclusive. However, more radica lly, given the overlap identified 

here in the learning ex periences of students labeled as 'disabled' and 'non-disabled', would be to 

start from the basis that everyo ne is impaired with major implications for medical and social 

intervention in twe nty-first century. By li stening to the vo ices of the higher education SWDs, it 

is possible to draw an effec ti ve inclusive educat ion system (Adams, 2006). Global findings have 

also affirmed that the SWDs can perform better than the NDSs where they are learning in a real 

inclusive system of education (Sachs & Schreuer, 2012). 
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Chapter Three 

Research Design and Methodology 

This chapter deal s with the research design, site, sampling, instruments, data collection and 

analysis procedures. All these issues are discussed below. 

3.1 The Research Design 

In this stud y, a mi xed method of qualitative and quantitative research design was used. The 

intention behind the se lection of this design was to enhance triangulation, complementarities and 

development through qualitative and quantitative methods (Creswell , 2009). The other reason is 

to better understand and unmask the research problem with open-ended qualitative and close­

ended quantitative data. F1ll1hermore, this design is selected due to the virtual reason of 

recognizing mixed approach as an effective and popular design. Qualitative design was 

predominantly deployed and assisted by quantitative design. Henceforth, the design was 

governed by a mixed approach known as Sequential Exploratory Design (QULT + quant) 

(Creswell, 2009). The purpose of this particular mixed design is to use quantitative data and 

results to assist in the interpretation of qualitative findings. The primary focus of this design is 

initially to exp lore a phenomenon (Creswell . 2009). Here comes the consistency between the 

major objective of this study and the purpose of this design. It is to be noted that the main 

intention of thi s research is exploring the policy env ironment and practices of inclusion in 

Eth iopian public hi gher education institutions in particular focus to AAU. 

3.2 The Research Site 

AAU at large and its main campus in particular was selected as a research site of this study for at 

least two reasons. The first and the most reason is to have a representative sample population. It 

is known that many of the SWDs are assigned in AAU. For instance, from 154 VI students who 

are placed in thi s academic year to differeIit universities, 45 of them were assigned at AAU and 

all of these students are in the main campus. From the current total VI and PI students of the 

university (286), all the 192 VI students are learning in the main campus where as from the total 
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94 PI students 37 of them are placed in the main campus (source: the Nat ional Examination 

Agency and the Center for Disability o f the AAU). 

The second reason is the long history and experience of the university in accommodating the 

SWDs. AAU is famous to accept the SWDs in particular the VI students since the last three 

decades . 

3.3 Research Participants and Sampling 

In thi s stud y, 8 VI and PI case informants, 7 officials, 2 chair students from the SWDs 

association and 5 FGD discussants were purposefull y selected for the qualitative inquiry. For the 

quantitati ve inquiry. 59 SWDs. 63 NDSs and 39 teachers were participated. 

The 8 VI and PI key info rmants were purpose ly se lected in consultation with the chair students 

of the VI and the PI associations. Four of these case informants were VI students and of which 

two of them were gi rl s. The same was done for the rest four PI students. Except one of the VI 

students, the rest seven were all graduating classes. This is done intentionally understanding that 

graduating students have rich experience than other batches. The officials were also purposely 

se lected from the MoE of the FORE and the university management. These officials were 

considered as one of the groups of the key informants for this study. The officials from the MoE 

were expected to give informat ion on the policy environment, strategy and practice of inclusion 

in public higher educat ion at national leve l while the uni vers ity offic ia ls, concomitantly, were 

expected at institu tional leve l. The 2 chair students from the SWDs association and the 5 FGD 

discussants were also taken to consolidate the qualitative data. 

For the quantitative enquiry, departments that accommodate VI and PI students were first 

identified. Then, the SWDs, the NDSs and the teachers were selected purposively from the 

respec ti ve departments in order to get senior students in particu lar graduating students. First year 

students were not participated in this enquiry as it is believed that they have immature experience 

in the university. From 25 PI students (above first year), 4 were deliberately omitted as they were 

case informants. The same was done from 147 VI students. After having the li st of these 

informan ts (2 1 PI students and 143 VI students), II PI (more than 50%) students and 48 VI 

students we re purposively selected. The nu mber of the VI students was intentionally done 48 to 
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make the graduating student s participate in the study. The majority of the VI students were taken 

from the school o f Law, ILS and Social Work departments respective ly. All the departments in 

which the minority VI and PI students are learning were also included. 39 teachers and 61 

graduating NDSs were participated from the selected departments. As much as poss ible, it was 

tried to keep the gender parity among the participants. 

Table One: Summary of the Population, Sample and Sampling Technique of the SWDs 

VI PI Total 

Population 143 2 1 164 

Sample 48 II 59 

Sampling technique Purposive Purposive Purposive 

3.4Data Collection Instruments 

Taking the mixed method approach with a major focus to qualitative design, in-depth and semi­

structured interviews, FGD, observation, document review and questionnaire were used. 

Interview 

In-depth interview was made with the SWDs while semi-structured interviews were used with 

the rest of the interviewees. The in-depth interview was done with 8 case informants. From the 

offici als of the Mini stry o f Ed ucati on of the Federal Democrat ic Republic of Ethiopia, the State 

Minster (concerned with higher education), the general directors of the HESC and HERQAA 

were interviewed . The Academic President, the Students ' Dean, the Students ' Service Director 

and the Coordinator of the Center for Disability of the university were interviewed. As noted 

earli er, the heads of the VI and the PI associations of the university were also interviewed. 

Before the interview was made with the 8 key (case) informants, major thematic issues were 

identified and further categori zed in to a whole framework of inclusion with respect to their 

learni ng in the university. Based on thi s framework, they were oriented to narrate their fee lings 
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and stories In the course of their stay in the university. They were advised to nan-ate in an 

informal way witho ut wo rrying to ta lk wi th the order of the issues they have been oriented. 

I-lavi ng the interview guide with se lec ted thematic issues, the officials were al so intervi ewed 

with their consent. 

The FGD 

One FGD was made in pm1icular focus to a selected sub topic (attitudinal and communication 

issues). Three SWDs (two VI and one PI) and two NDSs (one is the deputy chair of the students 

union) totall y five di scussants were participated. The expected girl from the students union could 

not make it. 

Observation 

Observation was made at selective facil ities and services of the compound. The to ilets and 

washrooms situated on two male students' building (bui lding nQ 504 & 505) were observed. This 

was intentionally done because the renovation project is underway on these buildings. Some of 

the classrooms located on OCR and NBR were observed to see whether they are accessible or 

not in particular the PI students. The services of the main library including the VI library, the 

center for di sabi lity and the cafeteria were also observed. 

Document Review 

Documents such as the 1994 ETP, ESDP 1II & IV , the 2006 SNE Strategy, the Higher Education 

Proclamation 650/2009 and the uni versity strategic plan (2008-2013) were reviewed. 

Questionnaire 

Questionnaires with brief and focu sed items were prepared and disseminated for the selected 

SWDs, the NDSs and teachers. Accordingly, 44 SWDs, 46 NDSs and 35 teachers returned the 

questionnaires. 
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3.5 Data Collection Procedures 

Except the FGD, a qualitati ve data co llecti on procedure was first take place. Then, a quantitative 

data co ll ecti on procedure was fo llowed. This was done as the principles o f the sequential 

exp loratory mixed des ign strategy. A ll the informants were requested for their consent and they 

were told the objective of the study. 

3.6 Data Analysis Procedures 

Qualitati ve data analysis procedure was first take place and quantitative data analysis procedure 

was followed to supportlbuild the first procedure. As per the Sequential Exploratory Data 

Analysis Strategy, data obtained from the qualitati ve instruments, except the FGD, were first 

analyzed. This is because the major intent of the research is to uncover/explore the place of 

inclusion in Ethiop ian public higher education institutions particularly at AAU . 
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Chapter four: Data Presentation and Discussion 

4.1 Data presentation 

In th is chapter. both the qualitative and quantitative data were presented. As the design of this 

research is sequential exploratory mi xed design , first qualitative data was presented and then 

quantitative data followed. In the first sect ion of this chapter, data obtained from the case 

informants was presented. Data gathered from the MoE and the university officials was 

presented in the second section. In the third section of this chapter, the quantitative data fo und 

from the participant (SWDs, NDSs and teachers) was presented. 

4.1.1 Presentation of the Cases 

The lived experience of the case informants was presented under this section. They narrated their 

experience from the first date of reception to their graduating year. Their narration is given topics 

based on the thematic issues a lready ide ntified. 

Case 1 

Reception and Registration 

Things with regard to reception and registration were terrible for this VI informant however he 

had greatest expectation. He did not see special reception but senior students carry his luggage 

and entered the campus as usual for all students. He couldn't find any assisting foca l person or 

coordinating group as he expected. No one provided him the necessary information. He did not 

know what cost sharing is. He needed somebody who fill s the form and the slips on behalf of 

him. How diffi cult is to ask someone to fill lengthy form s and slips for him? He says, "That 

lime Ims lerriblejiJr me and OIher VI sllIdenls. The regislration procedure was quite unfclvorable 

and challengingjiJl· VI sll/dems . .. This informant remembers some VI students who were crying 

for they could not get someone who helps them in their registration. 

This informant had strong interest to study Journalism and Communication. But he was told that 

it is difficult for him and he was also to ld that no VI student was joined journalism before. He 
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sadly says, "J was laid J can 'I. The /acl was, however, J can as I had been involved in my high 

school mini-media ". Is there a visually impaired journalist or reporter in our country? Why? 

Teachers' Attitude 

Amongst the challenges he faced in thi s universi ty, this informant nan·ated about his broken 

heart due to the negative attitude and bad deeds of some teachers. Once he was obliged to drop a 

course because of this problem . He narrated how the incident was happened in a desperate 

manner. "X" teacher (a PhD holder), who often degrades and considers this informant as a 

weakling, tries to make his class "interactive". He used to give topics to be discussed by the 

students. On the other hand, this informant has greatest interest to participate in such activities. It 

was not only due to his interest but also because of his elementary and high school background 

in that his teachers were giving him a chance for participation. In spite of the fact that the 

informant wants to take his part in the classroom interaction, the teacher does not allow him. The 

teacher often expresses hi s perception and expectation in different words. 

One day, the informant tried to interact with the class but the teacher as usual marginalized the 

informant showing his ignorance. The informant politely requested the teacher for participation. 

The teacher said to the class "h7/'j·fl °7e .emfl;l'A?" meaning, "is honey expecled Fom a 

fly?" The informant narrates, "Thalleacher broke my hearl. I was so upset and laid him his PhD 

is meaningless. J told him also that he needs awareness and altitudinal change. AI Ihal moment, 

my classmates seriously told me that he will give me 'F'. Consequently, I obliged 10 drop the 

course. " To his dismay, however, he was forced to take that course by the same teacher after two 

years. "Despite my hard work in the course, the teacher gave me C. - I could not get justice 

however I complained" the informant says. 

According to thi s informant. the number of expired VI students every yea r is shocking. "In our 

batch, we VI students were 74 while we join rhis campus be/ore rhree years. But now we are 33 " 

the informant reports. He concluded that this was not happened due the problem of the VI 

students. He says, "This does not happen due to the potential a/the students but because a/the 

university in parr jelilar because 0/ teachers". He also mentioned that many of the remaining 
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students are in problem. Among these students, some dropped courses by frustration. Some are 

challenged to get the courses they dropped. Some are begging the university officials to be 

assigned in summer or extension programs as usual. 

.. / cannot say all teachers have negative allitude towards us or / cannot say all are bad teachers. 

/ can say {{{ least 25% oj'them are bad teachers. / remember a teacher who restrained me to 

record his lecture. / was panic while he aggressively took my recorder " the informant continued 

hi s narration. Contrary to thi s, the informant said that there are few good teachers. He knows a 

teacher who records her voice and gives a cassette for him. If she cannot do this, she will give 

him a short hand out with modest approach (she apologizes for that). 

Accessibility of Assignments 

With regard to the assignments, the informant told the researcher astonishing incident. He 

presented in the following way. 

The teucher gave /IS an assignment on the course called 'novel '. /t was a literary critic on a 

novel which has 270 pages. The deadline to submit this assignment was 3 weeks. Who is 

going to read 270 pages of a book for me? / went to the teacher to ask if he has a recorded 

version of the book. He told me that he has not and insisted that / have to do it like others. He 

also warned me to give 'F ' if / fail to do it. / had no choice. 1 had to go to Sebeta Teachers 

Training College 10 get my sister. She is a trainee in the college. She read the book and 

recorded her voice with 9 tape casselles devoting her for /4 hours. She had to devote her 

time to me and has to forge t her education. 1 listened to the cassettes; 3 per a day and 

finished all. It influenced my other assignments. After 1 listened to it, 1 pain/ully write on 

brail which was 460 pages. /t was tiresome. Then / read my brailto my sister and she wrote 

with ink. / remember how much it hurt her fingers. / know even the teacher himself cannot 

accomplish this assignment within three weeks. /t was a detailed Iilermy critic and the grade 

was A-. That teacher. of course, was very surprised with my job and he still respects me. 

Recently. / gave this teacher a draft o/ .fiction for his feedback which / wrote in this 

compound. 
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Can teachers find such a commitment and devotion from most of their NDSs? Had things been 

accessible for thi s informant, wouldn ' t have he been beyond a journalist and an author? The 

teacher respected this informant later. This is good. But, if this teacher continues to give such an 

inaccessible ass ignment, he will remain unchanged. 

The informant also indicated that some teachers are worse in testing VI students. As to him, such 

teachers often order the students to write the word 'b lind ' on the exam papers so that they can 

easi ly give the most common predetermined grade that is 'C' or 'C'. 

Exam Procedures 

Exam weeks are the most challenging seasons for this informant. All VI students have to get 

readers and writers for their exams. But in the case of thi s informant, for instance, he has to get a 

student who writes and reads "X" language. He has to search this reader from other departments. 

He shall not have a reader from hi s departll1ent. Finding such a reader needs time. The payment 

they (readers) req uest is too high. They request 100 birr for one exam. The university allocates 

339 birr for exams. The readers request 30 birr per hour whi le the univers ity allocates 15 birr per 

houl'. They are fo rced to spend ext ra costs . A fri end of thi s informant, as he mentioned, recently 

paid 640 birr for six exams. He added extra 30 1 birr. As instance of this, a student who is unable 

to afford will miss hi s/her exam. "I know one who missed his exam due to lack of money for 

readers" says the informant. The problem is not only confined with the amount of money. The 

university does not give the money in time. "Even the university gives the money after the exam 

and other things are passed" the informant complains. 

"The place which we take exams is another big problem" the informant continued to narrate 

problems attributed to testing procedures. Except law school students as they are many in 

number, V I students used to take exams at the corridor of the exam classes. They used to suffer 

with noise, sometimes cold and rain. Someti mes teachers chase off readers while they think the 

readers are doing the exam for the VI students. At that moment, VI students wil l remain alone 

and thei r result will be affected. 
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Students' Attitude 

This informant is not happy with few of the students who have negative attitude and commit bad 

things toward the VI students. As one of the manifestation of this he says, "Some NDSs are not 

vQlunteer 10 include us in group works. They say: 'we do not want you. You cannot search and 

read books. You cannol help us unless being a burden lor us . . They think these problems are 

ours. They do not lake Ihese as accessibility problems ". 

Once a group of visual students came to the informant's dorm and knocked meanwh ile few 

weeks after registration. They called the informant and hi s dorm mates (three VI students) in 

the ir names reading from the paper pasted on the door. For the visual students, it is easy to call 

the informant and his donn mates by their names as they can read. But the informant and his 

dorm mates were not aware of this as they can' t read any material written with ink. The 

informant and hi s dorm mates were eager to li sten to the visual students and trusted them as they 

called their names. The visual students told the informant and his dorm mates that the proctor is 

go ing to give their dorm for others unless each of them pay 30 birr. The visual students also told 

the informant and hi s dorm mates that this is common cost for all fresh students. Accordingly, 

the informant and his dorm mates paid 120 birr for the visual students. The informant believes 

that thi s was happened because the visual students have negative attitude toward VI students. 

To the researcher's view, these visual students may not have a different attitude on the SWDs. 

Tricks are commonly done on fresh students by some trickery senior students. The very 

prominent issue in this incident is, however, a quest of accessibility. For whom was written the 

notice with ink? 

Communication 

This informant disti nctively put the communication of the VI students with the university 

community. He explained that those who came from boarding schools like him have good 

communication since they were academica ll y and soc ially interacting in their respective school 

communi ti es. But he does not expect thi s from students who came from ord inary schools. As to 

this informant, the va lue most SWDs give for themselves is not good. They are in desperate life. 
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They concluded that no one listens to them. Some of them are also carless or they are not 

committed to meet their rights. This informant takes all these as barriers of communication. 

Problems related to Awareness and Accessibility 

This informant expresses some of the problems related to awareness and accessibility, and 

suggests in the following way. 

The university did not make awareness raising activities on our responsibilities and rights. 

In this regard, the center for disability has to do this as it is established for us. I think 

almost all the SWDs do not know the Higher Education Proclamation 65012009. The 

university implements lillie or no of this proclamation in terms of the SWDs. Most of the 

buildings and the facili ties are not accessible. I suggest awareness rising is crucially 

important to know ourselves and to know our rights. Dialogue among university community 

is also prominent. 

Case 2 

Previously, this PI informant read the billboard near Kennedy library ("Disability is a reality for 

me but a possibility for everyone "J before this happened to her. But now she practically knows 

that thi s is true since di sability poss ibly became a reality for her. This informant was first jointed 

AAU in 2005 and her freshman life was quite interest ing, as she narrated. However, she could 

not stay more than two years and she left the university due to the severe pain on her two legs. 

She stayed two years at home and returned back to the university in 2009. She left the 

un iversity on foot and came back on a wheelchair. At that time, she taught that suicide is better 

than her situation as she felt she was needy and dependent; "I was desperate and intended to 

commit suicide." But later, she recognized that there are many strong PI people including 

wheelchair users. She realized that she can survive. While she returned back to the university, 

she came alone and then her brother came to support her. Now she lives with him. 
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Registration and Building Accessibility 

This in fo rmant ' s gri evance on the registration procedures is very high. She was extremely 

disappointed with some of the registration staff members. As she explained, they were not 

supportive and behaved rudel y. Conversely to the VI students, she has no problem in reading and 

fi lling the forms. She can read and understand what cost sharing is. But the registration was on 

the 4 th floor of the OCR. How can she reach it even with a manual support since the building is 

not accessible? It is difficult to carry her on a wheelchair throughout the stairs of this bui lding. 

Among the bad seasons she passed, the first two weeks were the worst for her. She will not 

forget those weeks which restrained her from sunshine and fresh air. She could not out from the 

dormitory as there was no one to support her. The building and its fac il ities were also severe 

challenges. She couldn ' t use the toilet and the washroom. She was too much dependent on her 

dorm mates. They were supporting her in providing sanitary materials and taking cares while 

they are ava ilable in the dormitory. This informant was in a desperate situation. She cut her hair. 

She dec ided to leave the university. Before she leaves the compound, she reported her problems 

to the university management. Graduall y, however, the university gave her a new dormitory from 

the building in which fo reign students live. This building is relatively good and accessible for 

her. 

Nevertheless, she suffe red a lot to access her classrooms as the schedules do not consider SWOs. 

The uni versity does not consider the PI students in classroom allocation. Most of her classes 

we re in the stories of OCR and NBR. She was at ri sk. She does not want to see bad faces and 

di scouraging words while she asks help. If she got vo lunteers, some are found to have poor 

experience to push her wheelchair. She is afraid of pushing her wheelchair as it is new 

experience for her. If her class is in OCR and the next in NBR, one can imagine how it is 

di fficult. Sometimes she reaches after the class is started. Some teachers do not allow her enter 

the class. Telling all her challenges, she asked the department for class re location. Surprisingly, 

the department told her that they do not receive order from the university management or higher 

offic ials. Howeve r, the Higher Education Proclamation 650/2009 states that higher education 

institutions have to relocate classes in accordance with the interest of the SWOs (FORE, 2009). 
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At that time, she dec ided again to leave the compound. But it is true that many students without 

mobility problem are ass igned on ground classes. She lost many classes because of this problem. 

Some teachers teach fo r more than three hours. She is the only wheel-chaired student in her class 

but she is also graded equally with others. Few of her teachers fix their schedules on the ground 

classes and support her with hand outs. She further narrated the problems in the following way. 

I am nOI using Ihe library bUl il is nol acceplable for SWDs in parlicular for wheel-chair 

users. There is no suilable ;,pace or sealing arrangemenl. I cannOI access books and 

reference malerials. Due 10 Ihis problem. I can 'I do my paper. When I joined Ihe universily 

/irsl. I used 10 use Ihe cqfe bUI afier I relurned back wilh wheelchair, I became non cafe as 1 

cannol wash my hands be/ore and alier my meals. The hand washing fac ilily is nol 

accessible. As I said earlier, alllhe buildings are nol accessible for SWDs. 11 goes worSI for 

me. The problem is lesser for crulch users Ihan us. 

After she brought her brother, she tried to pass through the challenges and became stronger. He 

supports with all her problems. Had her brother not been with her, she would have not been 

stayed in this compound. While he was expecting his grade ten exam result, her legs were 

se riously sick. He left hi s education for her. He gave her hi s li fe. 

Attitude, Awareness and Suggestion 

This in formant concluded that there is no positive att itude among the university community 

toward the SWDs however she tried to show there are exceptional individuals from all the 

members. She indicated that the university has lack of awareness on disability and further 

recommended that awareness has to be rai sed for the university community. She also suggests: 

Firsl, awareness shall be raised by relevanl slakeholders for the university communily. 

Second, the proclamation has to be implemented. Third, there must be serious intensive 

discussion among Ihe SWDs, NDSs, teachers and the universily management. 
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Case 3 

The self esteem 

The researcher was unable to detach from hi s amazement for a couple of days while he listened 

the interview he made with this informant. This informant, who uses a walker (a pair of crutch), 

was assigned in the "X" department according to his first choice. Before his assignment to the 

department, the same was done for him on his university placement. AAU was his first choice. 

Previously, the researcher observed that some of the informants interviewed before this case had 

no information on the university 's affirmative action that considers the first choice of the SWDs. 

These informants were expecting their second choice as their entire interest. They had been 

wrongly oriented as they have been told that they could not get their first choice. But this 

informant put hi s choice first and was assigned accordingly . This was not because he was well 

informed. He was confident enough while he was saying "I have been assigned in this university 

and in this deparlment according 10 my inlerest. Bul this was not done for me due to the 

affirmative action. It was done due to my result. My result was the highest from the social 

science students. " 

The need to be included (feeling of exclusion) 

In a dorm, this informant was assigned with other PI students. The ground dormitories were 

reserved for PI students. He was too much disappointed with his donn assignment. The situation 

was di sgusting for him. He expressed hi s feeling in the following way. 

I did nol accept to live with SWDs in special case. We are equal as others. We can do what 

they can. We can live together with them participating in all aspects of life. I grow in an 

inclusive way of life. Starting Fom grade two to ten, I was helping myself shining shoes. I 

remember one of my friend '.I' word to me: 'you are not a person with disability because you 

can take your part in what the society does '. At least few NDSs have to be assigned with us. 

This informant was out of the main campus for a while. After he came back to the main campus, 

he decided to be with hi s non disabled friends in a dorm which was on the third floor. The 
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proctor told him that he cannot live with them in the up stair and told him he has to be assigned 

in one of the ground dormitories which were reserved for the PI students. He said to the proctor, 

"This is none o/your business. I can decide/or myself I can climb Ihe slorey like olher sludenls. 

For me, Ihis is simpler Ihan missing my friend". He knows the proctor was to help him but the 

proctor has to understand the informant if he says "I can. " Later, the proctor let this informant to 

be with hi s friends on the third floor. 

In all aspects of campus life, thi s informant wants to be included. He often criticizes and 

di sregards discriminatory actions including those procedures and cultures that are believed to be 

supporti ve for the SWDs. While he was getting into the cafeteria for the first time, he saw the VI 

and the PI students having their meals in a separate area. He felt that he was marginalized from 

the majority of the students in the cafe. He says, '"As I said before, I do nOI like unnecessary 

.Ipeciallrealment. I grew in an inclusive communily. I lake Ihe special service in Ihe ca/eleria as 

exclusion. .. At first, he joined the group and tried to have his food with the group. But later, he 

started to bring hi s meal and joined the majority. That time onwards, he keeps his turn, serves 

himself and has hi s meal with the NDSs. He knows he needs help with what he cannot do. His 

friends bring a cup of water since he cannot use hi s two hands. "11 will be good to let a window 

jor Ihe aClions/or whal we can do ourselves" he says. 

He was not also comfortable with regard to the guards. "Guards do not check us but Ihey have to. 

I know Ihis is 10 supporl us. Bul Ihe p.l),chological impaci has 10 be considered. We are equal as 

olhers. We can do whal olhers are expecled 10 do. We can break rules and regulalions like 

01 hers ". Apart from thi s, the informant sees the situation politically. He says, .. Who knows; some 

people may want 10 use SWDs. II is also nOI good/or securily reasons. We can bring damage." 

Consequently, he often enters in to the university through the gate NDSs are using. He often 

wants to be checked at the gate. 

While this informant had been informed that the university provides 120 birr per month for the 

SWDs, he refused to be registered to get the money. He knows he has disability problem. He 

knows he needs some help with what he can ' t do. But he believes that this does not mean his life 
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is dependent on others. He does not like to li ve life with spec ial treatment. Of course, he cannot 

work now. But his brothers are helping him. He was psychologically hurt with this support. 

Grad uall y, however, hi s friend convinced him to accept it. 

Sometimes thi s informant confronts with servIce providers who disrespect him. He cannot 

to lerate people who consider him as a weakling. He used to teach some subjects in preparatory 

school while the respec ti ve subject teacher was absent. He is the GC (graduating class) 

committee chairperson in hi s department. He also has no patience for his rights. 

Teachers' Attitude and Practice 

This informant blames teachers on behalf of the VI student s. He said that most of them are not 

supportive for VI students. "Most of them rejilse to be recorded The assignment they are giving 

to the VI students is amazing. It needs at least intensive reading. There is no a single book 

wrillen with broil for all the courses. How can they make it? " he says. As a result, he narrates, 

.. We often make assignments for them. But bear in your mind that this is not because they are 

weak students. It is because they cannot access books. Had the assignment is to be done simply 

by reading hand outs; I can help them in reading. How can I read a book for them and they 

could record my voice '. He also recommends a kind of alternative assignment that possibly could 

done by teachers. "Teachers can make the assignments suitable for them. They can ask them 

conceptual questions, for example. " Is there a teacher in thi s compound who used to give 

alternati ve assignments for VI students? 

This informant is also too much astonished with the grad ing habit of most teachers. As to him, 

stereo typ ing is big problem and grades are predetermined for SWDs in particular for VI students. 

He explains this with typical example that happened in hi s class. 

We have been given a project in groups. It was jield work. The group work comprises 80%. 

One of the groups scored 80 out of 80. There was a VI student in that group. Except this 

student, all the group members scored 'A' and 'A' '. But this VI student scored 'C '. How on 

an earth this happen? 'A' was given for those who scored 90 and above. I am confident 
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enough that this student is quite capable at least to get 10 out of 20. It was presenting the 

recorded data. I know this student can write what he recorded and present it. Now you can 

hlindly guess what his result will be. Bear in your mind the predetermination is even without 

facilitating the environment. 

The need for Affirmative Action and Suggestion 

This informant underlined that the VI students who are entering university by affirmative action 

sha ll have continuous support. He says, "But affirmative action stops here. Stopping affirmative 

action at this stage means breaking what previously repaired You can imagine how much it will 

be terrible if a student withdraw or leave this compound after he/she reached this stage ". 

He suggested that SWDs shall choose their field of stud y themselves. As to him, most of them 

are advised or obliged to be assigned in language departments. Making the environment suitable 

is good rather than saying "this department is difficult for you ". He says, "It shall be known they 

can learn in all departments where NDSs are learning." 

Case 4 

Registration Procedures 

This informant thinks that filling the regi stration forms was the biggest challenge. Of course, this 

is not easy even for some NDSs. She did not know what she fills. She had to have readers and 

writers. But who fills for her? Nobody was there to help her unless she begs visual students to 

do so. No one oriented her about department choice. Her preference was law school but she 

could not join as it was her second choice. She was told that studying law at AAU is tough 

however she does not think that was true . She believes because she is assumed to be disabled, 

rather. She will not forget what one of the registration staff sa id to her: "Do you know that .... is 

hard? Can you learn it? " And she replied: "Yes 1 can; 1 will graduate with God's help in good 

marks. " 

56 



Recording Procedures, Teachers' Response and Pre-determined Grading 

This informant. before she enters class, has to prepare herself and has to know what her teachers 

expect from her. She has to know recording her instructors ' voice for it is the known way out to 

cope up with visual students. She has to know the procedure, too. She says, "We as a visually 

impaired sludenl alien have 10 say 'Sir (Madam), can I record? '. She mentioned thi s is a well 

establi shed procedure . Otherwise, that teacher probably will take her tape recorder and throw it 

with anger. If she is lucky enough, she may hear a voice of a teacher saying 'oj course' or 'do 

nol worry. I will give you a handout '. 

Once, as she narrated, one of her teachers said firmly 'No!' while she said 'Sir, can I record?' 

She followed the teacher after the class and begged him but he said again ' No!' She told him that 

her presence in his class is nothing unless she is able to record his lecture. He told her that she 

can take notes. He knows that thi s is difficult even for some of the visual students. This teacher 

finall y told her that she had not to ask favor wi thout helping first herself. He said to her, " II is 

YOllr business. I do nol care as YOIl do nol wal1l 10 help yourself,' You cannot ask olhersfavor if 
you do nOI help yourself,' , This teacher considered this as a favor. Had he been allowed her to 

record his lecture, he might have been thought he made favor for her. But this is not Javor. 

Whatever the teacher has a reason for his refusal, his conception seems to be the reflection of 

both the charity and the medical model of disability. 

This informant compares what she had been told from the students' dean office with what she 

practically experienced. She said, 

According 10 Ihe sludenls' dean office, Ihere is a policy that allows Ihe VI studel1ls to record 

leClures and leachers' re.lponsihilily 10 ji:lcililale varielies of leaching methods. Praclically, 

however, !I'hal I know is Ihal inslnlclor conlinued 10 be so and I slopped to ask him 

Ihroughoul all Ihe four courses. To your surprise, he was evaluming me like olher studenls 

and gave me C in allJour courses. 

Shall this informant deserve "C"with all the four courses? She said, "No, I shouldn 'I". Horgan 

(2003) as sited in the Ireland National Disability Authority (2008) underpinned that potential 
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danger of teachers' expectations that are too low is that it can result in a self-fulfilling prophecy, 

especial ly where teachers may not expect SWDs to perform well at exams. Similarly, the 

informant on her part says, .. / Ihink some leachers delermine our grades by our names as 

identified as disahled. / was quile sure Ihal / had 10 gel A or B al leaSI in one of Ihe courses. " 

What about at least C or at most C· in one of the four courses? 

Inaccessibility of Reading Materials and Assessment Procedures 

The most difficulty this informant faced was absence of reading materials. She could not find 

any brail book or reading material however she knew she has to take five courses in her first 

semester of the first year. "If we have 10 be evaluated with all students, they have to provide 

accessible materials. The only way out what I had was recording my good classmates ' voice. 

And again / have 10 wrile il on a brail. " she says. Now, as a graduating student, she has to do her 

research paper. One can imagine how much terrible it is. In the first place, who is going to 

collect reference books and materials for her and who is go ing to read the references? She did 

not expect a student who is going to do thi s for her in thi s compound. She also mentioned that 

tinding readers ou t of thi s compound and covering their cost is too hard. The university gives 

500 birr wh ich is inadequate for her. 

She has no idea whether the university has a policy with regard to assessment and its procedures. 

She remembers her teacher whom fierce was for her. His handouts were notorious even for 

visual students. He gave her two large vo lume inc print books to read before two weeks ahead of 

the final exam. On the other hand, she did not expect to take her first semester's exam outside the 

class in a noisy and uncomfortable situation. She remembers that her reader, whom she found 

after ups and downs, how sometimes tried to stop the noise made by passers and surrounding 

student s. Find ing good reader is also another problem for her. She remembers that last year she 

found a uni ve rsity student who was count ing spe llings wh ile readi ng the exam paper. 

Furthermore, she feels that some teachers are humiliating them (VI students) whi le they are 

taking exams. In relation to this, she stated that copying and cheating are not equally taken as 

mistakes between the S WDs and NDSs. Without any change and material provision, she reached 

second semester. Things come worse to her. After that time onwards, the final semester exam 
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comes before she fini shes organizing her notes. This informant does not believe cheating or 

copying exams is mora l. She wants to say there are NDSs who can access the reading material s 

and as the same time who used to cheat or copy exams. 

The informant sa id that the assignments that her teachers give for her were very surpri sing. She 

also remembers a teac her who gave he r a 140 pages tex t to criti cize . "Who is going {o readlor 

me l.fU pages? " she asks. She noted that even NDSs cannot make such kind of ass ignments with 

in short period of time. She asked her teacher a lternati ve assignment that suits her. He said 'you 

can do i{ '. And finally, she received "F" on that course. The informant also expects her teachers 

to assign her in certa in group assignments. But they do not do this and NDSs do not like to 

incl ude her. She cannot participate in group works . Gradually, a certain group which she begged 

to be with asks her ID number without making her participate. 

Physical Inaccessibility 

The informant expressed problems related to the phys ica l access ibility at which she suffered 

with. As she reported, the uni versity gives her 120 bi rr pocket money per month which is 

expected to be paid fo r readers. Apart fro m its small ness, the uni versity gives it after a month 

without any genuine reasons. The university even does not give cassettes timel y. This year, VI 

students did not rece ive cassettes for more than 6 months. It is just recently the uni versity 

re leased the cassettes while they were ready for stri ke. The university promised to by digital 

recorders for them. But nothing is done. This informant could not get a single adapted book in 

the VI students' library. There are around 9 computers, few tape recorders and few 

uncomfortable reading rooms. The clinic is not accessible for them while they are sick. If they 

are sick during the ni ght time, they have to call information desk not to the clinic fo r ambulance. 

But the information desk workers insult and order them not to call. Sometimes the information 

desk workers give the ambulance dri ver's ce ll phone number in order not to speak with the VI 

students. 

Implementation of the Higher Education Proclamation 650/2009 and Suggestion 

Thi s in fo rmant also blames the uni versity wi th regard to the 2009/650 Higher Education 

Proclamation. She is not cel1ain whether the university knows the proclamation. She said, "Jf /he 

59 



20091650 Higher Education Proclamation is in to effect, it must not be reached this university. 

This is because none oj our rights are implemented. / advise you to copy and give it to the 

university. " For instance, she said that the VI students always ask the university to make them 

able to take exams in classes and to have invigilators; but nothing was done. She also says, "Late 

alone jar them the teachers methodology is not suitable jor the NDSs. We are totally excluded. 

There is a great problem in relation with accessibility oj injormation. We lost different 

informaliun dlle lu Ihe absence 0/ accessibililY. We (,jien requesl visual sludenls jar all the 

necessary informal iun. .. 

The informant suggests: 

LeI malerials be prepared and accessible. Let Ihe service be improved. Let the university 

evaluate is self LeI higher officials ask about us. Let the university call and talk with us. 

LeI evelylhing be slarted,/rom A. The university has to adapt the learning materials and 

shall undertake awareness rising aciivities jar Ihe university community in particular jor 

leachers. 11 also has 10 change weak managers. /1 has 10 slart jrom the scralch. Please you 

guud unes Ihank yuu. Yuu Ihe Uppusile we need change. OJ course / did nOI say we all are 

goud lYe also have weaknesses. 

Case 5 

Lack of Proper Information and Unwanted Placement 

This case informant was advised by his high school teachers to choose AAU. He made three 

choices to get his preference. AAU was his first choice and he got his first choice accordingly to 

the existing affirmative action for the disadvantaged students. He said that he cannot forget his 

pleasure whi le he comes to know his placement at AAU. But the way he said this seems to be 

regret as his pleasure was no longer with him. He was not lucky to get the department he wanted. 

Entire ly. his interest was to stud y law but he cou ld not get it as he had been wrongly oriented by 

senior students. They (senior students) told him that he most probably could get his second 

choice. He did not know that the university could consider hi s first choice. He lost his interest 

due to lac k of proper information . Here comes the prominence of special reception and 

orientation for the SWDs (Adams, 2006). This situation, within the context of the university, 
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indicates that a system which benefits certain groups (the affirmative action on department 

placement) will be meaningless unless the system makes the beneficiaries know their benefits. 

Inaccessibility of Reading Materials 

This VI informant oft en seeks information not written with ink prints. This year, he surprisingly 

read a certain department head's name and hi s office number written on brail. Otherwise, he has 

never read any piece of accessible information. However, seek ing information written on a brai l 

seems greatest expectation for brail books and other reading materials are profoundly 

inaccess ible. He can ' t find a single book written on brail for hi s courses except the old " . .. ". He 

often searches brail books after he received li st of courses to be taken in a particular semester but 

nothing except time waste. Consequently, he became strictly dependent on NDSs. This in turn 

exposes him for a great deal of expenses & other challenges . Sometimes he has to follow and beg 

volunteer students who read books and other materials for him so that he can record them. He 

has also to take short notes on a brail from the recorded materials. He explained this is critical 

problem that hindered hi s academic perfo rmance. 

Teachers' Attitude 

This informant carel'ull y tried to view the teachers' attitude towards the SWDs. For him, some of 

the teachers have negati ve attitude but there are also few teachers whom he ad mire for their 

support and positi ve attitude. He mentioned that the hate speech uttered by some teachers is 

extremely painfuL "What we only lost is our vision. Teachers have to know this. Otherwise our 

inside is full of light. Even we are greater than many in our insides" the informant narrates 

sad ly. It seems thi s informant is nearer to the view of the social model of disability than the 

aforementioned teachers. 

Once he had to take the course called 'stati stics ' which is difficult for their situation even to 

write on a brail as it is ful ly numerical. But he had to take thi s course in other class (groups). He 

received a letter from the dean office and we nt to the teacher. He greeted the teacher (a doctor) 

modest ly and timid ly. He explained hi s case to the teacher. The teacher repli ed rudely: ' / do not 

care about this.' The informant tri ed to beg the teacher. 'Get alit of my office!' the teacher 

shouted. Pati entl y and sadly the informant said to him "Please Dr. at least advice me what to do '. 
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'You can drop the course' the teacher nervously replied. The informant said to the teacher that he 

will stay one extra year at this campus if he does this. "Why nol you slay nine years; I do nol 

care " thi s was the teacher's crudest sentence for the informant. The infonnant said that he did 

not utter a word and slept that night however his friends asked about his situation. 

A week later, the informant heard some one's voice behind him 'you come in; you listen '. He 

knows that the vo ice was the head of the department. He pretended as if he did not li sten as his 

hea rt had already broken. He could guess the head has something to tell him. He could not 

escape from the call and said 'Is it for me?' And the head replied 'yes this is for you; your 

leacher allowed 10 accepl you and go there and allend the course. ' He was slightly happy 

despite hi s unrepaired heart. 

Obviously, in this university, some teachers strictly do not allow to be recorded. Once he was so 

shocked while a lady instructor said to him ".s':9"~·} h·}~·N'im(J)·" meaning 'do nol sell my 

voice '. This teacher seems not be comfortable with VI students. She might guess they can abuse 

the record. The other day, another teacher insulted this informant while he was recording the 

teacher's lecture. The informant recorded the teacher's lecture including the insult. It appears to 

be that some of the teachers might be reluctant to be recorded because of their hate speech and 

weaknesses. 

The Implementation of the Higher Education Proclamation 650/2009 

With regard to the implementation of the Higher Education Proclamation 650/2009, this 

informant said: 

There is no exam time and dead line extensions providedfor the SWDs in this university. You 

cannot imagine ~jJecial academic support such as tutorials. As I said before, information is 

not accessible for us. J appreciate the presence of the library for VI studenls. But it has only 

10 compulers and we are 192. Many lalest books (wrillen with ink) are coming to Ihe 

IIniversily. Blll(or liS nOlhing has come. I can assure you thaI most of the brails are written 

during Hi/esse/Cissie regiem. 
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Lack of Proper Concern, Inaccessibility and Suggestion 

This informant mentions that disability issues in this university are seen after all other issues and 

acti vi ties are exhaustively considered and undertaken. "This is like our families culture. After 

Ihey c/olhe, feed and care Iheir non disabled child or children, Ihey will slartto think aboultheir 

disabled child carelessly. " he says. The university gives 120 birr per month as a pocket money. 

The informant crit icized that thi s is not enough to buy learning materials and to pay for readers. 

This informant said , "Many of Ihe universily communily in parlicu/ar leachers & administrators 

ore unchonged in Iheir aI/ifill/e. Accessihilily.fi-om Ihe universily side and poor academic back 

ground among some of Ihe V/ sludel1ls are main challenges. " This informant also suggested 

improving accessibi lity at university level and making SWDs efficient at general education is 

profoundly important. He also mentioned that the university has to provide academic support 

than expel the SWDs. Many SWDs have been expired, as he mentioned. 

Case 6 

The researcher was surprised while this informant came to him walking as ordinary people 

without any supporting material, a walker or a wheelchair as he expected. He was eager to know 

the reason behind. 

Reception and Registration 

While she joined thi s university in 2009, thi s informant said that senior students from her region 

welcomed and supported her to take dorm and to be registered. The difficulty for her was 

language as her Amharic was not good. At first, she was challenged and confused but later 

acquainted with the campus life. Her interest was another field of study. However, she chose her 

current department first and the other second as she has been informed she could not get her first 

choice. Later, she regretted while she knew that she could get her first choice. 
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The Intervention (from a blended leg to ... ) 

This informant had a bended leg which is painful for her. Unexpectedly, the pain in her leg 

became severe after she came to this university however she did not know the reason. She has no 

friend or someone here to discuss with and to ask help. Her parents are in one of distant regions 

of the country. Once, she met a senior student who came from her region and told her problem. 

This student advised the informant that her case is curable if she gets a chance to be treated in a 

certain German based health institution. The student told the informant that she needs a 

suppol1ing letter to go there. The informant requested the center for disability to write a 

supporting letter. She had no patience to go to that hospi tal as soon as she received the letter. At 

the middle of her narration, she said, '"Thanks God: Ihe h05pilal made surgelY and my leg gel 

cured. As YOIi can see me now, I look normally walking person. " Now, the researcher comes to 

know the reason behind a walk of thi s informant. 

Attitude in Comparison 

The informant compares her society's attitude in her region with the attitude of the university 

community toward the SWDs. She narrated: 

In my region, 1 was excluded Fom Ihe society. 11 has negalive attitude IowaI'd us and we are 

eXlremely marginalized. As pari of the society, sludenls in elemenlary and high schools are 

highly dominaled by Ihis exclusionary cu/{ure. They do nol wan I 10 go 10 school wilh me. 1 

was excluded in my elemenlwy and high schuol educalion by Ihe sludenlS. Of course Ihe 

prublem starls ji-lim my parem. Even Ihey did nOI care aboul my sufferings wilh Ihe pair of 

plaslic shoes. II was terrible for me. In my sociely, no one calls us wilh our names. They call 

us 'f,'P,I] " "ankassa ' meaning (one who limps or limping). Bul here, everyone respects us. 1 

jiJUnd all Ihe university communily supporlive. They give priority and first place for us. We 

inleracl wilh Ihe universily community as all are Iilerale. 

One might be surprised if this informant tells himlher that her disability is an opportunity for her 

to pursue her education and join university. Had this informant been non disabled, she would 

ha ve not been joined thi s uni versity. She has two sisters whose schooling is not gone far from 

elementary education. A decade ago, her family decided to make her sisters stop their education 
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as they were getting adolescent and get married before they become 'delinquent'. But fo r this 

informant, it was decided to continue her education as she is considered weak, disabled and 

helpless for them and as she has no chance for marriage. "Thanks to her disability"; now she is a 

fourth year student in thi s university. 

It seems to be that the members of the university community are "saints" and the compound 

"Aden" for thi s informant. She says, "Of course, 1 have to love this university as it is a place to 

change my life, my name too. My society including my family is no more saying 'ankassa '. Now 

they aill me ... in my name" This informant takes the day she gets medication for her leg as her 

rebirth day. She says, "I do not forget this throughout my life. Now 1 am a changed person. As 

you can see me now, I can wear normal shoes. No more limping. " 

Accessibility and Suggestion 

It seems also that this informant has not faced accessibility problems. She expressed that she did 

not face academic problem. She has no complains with the cafe, library and clinic. She 

appreciates the service provided by the center for disabilities. After her leg has cured, she got 

acquainted with the compound. She is afraid of leaving thi s compound. "My second year was 

belfer than the/irst year. I improved my language and communication with others. My third year 

is so much interesting. I loved the compound and the university community. 1 knew and fo und 

myself in this university" she says. Her story attested that how any poss ible intervention could 

change the life of the SWDs. 

This informant however, reminds that the buildings are not suitable for the SWDs. "In particular 

for the wheel-chaired students it is not accessible. The main cafe's corridor is also not suitable 

for VI students. 1 remember one girl while she was felling and rolling down" she says. She also 

suggests that the buildings shall be as much as accessible and everyone has to know that they are 

equal. Moreover, she noted that people shall know disability is not only a matter of possibility 

but they should also know that disability toits extent is curable. 
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Case 7 

Reception Registration and O "ientation 

This informant, however he expected, there was no spec ial reception for him when he came first 

to thi s university. He and other SWDs were welcomed as other ordinary students. This informant 

remembers that students were pushing his wheelchair and supporting him. With regard to 

regi stration, nothing special was done for him. He was waiting his turn as other students were 

doing so. His registration was at NCR third floor. It was difficult for him as the building was not 

accessible. His friends were accomplish ing the registration on behalf of him. He was waiting for 

his friends on the ground after he fill ed the forms and gave to them. 

Thi s informa nt said that he had no problem with his choice. He got the department he chose. 

Atie r the registration. as he said, there was a special orientation for them. The informant seems 

not much interested with the ori entation. He politely criticizes, "The main focus of the 

orientation was on the nature of the university not awareness rising on policies or our rights. 1 

can say most of us have no awareness on policies and our rights". 

The Higher Education Proclamation 650/2009 

This informant was too much astonished while he comes to know the Higher Education 

Proclamation 650/2009. He believes that the practice is the reverse whether the university knows 

the proclamation or not. He declares "The Higher Education Proclamation 20091650 remained 

written. I can say it is absolutely unimplemented". He explained thi s in simple example. Some PI 

students were sent for Sp0l1 competition by the university. The students were late fo r exam when 

they returned back . Wh ile the students ask to take the exam, the university said "no". Gradually, 

with a bi tter struggle, the univers it y allowed them to take the exam. Nevertheless, the students 

had no time to prepare themselves as the schedule was too short. They had no choice. They took 

it and their result was too bad. To the researcher's view, this case after all does not need the act 

of the proclamation. This did not happen due to the students' personal reason. The proclamation 

considers exam time extension when the need arises from the SWDs due to their problems and 

inconveniences. 
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The informant narrated the incident which he does not forget however he had not passed through 

severe challenges like some SWDs. Very recentl y, he was a little bit late for registration due to 

thi s year Public Higher Education Institutions Sport Competition. He could not get hi s grade 

report as one of hi s teachers did not submit hi s result. The registrar officers told him that he 

fai led to meet the dead line that could result devastating effect on his education. He was shocked. 

He needs the teacher to have his grade report. He repeatedly went to the teacher' s office with the 

help of hi s friends. But he could not get him. Telling his problem, he asked the secretaries for the 

teacher' s cell phone number. They refused to do it saying 'giving teachers' cell phone is 

forb idden. ' He cried while he recognizes the secretaries are not supportive and considerate. For 

them, the teacher' s personality was bi gger than hi s problem however they repeatedly saw him on 

hi s wheelchair stepping up and down handed by four of hi s friends. These secretaries may not be 

strict even fo r some NDSs if they are willing to give the teachers' phone number. The informant 

was too mLlch di sappo inted with them. He does not forge t their say ing ... Wilh God 's help. finally, 

ffound Ihe leacher 's cell phone number and f called him. I gal my grade reporl and regislered" 

he says. 

Thi s informant mentioned that the SWDs on their part have lack of awareness on their rights 

written on the proclamation. He believes that all most all the SWDs do not know the 

proclamation. But, as to thi s informant, knowing the proclamation is nothing for the SWDs. 

"Had we all know it, J do not think we would ask for our rights. This is because we are timid and 

hence ji"ightened 10 request whal we want. We know that the response will be 'who are you?' or 

you are considered like olher siudems" he says firml y. 

Inaccessibility of Buildings and Facilities 

Bui lding and their respective facilities are not accessible for thi s in formant. He says, "Building 

inaccessibility is one of the most challenging problems for us. Class rooms, toilets, washrooms, 

IibrCilJl and moSI of the teachers' and deparlments' offices in their respective buildings are not 

accessible ". In conformity with this informant and notwithstanding the university's growing 

effort to make ramps, the observation affirmed that the classrooms are not accessible for the PI 

students in particular for wheelchair users. The class rooms in NCR building are comparatively 
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better than the class rooms in OCR and NBR. This informant is grateful for his friends as they 

Llsed to carry him on hi s wheelchair at all the stairs that the classes are situated. Conversely, this 

informant appreciates the accessibility of hi s dormitories. ·"The dormitory for male students is 

accessible/or wheelchair users. I want to express my admiration if this was done intentionally to 

help us" he says. However, the toilets and bath rooms are terribly inaccessible. Wheelchair users 

are suffering much to use these facilities. After all , the doors of these facilities are too narrow to 

let their wheelchairs inside. After they hardly entered inside, the toilet is not suitable and 

accessible. So does the bath rooms. Due to this problem, this informant used to take shower out 

of the compound. Sometimes he brings chairs inside wash rooms and makes layers of chairs and 

stands on them to take shower. Beyond thi s terrible scene, the researcher admires the strength of 

thi s informant to bring the chairs from hi s dormitory to the washroom. 

If the first floor of the main library is full , thi s informant has to return back to hi s dormitory as he 

cannot go down or cl imb up in the library. There is no special service in the library for the 

SWDs. For him, the presence of the center for di sability by itself is good but insufficiently 

resourced and less organized. He mentioned that there are onl y 16 computers in the center for 

around 300 S WDs. '"The university management shall reorganize this and develop the service of 

the center" he reminds. According to this informant, one needs two legs to go to the clinic. The 

landscape and the building are not accessible particularly for wheelchair users. The informant 

further indicated that the hand washing facility of the cafeteria is not accessible for wheelchair 

users and VI students however the service rendered is good. " I cannot reach the washing tap . VI 

students also may touch somebody ' s cloth with their hands in their struggle to find the hand 

washing tap . 

Attitude 

For thi s informant , NDSs, administrative staff and service providers have positive attitude and 

are supportive for the SWDs. Contrary to this, he puts teachers in the opposite replica of the 

attitude of the above university community members. "They are not supportive. We rarely 

communicate with them. They are very far for us. They consider us as ordinary students on one 

hand and as weak students on the other hand. 1 have not seen an individual teacher who wants 10 

68 



help, understand and motivate SWDs" he says. He also indicated that the current university 

president has good relationship with the SWDs as the fonner president who was profoundly 

important person for the SWDs passed hi s consideration to him . 

This informant was sad with few students who have negative att itude and commit bad things on 

the SWDs. In relat ion to this, he also mentioned the att itude ofa particular VI student who has an 

extreme hatred towards the NDSs and the university community. He narrated thi s in the 

following way. 

I know a sad story happened to a VI student. He was ji-esh student assigned in one of the 

building. He was stepping down looking for the proctor's office. On his way, he found a 

group of NDSs and requested help. They took him replying that they will show the proctors 

office. But unfortunately, they were taking him to a class andjinally they took his cell phone 

and money. I do know also a VI classmate whose cell phone was snatched by such a student 

while he was .Ipeaking. Such stupid deeds sometimes happen in this compound. In this 

regard. there is afirst year VI student who is famous for his serious pessimistic response to 

be supported by others particularly by NDSs. 'Do not touch me '; jar away from me' and 'I 

do not need help' are his common commands. He ojien walks dangerously. Sometimes he 

falls down. He crashes with buildings and students. He trusts no one. He insults students 

who want to help him or provide information. I think he might be one of the victims of the 

above deeds. He might be also negatively oriented about the university students. 

Nevertheless, the researcher is uncertain that this VI student has developed this attitude in this 

compound. This is because he knows some VI people outside the university who show the same 

character. It seems these people rather do not trust the soc iety as a whole. The case of this VI 

student might ha ve been the same. 

The need for Awareness Raising 

SWDs are represented in the executive body of the students' union. This informant values this. 

But he criti cizes the inadequate concern of the university management. Among other actions the 
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university has to do, thi s informant seems quite senous on the need for awareness rising 

activities and he suggests, "/ know the university gathers its community twice a year. Such 

occasions could be an opportunity to raise awareness about disability and inclusion. Finally, / 

want to underline the importance of research undertakings on disability issues in higher 

education institutions ... · 

Case 8 

Registration and Experience in Socialization 

This VI informant expressed that they (she and her friends) were registered and got dormitories 

after they passed through different challenges. She was interested with her choice and she is 

grateful for this; "/ got my choice and / would like to thank the university for this ". They were 

five in their dormitory and all were VI students. She was very much surprised while some non 

disabled girls requested them to live together. However, the request was not fully accepted from 

the VI students' side. Some of them agreed to live with and some of them refused. According to 

thi s informant, life was inclusive for those who grow in boarding schools. But for those who 

grow in a marginalized environment it was difficult. She views the refusal of her friends to live 

with the non disabled girls in this respect. 

This informant said that she and her friends were walking to the cafe and to the class making 

chain in group as they were fresh and new. This was not only because they were fresh but also as 

a shared defensive mechanism while they confront accessibility and social problems. She could 

not hide this while she was narrating how the partials (who are partially visually impaired) were 

supporting them. "'The partials' were very supportive for us. They were with us throughout the 

.lirsl semesler" she says. 

Teachers' Unwillingness to be Recorded 

This informant indicated that teachers those who refuse to allow students record their lectures 

may not be judged guilty however she agreed on the prevalence of such teachers. "/ know Ihere 

are some leachers who do nOI allow us 10 record Iheir leCiures. Of course somelimes it is difficull 

10 judge Ihem as some students might abuse Ihe record" she says. At this moment, the researcher 

70 



recalled an informant teacher who participated in a certain project work. That teacher had 

reported that there was a teacher whose hate speech was presented to a court by one of the VI 

students. Nevertheless, this informant does not believe that these teachers are in the right 

position. Rather, she advices them to keep their slips of tongues and allow the VI students to 

record thei r lectures. She says, "Many VI students are suffering with such teachers. These 

teachers have to keep their tongue and permitfor the record". Teachers to the extent can provide 

a recorded lec ture as one of the teachers is doing . Thi s informant said that she did not suffer with 

the teachers who refuse to be recorded for she is very fast and experienced to take notes. If she 

misses some points, she will fill the miss ing points from her classmates. But she noted that for 

many of VI students even for the NOSs note taking is too much difficult. She also underlined the 

most serious problem in this respect; "We will be more challenged while teachers are writing 

some notes on the white board and remain silent. " 

Problems Related with Exam Procedures 

This informant can ' t forget two incidents related to her exams. She narrated the incidents in the 

fo llowing way. 

As YOIl may know. we have to look for readers ahead of the exam time with a modest 

payment. That day. my reader was late and my classmates had already started the exam. 1 

tried to call ather readers but 1 could not find one. 1 was too much tensioned. Fifteen 

minutes had gone. Finally, the reader come and told me thaI he was late due his personal 

problem. Thanks; my grade was not bad however I started the exam after fifteen minutes. 

The other day, 1 faced the same problem and wept bitterly. Surprisingly, however, two afmy 

teachers came to me unexpectedly and helped me to find a reader. The subject teacher also 

added extra time{or me. 1 do not forget those days. 

Gender Related Problems 

Once, in the midd le of that night, thi s informant asked a NOS to help on her way to the dorm and 

he was vo lunteer. Meanwhi le, he started to touch her breast and behave sexuall y. She begged 

him to leave her while he started to forcefully kiss her. However, he could not stop hi s sexual 

violence. Finally, he left her after she warned him. She also faced the same problem in the VI 
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students' library. She was reading and transcribing a recorded lecture in one of the reading 

rooms. A visual student unexpectedly knocked at the door being as a peaceful person and entered 

the room. Calling her name, he said ' J love you' and kissed her. He told this informant that her 

friend told him about her. After he expressed his feeling to make her his girl friend , he sexually 

harassed her and she was about to cry. She. can expose him but she thought that this student may 

revenge her. This student left the informant while her crying burst in the class. Some male VI 

students also used to harass female VI students. She faced such a problem many times. 

Attitude and Communication 

The informant thinks that most of the university community, except some teachers, are 

suppol1ive and have good attitude towards the SWDs. She mentioned that service providers are 

the most supportive. As a communication barrier, this informant expressed the existence of fear 

between the SWDs and the NDSs. "We wony not to be burden for them. On their part, the NDSs 

do not feel confident on the way they supported us. They frightened us as some are not volunteer 

to be supported. Few may insult you if you ask them 10 help. Of course Ihese things have their 

own backgrounds and reason" she says. 

Inaccessibility and Suggestion 

With respect to accessib ility and support provision of the university, the informant stated that 

there is a kind of inadequate and inconsistent support. She says, "Building accessibility is the 

most severe problem for wheelchair users in this compound. The classes, the toilets and the 

washrooms are not accessible for them. There is also big problem to make information 

accessible. We lost exam schedules. We missed a lot of opportunities due to inaccessibility of 

information. " 

The infonnant suggested that awareness must be raised. She also said that the services and the 

facilities must be improved. "When I was in high school, I have never been taken my exams 

oU/side classrooms in a noi.IY and bad situation. My examiners (readers) were our teachers. But 

here we used to take our exams in an open air with un/avorable condit ion and we have to search 
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readers. While I see it, there are good practices which the university shares from high schools " 

she suggests. 

4.1.2 Presentation of Data from the Officials' Interview 

4,1.2.1 Data from the MoE Officials 

As noted in chapter three, officials from the MoE of the FORE are one of the key informants of 

thi s study. The mai n intention of thi s interview was to see the policy, strategic and quality issues 

at nationa l leve l however the data obtained goes beyond that. This data is presented below in 

brief. 

i) The Policy Environment and Implementation 

There was no sign ificant difference on the views of the officials. Three of them explained that 

the policy environment is flattering which is challenged by implementation. One of the officials 

indicated that the pol icy environment and the move towards higher education inclusion are 

promising but not sati sfactory. This official takes the 1994 ETP as one action forward towards 

inclusion however there is no spec ific inclusion policy on the document. He said, "But the policy 

included sex, ethnicity, disability, religion and ather elements of inclusion. The policy also 

included all marginalized groups of the society such as girls, PWDs and other disadvantaged or 

minority groups. " This offic ial articu lated how the policy tri ed to include all students who have 

different learning needs. He concluded that there is a workable policy environment despite poor 

implementat ion. The other ofticials by the same token underscored that the biggest challenge is 

implementing the policy and lega l environment. 

The officials articulated how the policy environment is challenged. They emphasized that the 

practice is jeopard ized at institutional level. One of them mentioned that, based on the 1994 ETP 

and the constitution, the government is showing its concern for the SWOs and it is providing 

affirmati ve action on their placement exam and university assignment. Extending the same view, 

the other official asked critical question. As to him, the government provides affirmative action 

to higher educat ion for those who deserve. He also indicated that the government encourages 

hi gher educat ion institutions to continue thi s aftirmati ve action. Then he asked and responded, 
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"From this point afierward whose re.ljJonsibility is do you think to do accordingly? It is the 

universities' parI 

The other official , In consistency with his colleagues, says, "0/ course, we know that the 

pract ice at grass root level is challenging. It exists like other challenges in the higher education 

institutions. We reportedly hear that there is accessibility problem. But the ETP and the higher 

education Proclamation permit all the necessary supports. " 

Two of these officials also raised curricular and pedagogic issues. "In particular, universities 

who accommodate SWDs have to revise their curriculum /rameworks " says one of them. The 

other official thinks that adapted curriculum is very important in particular for the VI and PI 

students. For him. PI students relati vely do not need adapted curriculum. This official also 

strongl y underlined that most of the things practiced in the institutions are the reflections of 

personal attitude which can be easily changed particularly by the teachers themselves. 

ii) Strategic issues 

One of the officials stated that in all the strategies, the government (MoE) is trying to include all 

learners. One can see some vivid activities in lower levels with regard to inclusive education but 

there are no as such explicit concerns in higher education, as he expressed. He further mentioned 

that there is a move at least to maximize the number of the SWDs. However, the findings from 

the document analys is re vealed that the national strategic programs are far to consider the 

learni ng of the S WDs in higher ed ucation. 

iii) Quality issues 

According to one of the officials, quality by definition means 'fit/or the purpose '. This official 

honestly said that there are no specific quality standards with regard to the learning of the SWDs. 

He mentions, "To be honest, we have not taken the issues o/the SWDs in our standards. But it 

has to be and this is a good opportunity and we will include in our criteria or w€~zN\Jevelop 
~\~<-

sjJecific quality standards in this regard. " ~~ \l f,.S 
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iv) Challenges, opportunities and suggestions 

A ve ry important express ion was made by one of the official s to undersco re the challenges, 

opportunities and suggestions. This official expresses: 

I take the increased number of entrants in the universities as an achievement. I see the policy 

and legal environment as an opportunity. The self esteem among SWDs is also another 

opportunity. Attitude is the mosl barrier for inclusion al individual, institutional and national 

level. A changed allilude is quile challenging. Adequate resource and accessibility of 

buildings are olher challenges. I would like to suggest few poinlS to improve inclusion in 

higher educalion. Firsl, lislening 10 Ihe voice of Ihe SWDs is quile crucial. Deciding for the 

SWDs shall also be slopped. Lellhem decide on Iheir selves. Supporls 10 be provided shall be 

/irst identified Lastly the society has to be allitudinally changed at individual, institutional 

and nationalleve/. We do not hove/veal person. team, desk or office that works on inclusion 

in higher education. But in Ihe fUlure , we may have aileasl afocal person. 

4.1.2.2 Data obtained from the university officials 

Four university offic ials and the VI and the PI students' associations' chairs were interviewed. In 

this section, only selective issues are presented in brief. 

i) Policy and strategic issues 

Variation was observed in the officials saying. With the regard to the university's disability 

policy. contradicting express ions were give n by the two of the offic ial. One sa id that there is a 

workable di sabi lity and equity policies in the uni versity wh ile the other official concluded the 

university has only a draft policy. "The nalional and internalional policy environmenl is good. 

Eul Ihe universily has no policy on the sludents wilh disabililies", says the latter official. 

However, the third official's explanation tries to mediate the above two. He says, "Considering 

Ihe universily 's documenls as a policy or as a guideline might be questionable but by implication 

Ihe university has a policy. 1 think AAU is unique for its centerfor disability. This implies that it 

has ils own policy and system. " As it will be seen in the discussion section, the university has no 
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policy on the learning of the SWDs. One of the officials also said that a strategy is prepared 

based on the policy however the problem is implementation. 

ii) Accessibi li ty issues 

One of the universi ty officials explained that priority is given to the SWDs in terms of the 

dormitory, cafeteria and clinic services. As to him, the SWDs must not follow normal procedures 

whi le they go to the cafeteria and clinic. They do not have to wait their turns, for instance. He 

also mentioned that the SWDs have special service in the cafeteria. With regard to the 

accessibi lity of buildings, the official said that first floors are reserved for PI students. This 

offic ial also expressed the underway project to make toi lets and wash rooms accessible for PI 

students in se lected two buildings . Sim il arly, one of the chair persons of the associations 

appreciated thi s project. 

As mentioned by one of the university official, the center gives special orientation for fresh 

SWDs every academic year. It provides learning materials such as brail , tape recorder, crutch, 

wheel cha ir etc. It a lso g ives trainings to build the capacity of the students. During 'kiremit', it 

makes the necessary facilit ies for those who do not want leave the compound. This official 

further explains, "Sometimes the center involves with awareness raising and advocacy activities. 

Some of the SWDs have awareness on their right some have no. Even those who know are 

./i'ustrated /0 exercise their rights ". However, the official mentioned that the SWDs are not 

satisfied with the service of the center as it is inadequate. He expresses the challenges and gives 

suggestions, "Management and procurement procedures are challenging. As a beginning, it is 

good. But the service gradually has to be developed and digitalized". 

It wil l be wise assessing the implementation of the aspec ts of the Higher Education Proclamation 

650/2009 in the uni versity as it constitutes prominent accessibil ity issues. Having in mind this, 

the researcher picked out these points from the proclamation and interviewed the officials not 

mentioning that these are derived from the proclamation. The fo llowing extract is taken from one 

of the offic ials. 

We do not have a support to make exam time extension and deadline extension as we are 

planned, scheduled and programmed. I think at the department level there might be 
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flexibility. But generally, we do not have such rules and we do not have such provisions. We 

do not have jpeciflc plan and practice towards providing tutorials for the SWDs. But we do 

Ihis for females and low achievers. Deparlmenls are providing technical assistance not 

academic SIfPPOrl. We do have ralher academic supporlfor all sludenls in terms ofrelaking 

courses. readmissiun elL'. I du nul Ihink Ihe SWDs can easily access necessary information. 

This is because we need suitable information dissemination mechanisms for each kind of the 

SWDs. We have to use assistive and adaptive technologies. Nevertheless, I know that they 

used to access information Fom their Fiends. All in all, the support which the university 

provides has its own cost implication however it is not adequate and it has to be 

strengthened. 

In relation to the implementation of the proclamation, one of the officials even was not aware of 

the higher education institutions' responsibility toward the learning of the SWDs in the 

proclamation. This offic ia l appeared to be surprised whi le the interviewer asked him whether the 

university extends exam time and deadlines, and provides alternative assessing and testing 

procedures. With regard to the teachers' methodology, one of the chairs of the VI and the PI 

students' association said: 

I do not know how I can explain teachers ' method of teaching. Some of them even do not 

know who are learning in their classes. I know a professor who teaches with an overhead 

projector throughout his course. But there were four VI students in his class. My 

astonishment goes beyond his poor methodology. 1 was too much surprised with his Fequent 

question he asks the class. He oflen says to the class 'Is it visible for you? Are you taking the 

nOle ? ' He has already forgollenthose VI students. 

iii) Attitude 

One official believes that the university community in general has positive attitude toward the 

SWDs however he indicated how negative alt itude damages all the students apart from SWDs. 

He also said that the attitude we took from the society is harmful for the SWDs. Contrary to this 

offic ial , the other official believes that it is possible to conclude that the university community 

has negative attitude as it is bounded by medical and charity models of conception. 
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Consequently, he further mentioned that the SWDs are full of grievance and have strong 

negative attitude since the universi ty is resistant for change. "Many SWDs ojien condemn the 

university community. In particular, teachers are the most hated members of the university 

community by the SWDs " he says. 

4.1.3 Presentation of Quantitative Data 

This section of data presentation includes questionnaires distributed to the SWDs, NDSs and 

teachers. 

4.1.3.1 Data obtained from the questionnaire distributed to the SWDs 

SWDs were requested to rate their satisfaction on the service or support they got from the service 

providers and the university community. So as to triangulate major findings, only selected part of 

the data is presented. 
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Table: 2 SWDs Satisfaction on the Service or Support Provision 

Highly Satisfactory I have Unsatisfactory Highly 

satisfactory no idea unsatisfactory 

Cafeteria 8(17.39) 28(60.86) 2(4.34) 6( 13.04) 2(4.34) 

Library 2(4.34) 8( 17.39) 2(4.34) 26(56.52) 7(15.21) 

Department 4(8.69) 15(32 .60) 1 (2 .17) 20(43.47) 6(13.04) 

Students dean 1 (2. 17) 8( 17.39) 18(39. 13) 14 (30.43) 5 (10.86) 

office 

Center for 5(10.6) 19(41.30) 2(4.34) 9(19.56) 10(21.73) 

disability 

Students with 19(4 1.30) 21 (4 1.65) 3(6.56) 3(6.56) -

disabilities 

Non disab led 23(50) 15(32.60) 1(2. 17) 7(15.21 ) -

students 

Teachers 3(6.53) 9(19.56) 2(4.34) 19(41.30) 13(28.26) 

Administrators 1 (2. 17) 13(28 .26) 7(15.21) \8(39.13) 7(15.2 \) 

Proctors 14(30.43) 20(43.47) 5(10.86) 7(\5.21 ) -

As depicted in this table, 50 % the participants are highl y satisfied and 32% of them are satisfied 

by the support of the NDSs. It is poss ible to say that more than 82% of the participants are 

sat isfi ed with the extent of their sati sfac tion. Simil arl y, with insignificant difference, more than 

82% of the participants are sati sfied by the support of the SWDs. Contrary to thi s, it is also 

possi ble to say almost 70% of the participants are unsati sfied by the support of their teachers. 
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Next to the teachers, 54% of the participants are unsatisfied by the service or the support of 

ad ministrators. Furthermore, the least satisfaction is observed by the library service. 

Students were asked dichotomous questions with regard to their placement, their rights, and their 

knowledge on inclusive education and the provision of academic support that the university shall 

provide as per the hi gher education proclamation 650/2009. The questions were prepared 

dichotomously as the researcher has prior data on the variables from the qualitat ive enquiry. 

Table 3: SWDs Placement and their Knowledge on their Right and Inclusive Education 

Yes No 

(%) (%) 

Have yo u been ass igned to thi s university according to your interest? 71.73 28.26 

Have you been assigned to your department according to your interest? 67.39 32.60 

Do you know your rights written on the 2009/650 Higher Education 4.34 95.65 

Proclamation? 

Do you have some knowledge abo ut inclusive education? 36.95 63.04 

Does the uni vers it y provide tutorial s for SWDs? 8.69 91.30 

Does the university extend exam time and program deadlines for students with 10.86 89.13 

disabilities when the need arises? 

Does the university relocate classes for students with di sabilities? 13 .04 86.95 

Does the university develop alternative testing procedures for students with 4.34 95.65 

disabilities? 

As noted from the above table. 71.7 % of the participants are assigned to the university based on 

their interes t wh ile 67% of the participants are assigned to their department according to their 

il1lerest. It is also shown that 95 .6 % of the participants do not know their rights written on the 
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Higher Educati on Proclamation 650/2009. On the other hand, 63 % of the participants do not 

have knowledge about inclusive education. Much importantly, this table visibly showed the 

status of the implementation of the Higher Education Proclamation 650/2009. Henceforth, as the 

participants responded, it rema ined unpractical. 

4.1.3.2 Data obtained from the NDSs 

NDSs informants were asked to indicate the extent to which they agree or disagree with four 

important statements. Two of these statements and the students' response are presented below on 

ta ble 3. NDSs were also asked three questi ons wi th regard to the faci lities and service provision. 

Two of these questions and the students' response are presented on table 4 . 

Table: 4 NDSs Perception on the SWDs 

Strongly Agree Neutral Disagree Strongly 

agree disagree 

University students 1(2.27) 9(20.45) 10(22.72) 20(45.45) 4(9.09) 

with di sabilities are 

dependent on non-

di sab led students. 

University students 10(22.72) 23(52.27) 9(20.45) 2(4.54) -

wi th disabil ities have 

positive attitude 

towards NDSs. 

This table shows that 54.5% of the participants do not believe that SWDs are dependent on NDSs 

where as 22. 7% of them remained neutral. On the other hand, 75% of these participants believe that 

SWDs have pos itive attitude toward the NDS. 
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Table: 5 NDSs view on the Service and Facil ities 

Highl y Satisfactory I have no Unsati sfactory Highly 

sati sfactory idea unsati sfactory 

How do you explai n the 2(4.54) 9(20.45) 6(13.63) 23(50%) 5(11.36) 

university 's facilities 

for the students with 

disabi liti es? 

How do yo u expla in the 2(4.54) 14(3 1.81) 6( 13.63) 19(43 .18) 3(6.8 1 ) 

uni ve rsity's service and 

support provision to the 

students with 

di sabilities? 

From th is table it is quite easy to understand that 61.3% of the participants, with their extent, 

believe that the university's fac ilities fOT the SWDs are unsatisfactory while 50% of the 

partic ipants bel ieve that the uni versity's service and support provision to the SWDs are 

uns!)t is factory. 

The part icipants were also asked to explain their communication wit h the SWDs. Accorctingly, 

70.4% of them expressed that they have good relationships wi th the SWDs. 

4.1.3.3 Data obtained from the teachers 

Teachers were asked to indicate the extent of their agreement or disagreement on the following 

statements. 
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Table 6: Teachers ' Perception on Disabi li ty 

Strongly Agree Neutral Disagree Strongly 

agree disagree 

Everyone has learning difficulties like 14(40) 8(22.85) 3(8.57) 5(14.28) 5(14.28) 

students with di sabilities. 

University students with disabilities are .11 (3 1.42) 8(22.85) 4( 11.42) 7(20 ) 5(14.28) 

dependent on the university community. 

As seen from the above table, almost 63% of the participants agreed that everyone has learning 

difficulties like the SWDs however their agreement varies with the extent. The table also shows 

that 54.2% of the participants agreed that the SWDs are dependent on the university community 

with their extent to agree. 

Teachers were also asked to indicate to what extent the following activities are practical by them. 

Some of these activ ities are derived from the Higher Education Proclamation 650/2009. 
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Table 7: Teachers Academic Support Provision for the SWDs 

Al ways Mostl y Often Seldom Not at all 

I f there is a V I student in my class I 19(54.28) 5( 14.28) - - I 1(31.42) 

will permit him/her to record my 

lectures. 

If there is PI student in my class, I will 8(22.85) 4(11.42) - 20(57.14) 2(5.71 ) 

facilitate to make the class at the 

ground fl oor. 

I used to give alternative assignments 5(14.28) 1(2.85) 3(8.57) 2(5 .7 1 ) 24(68.57) 

to SWDs. 

I used to prov ide alternati ve testing 5( 14.28) 2(5 .7 1) 1 (2.85) 2(5. 7 1) 25(71.42) 

procedures for SWDs. 

I used to encourage SWDs parti cipate 13 (3 7.14) 8(22.85) 4( 11.42) 5(14.28) 5(14.28) 

in class room act ivities. 

As depicted on the above table, more than half of the participants allow their students to record 

their lectures and encourage the SWDs to participate in their classes. Otherwise, from this table it 

is poss ible to understand that 70% of the participants do not provide alternative assignments and 

testing procedures to the SWDs. Consequently, thi s response ascertained th at the proclamation is not 

applied by majority of teachers 

Teachers were asked whether they had taken the pedagogy course or not during their post 

graduate training. Accordingly, 60% of them said "yes" whereas 40% of them replied "no" . 

Those who said "yes" were asked whether they got a sort of exposure or an insight from the 

course to implement inclusive way of teaching. Accordingly, 11.4% said "yes" whereas 48.5 of 

them replied "no" . 
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4.2 Discussion 

4.2.1 The Policy Environment 

The result from the offic ials ' interview indicated that the policy environment toward inclusion in 

higher education at national level is good but not sufficient. At institutional level, the case 

in terviewees and some offi c ials men tioned the po licy environment di fferently. Some of the case 

interviewees have no idea whether the uni versity has a policy or legislation that recognizes 

incl usion. Some said that there is a policy but inadequate and not ratified while others said that 

the uni versity has no disability policy. Quite differently, one of the officials mentioned that the 

univers ity has a workable equity and disability policies in spite of the fact that the other offic ial 

declared the presence of a draft policy on disability service. In an attempt to triangulate the 

above controversy through document analysis, it is true that the "policy" remained a draft 

document. Nor does the university have the ment ioned equity policy. 

The poli cy and legal frameworks in support of inclusive educat ion mainly ranges from the 1994 

ETP to the Higher Educat ion Proclamat ion 650/2009. The 1994 ETP under its specific objecti ve 

2.2.3 aims to enable both the handicapped and the gifted learn in accordance with their potential 

and needs. This speci fi c obj ective can be taken as a major ground to promote inclusion at all 

leve ls of educat ion however it lacks clarity in inclusion (MoE, 2006). 

The 1995 constitution of the FDRE Article 41(5) emphasizes the state's responsibility to allocate 

resources, to provide rehabilitation and assistance to the PWDs considering education as one of 

the social services on the same article (3). On the basis of these two frameworks, it is paramount 

to procla im or to issue specific polic ies on inclusive education. Henceforth , the Higher Education 

Proc lamation 650/2009 can be taken as a legal frame work for inclusion in higher education. 

This proclamat ion recognizes some of the major aspects of hi gher education inclusion in terms of 

the ri ghts of the S WDs. Part One Section Three Sub Article 40 of thi s document comprises some 

of the bas ic physical and academic access ibi lity issues. 
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However, inclusion will not be effective unless disability legislation or policy is emanated and 

issued from the proclamation at institutional level. Notwithstanding the effects of other local and 

international frameworks, thus, the concern of the 1994 ETP and the 1995 Ethiopian Constitution 

in genera l, and the Higher Education Proclamation 650/2009 in particular can be taken as the 

strong side of the policy environment at national level where as the absence of di sability policy 

or legislation remains the weakness o f the policy environment at institution level. 

4.2.2 The national and institutional strategies 

Two ESDPs (111 & IV) and the 2006 SNE strategic documents are analyzed at national level. The 

first two ESDPs have no attention to inclusion in higher education. In comparison, the third and 

the fourth ESDPs considered inclusion in higher education in terms of provision of access. 

Consequently, the number of SWDs who enter public higher education institutions has been 

rai sed. Nevertheless, these strategic programs do not have concerns to inclusion within 

education. The current ESDP IV in line with the GTP anticipates the outcome of SNE with a 

special focus to general education. Except raising the access (from 389 in 200911 0 to 946 in 

2014115), thi s strategic document planned nothing on higher education inclusion (MoE, 20 I 0). 

If the concern of inclusion in hi gher education is confined to the provision of access, this is the 

weakest sense of inc lusion (Andrea & Gosling, 2005). Of course, this weakest sense of inclusion 

(the provision of access) is crucially important for the country as there are many PWDs who are 

denied from the access to higher education. But the quest here is the strongest sense of inclusion 

that is recognizing the SWDs as full member of learning community. While this strategic 

document identifies the main challenges of higher education, it did not consider problems related 

to the SWDs learning. It also intends to improve the quality of higher education without 

inclusion while inclusion and quality remain reciprocal (UNESCO, 2009). The document did not 

plan to improve the learning of the SWDs. All in all, it appears to be inclusion in higher 

education is not the concern of the sec tor GTP. Rather, gender inclusion has got a limelight in 

the document. 

The SNE strategy was launched in 2006 in particular emphasis to UPEC and EFA. This strategic 

document does not totally exclude the issues of higher education inclusion. Nonetheless, it has its 
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own limitations and complications. This strategy has prominent aspects however it has no single 

strategic priorities and activities on higher education inclusion. This strategy sets division of 

duties and responsibilities in the education system. Except at the federal level, all the duties and 

responsibilities are designed to suit the structural organization of general education. The strategy 

envisages increased awareness at all levels of education. It also sets regular supports that should 

be give n for hi gher education. Much importantl y, thi s document puts some indicators of change 

toward inclusion in higher education. However, it is observed that this document is not 

considered as a strategic framework to higher education inclusion both at the ministry and the 

university leve ls. 

At institutional level, the university's 2008-2013 strategic plan tried to include some of the 

elements of inclusion however one of the officials said that the university does not have a 

concern on its strategic plan towards the SWDs. The finding from the document analysis 

revealed that the strategy planned to strengthen the center for disability, ensure convenient 

facilities , extend special supports and conduct comprehensive university wide study. 

4.2.3 Reception and registration related problems 

The findings depicted that the university considers the first choices of the fields of studies made 

by the SWDs. The university al so provides special orientation for the SWDs after the reception 

and registration are completed. The essential point what the universi ty missed here is that the 

need for information and support provision at the reception and admission procedures as SWDs 

who are supposed to be university entrants profoundly need sufficient information and support 

before, while and after admission (Adams, 2006). 

Almost all the case informants were expecting proper information and support when they 

reached the university. Nonetheless, the findings visibly unmasked serious problems in relation 

to the reception and the registration procedures. Half of the case informants could not get their 

first choice due to wrong information in the ir fi e ld se lection. As noted above, the university 

deploys affirmative action on the fi eld se lection of the SWDs. But how can the SWDs access this 

information? The uni versity had to consider the need for orientation on its affirmative action. 

Had the uni versity's spec ial orientation was done before the registration, this might not happen. 
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They had to be also oriented how they can fill the forms, what cost sharing IS etc ... and 

support ing mechanisms had been put in place. 

The findings also revealed with specific accessibility problems in the course of registration 

procedures. For the VI students, accessing the right information, finding readers and writers to 

fill the lengthy formats is a big challenge while regi stration building accessibility is a major 

problem for the PI students particularly wheelchair users. 

4.2.4 Knowledge and awareness 

Limited understand ing of the concept of disability is identified as one of the major barriers in 

Ethiopian inclusive education (MoE, 2010) which is believed to be the major cause for the 

prevalence of negative att itude (UNESCO, 2009). The knowledge and awareness of the 

uni versity communi ty on disability and inclusion appeared to be poor. The majority of the 

informants themselves have no adequate knowledge on inclusion. Some teachers found to have 

limited awareness on di sability. These teachers view the SWDs as individuals being somehow 

' in deficit' (Clough, 2008). For these teachers, SWDs are weaklings that are unab le to perform 

by themselves. Making the academic sphere accessible for the SWDs is considered as a favor by 

some of these teachers . In adequate knowledge attributed to the conception of medical and 

charity models of disability is seen among the uni versity community. 

The FOG di scussants bo ldly underlined the need for knowledge and awareness rising to the 

uni versi ty community. These discussants expressed that the mode of support provided to the 

SWOs itself implies how the university community articulates disability within the charity model 

of di sability. One of the discussants also indicated that some have unchanged mind however they 

have some knowledge on inclusion and di sability. 

From the participant teachers, 54.27% of them believed that the SWDs are dependent on the 

uni versity community where as 34.28% of the participants do not. It seems that more than half 

of the teachers percei ve that the SWDs are unable to do by themselves. This again appeared to 

support the conception of some teachers mentioned by the case informants that says 'Ihey can 'I '. 

If thi s concept ion is true. the SWOs predominantly must be dependent on the NDSs from the 

uni versity community. However, 54.44% the SWOs di sagreed against the conception while 
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22.72% of them remain neutral. From the findings of the questionnaire, it is possible to draw that 

half of the participant teachers are confined to the medical model of disability. 

The need for awareness raising activities, therefore, was a recurrent and strong suggestion made 

by most of the participants. The participants al so underlined the significance of awareness rising 

on the rights and responsibilities of the SWDs. 

4.2.5Attitude 

Attitude in the context of thi s research comprises three major dimensions: cognitive, affective 

and behavioral dimensions (Devin (200 I) as sited in Eleni, 20 I 0). The cognitive dimension goes 

to the knowledge of the university community towards SWDs, the affective aspect refers to the 

feeling of the university community to communicate or to make a relationship with the SWDs 

and the behavioral perspective means the willingness of the university community to support the 

SWDs. 

Inclusive education is considered to be the most effective tool to combat discriminating 

attitudes . .. (Mitchell , 2007) and attitudinal related problems are the most serious ones that hinder 

inclusion in education (UNESCO, 2009). Consistently, most of the informant officials underlined 

that attitude is the highest barrier for inclusion. In this respect, one of the officials strongly 

reminded that the soci ety at all levels and within any context shall be attitudinally changed if 

meaningful inclusion in higher education is antic ipated. By the same token , some of the cases 

and other informants underscored the prominence of a changed attitude among the university 

community, particularly among teachers so as to see a better inclusion in higher education. 

The FOG discussants who made a focused discussion on communication and attitude, depicted 

that the university community has no a newly established attitude towards the SWDs. They said 

it is rather acquired from the society as part of it. They further indicated that the university 

community is not expected to have positive attitude as the society ' s attitude is negative which 

basis the medical and charity models of disability. They also underpinned that the SWDs do not 

have posit ive attitude to the university community. Some of the discussants made the uni versity 

community accountab le for thi s. Conversely, one of the other discussant appeared to blame the 

SWDs for thi s whi le the third di scussant underlined the two way accountability. After a whi le 
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debate, the FDG discussants come to a consensus that the university community is a cause for 

the negative atti tude of the SWDs. Similar finding was also obtained from one of the chairs of 

the association of the S WDs. 

As opposed to one of the university officials, the FDG discussants believe that the majority of 

the university community in particular teachers, have negative attitude toward the SWDs. On the 

other hand, the findings asserted that there are few teachers who are supporti ve and have 

positive mind toward the SWDs. While there are teachers found to be rude, unsupportive and 

unethical , the findings also revealed the presence of few teachers who are considerate, supportive 

and changed. 

The incidents told by the case participants visibly showed that there are some teachers who have 

negative attitude toward the SWDs. The hate speech these teachers utter, the way they behave in 

the class (including their method of teaching), irresponsiveness they show, astonishing 

assignments they give, their predetermined grades, their mind set that says " Ihey can 'I " etc all 

these ascertained these teachers' bad attitude. 

In comparison, majority of the NDSs are believed to have positive attitude towards the SWDs. 

Most of the case informants confirmed thi s and in consistency with this finding 74.99% of the 

NDSs participants believe that the SWDs have positive attitude for them. Nevertheless, it will 

not be fo rgotten that some of the case informants are di sappointed by the attitude and deeds of 

few NDSs. Furthermore, it should be noted that unwillingness of some of the NDSs to include 

the SWDs in group assignments is the reflection of thei r attitude. 

One of the major prominent issue appeared in the research finding with respect to attitude is the 

difficulty of having a changed mind set at all levels of the society. Plainly, every member of the 

uni versity community is part of the society. Articulating the attitude of the university community 

toward the SWDs without the context of the society may seem an abortive attempt for the society 

is confined with persistent discriminatory cultures. To the extent, the society sometimes does not 

know how it marginalizes the non disabled people from their social ri ghts in the process of its 

discri minatory pract ices on the PWDs. As a part of the soc iety, the family of one of the case 

informants was not aware of its exclusionary deed on its two non di sabled female chi ldren while 
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it excl uded its female disabled child from marital opportunities. The family did not know how it 

denied the educational right of its two non disabled female children when it decided a pursuance 

of further education for its di sabled child. It is due to thi s conception that the case informant 

(case 6) considered her disability as an opportunity to be a university student. On the other hand, 

it is to be noted that the majority of the university community has a wider opportunities to have a 

changed attitude toward the SWDs. 

4.2.6 Accessibility 

As indicate in chapter two, access ibility issues can be seen in three major Issues: physical 

accessibility, academic accessibility and soc ial accessibility (the Ireland National Disability 

Authority, 2008). The findings have shown the status of these accessibilities in relation to the 

learning of the SWDs. 

4.2.6.1 Physical Accessibility 

Building accessibility is one of the biggest challenges expressed by many of the research 

participants. The observation checklist also consolidates this finding. PI students are the most 

vulnerable to thi s problem. The class rooms, toilets, washrooms, library, clinic and most of the 

offices are not accessible for them. As a result, these students are exposed for different 

complications. 

PI students often face problems while they move around between different classrooms in order to 

meet the strict requirements of the timetable which requires rapid movement from one classroom 

to another. This is quite impossible as there is often limited time allowed between lessons to 

arrive in the next classroom on time (the Ireland National Disability Authority, 2008). 

Nonetheless, the findings affirmed that some of teachers do not consider the inaccessibility of the 

classes and the landscape of the compound while the SWDs come late to the classes; they do not 

allow the SWDs to enter. As instance of this, PI students, in particular who have severe mobility 

problems and wheelchair users are forced to miss their classes and seat for exams with poor 

preparations. Gradually, some of them will be exposed for academic complications including 

complete dismissal. 
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The findings attested that V I students are more challenged by the service of the library than PI 

students. All the VI students were narrating the problem in a very desperate manner. These 

students every semester used to go to the library (VI Students ' library) to find brail written 

course materials and books soon after they received the lists of references for the courses to be 

taken in that particular semester. They try to search the references or related reading materials. 

Mostly, they will get nothing but waste of time. The same is true while they are given 

assignments. The library has 9 old computers for 192 VI students. The reading and recording 

rooms are also inadequate, under resourced and look untidy. This problem remained serious 

academic inaccessibility of the VI students. The findings from the observation revealed that 

fi e lds such as Law, Ethiopian Language and Sociology have some related books and reading 

mate ri a ls. No single reading material is ava il able for some of the studies like PSIR, Social Work 

and Special Needs Education. 

PI students particularly the wheel chair users have problems to access the building and the 

se rvice system. Only the first floor of the main library is accessible for most them. They hardly 

step down and up the library. The reading rooms have no enough and suitable space for 

movement. As a result, they cannot move around and search reference books. There is no 

disability specific service, too. Furthermore, the finding from the questionnaire attested that 

71.73% the SWDs are not satisfied in the library service. 

Serious problem is not observed on the se rvice of the cafeteria and only 17.38 % of the SWDs 

expressed their di ssati sfact ion on the service. The hand washing faci lity is not accessible for 

both the V I and the PI students. The cafeteria has special service for the S WDs. They used to be 

served by the cafeteria workers in separate dining table. One of the case informants seriously 

criticized thi s service. He considers this as exclusion. He dislikes a special treatment in every 

aspect of the services and supports for he has grown in an inclusive way of life. By now, he is 

having hi s dish together with NDSs. From the point of the concept of inclusion, this informant 

has raised important issue to be considered. His central argument is that the services and the 

supports toward the SWDs must consider their interests and their abilities. Similarly, one of the 

higher officials of the MoE suggested ihat the services and supports have been properly 
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identified. Notwithstanding the importance of the special service in the cafeteria, it may need 

also revision in terms of inclus ivit y. 

The presence of the center for di sability is viewed as an opportunity by some of the case 

informants, as a unique feature of the university by one of the university officials and as 

inadequate technical support providing center by many of the informants. One of the university 

officials frankly mentioned that the students are unsatisfied with the service of the center as it is 

under resourced and not well established. The official also indicated that the center is trying to 

improve its service however lack of proper attention from the university management and 

procurement related problems are challenging. Similarly, some of the case informants believe 

that the service is inadequate while 41 .29 % of the SWDs expressed their dissati sfaction. 

The uni versity provides financial support, very limited learning materials and other equipments 

to the VI and the PI stude nts through the center for di sability and other offices. Learning 

materials include white paper, pens, brail paper, voice recorder and cassettes, white cane, hub, 

and pair of shoes (for those who have mobility problems on their legs) and other equipments. 

There is a problem of procurement of these materials and equipments. Many of the case 

informants indicated that the financial support and the provision of materials are not done timely. 

4.2.6.2 Academic Accessibility 

The concept of adaptability, on the basis of both the curricular model and the human right model 

of incl usion (N ind. 2005; Lewis, 2008; UNESCO, 2009) is found to be unpractical in the 

teaching and learn ing process of the uni versit y. Al l the participants, except few teachers, boldly 

ind icated that the university is too far from adapted curriculum, pedagogy and assessment. 

Likewise, the university officials indicated the absence of adapted curriculum framework, 

pedagogy and assessment that considers the SWDs. Particularly, the teachers ' method of 

teaching and assessment procedures are seriously criticized by the research participants. Most 

teachers had not been trained in an inclusive way of teaching methodology and assessment 

procedures however they took the pedagogy course during their post graduate training. 
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At the practical end of the teaching spectrum. academ ic teaching staff needs to consider how to 

de velop and di sseminate assignments and exam inations in order to implement inclusive 

assessment procedures (Adams, 20 I 0). This is al so one of the issues indicated in the Higher 

Education Proclamation 650/2009. Nevertheless, teachers were found to be very far from this. 

The findings profoundly showed that problems related to assessment and grading procedures are 

the most severe academic exclusions particularly for VI students. Among others, irrelevant tests 

and assignments, unfavorable testing conditions, inaccessibility of readers and writers, and 

predetermined grading are principal problems in which the cases asserted with sad incidents. 

It appears to be professionally unfit if a university teacher gives a literary critic assignment on a 

270 pages novel for a VI student in the absence of adapted material. This teacher may not 

represent the university teachers. But the fact from the finding is that there are sti ll some teachers 

who are strangers for the concept of adapted assessment. As indicated by the majority of case 

informants, these teachers are not only far from adaptability. They are a lso too far from the 

concepts of diversity, di sability, human right and professional ethics. 

The culture of predetermined grading originally comes from the negative attitude (UNESCO, 

2009) and low expectation of the teachers. Potential danger of teachers' expectations that are too 

low is that it can result in a self-fulfilling prophecy, especially where teachers may not expect 

SWDs to perform well at exams (the Ireland National Disability Authority, 2008). In the same 

way, the research findings asserted that some teachers are highly affected by the conception of 

the medical model of disability in that they give prejudgment on the academic abi lity of the 

SWDs. They do not recogn ize the SWD's performance. Some of them easily identify VI students 

by their names and give the predetermined grade. Others also order the students to write a word 

'blind' on their exam paper so that these teachers pick out them and give the predetermined 

grade. As many of the informant students said, the most common predetermined grade is "C". 

Except VI students in Law School, all the VI students used to take their exams outside the class 

with unfavorable situation. Apart from the noisy, sometimes cold and rainy situation, the SWDs 

are too much suffering wi th readers' and financial related problems. As mentioned by one of the 

cases, the testing procedure appeared to be less favorab le than her high school. 
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Other academic and related supports such as tutorial s, deadline extension and exam time 

ex tension. a lternative testing procedures, accessibi lity of information and class room relocation 

etc are also indicated in the Higher Education Proc lamation 650/2009. As underpinned by most 

of the researc h participants, however, the proclamation remai ned unpractical. In the first place, 

these informants are uncertain whether the uni ve rsity knows the proclamation in terms of the 

ri ghts of the SWDs. As indicated by one of the officials and one of the cases, the affirmative 

action provided at national level di scontinued at the university level. But this is exclusive of the 

uni versity' s concern on the SWDs department placement. 

It is profoundly important how the academic background of the VI students affect their higher 

education as depicted by one of the case informants. Most probably, the poor academic 

background implies nothing but the status of inclusion in general education. That is why this 

informant suggested the need for proper incl usion in general education. 

4.2.6.3 Social accessibility 

Under thi s sub topic , the communication between the SWDs and the university community is 

di scussed. The FDG di scussants were discussing thi s issue in focus. Teacher and the NDSs who 

participated in the questionnaire were asked what their communication looks like with the 

SWDs. Accordingly, the majority of the NDSs were appeared to have good communication with 

the SWDs than the teachers. The majority (more than 82%) of the SWDs were also expressed 

their sati sfaction by the support of the NDSs. 

The leve l of the knowledge and awareness of the university community on disability and 

inclusion can be a basis for the attitude they have towards the SWDs. This attitude in turn 

decides the communicat ion between the university community and the SWDs. The finding from 

the FGD cl earl y affirmed thi s fact. All the discussants underlined the relationship between 

awareness, attitude and communication. One of the discussant also indicated that the attitude of 

the university community depends upon the society 's attitude. Contrary to thi s, one of the case 

informants differentiates the society's attitude from the university community's attitude in that 

the latter has positive attitude as all its members are literate. 
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The FGD discussants generall y asserted ihe prevalence of poor communication between the 

SWDs and the university community because of lack of awareness and knowledge, and negative 

attitude. Particularl y, they agreed on teachers' weak communication with the SWDs while they 

indicated a better communication between the S WDs and NDSs. This finding is strengthened by 

the majority of the case informants and the NDSs participants. The findings also showed that 

building inaccessibility has its own impact on communication. This is particularly confined to 

the PI students. The more the buildings are inaccessible for them, the more they are detached 

from the university community. Furthermore, findings also uncovered how some case informants 

are grown in an inclusive way of schooling. Those who came from boarding school are expected 

to have good relationships with the university community. Apart from this, an informant is found 

to be well grown in an inclusive manner that used to live with the nondisabled group of the 

society however he is a VI student with a pair of walker. Conversely, it is also found that there 

are few VI students who have extreme hatred to communicate wi th the university community. 

Apprehension is taken as a communication barrier by one of the case informants. This informant 

believes that SWDs have a worry not to be burden for the NDSs while the NDSs in turn feel 

uncertainty whether they fulfill ed the needs of the SWDs. Due to this fear, the communication 

between the SWDs and the NDSs will be paralyzed, as the informant pointed. 

As depicted by one of the officials and some case informants, the voice of the VI and PI students 

is not listened however li stening to the voice of the SWDs is the first and the most prominent 

issue in higher education inclusion (Adams, 2010). This official also put that one of the best 

so lution to have a real inclusion in higher education is li stening to the vo ice of the SWDs. It was 

easy to understand that thi s situation forced the SWDs to think "nobody lis/ens us" and how this 

in turn made them soc ially excluded. 

4.2.7 Major Disability Specific Problems 

Up to now the findings have shown that knowledge, attitude and accessibility related problems 

and exclusionary practices within the VI and the PI students. Both the VI and the PI students are 

cha llenged with all the problems mentioned so far. But there are VI and PI specific issues since 
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the extent and the type of the problems have variations. The following table briefly highlights 

major specific VI and PI problems. 

Figure: I the VI and the PI Students' Spec ific Problems 

VI related Problems PI related Problems 

Accessibility of adapted reading material is serio ll s Access ibility of bui ldings and their respective 

academic prob lem for most of the V I students. facilitie s such as dormitories, classrooms, library, 

Some of the fi elds even do not have a s ingle to ilets and washrooms are serious problems. Due to 

reading material. Th roughout the courses, inaccessibility of the classrooms, some of them 

assignments and their thes is papers, they are used to miss the ir classes which this in turn have 

extreme ly vulnerable to the prob lem. devastating effect in their academic ach ievement. 

Conseq uently, many of them are unsuccessful. . 

They used to take their exams III unfavorab le They might be late to reach on time and there is no 

situation outside th e classroom s. However, they suitab le seat ing arrangement. Some of them are 

have to pass financial and readers' re lated also challen ged to fini sh the exams on time due to 

challenges to take the ir exa ms in thi s s ituation. their mob ility problems. 

Al ternati ve ass ignments an.~ big prob lems. This To cope up with their counter P3lts in ass ignments, 

problem creates mu ltiple problems like the I ibrary and its service is not access ible. 

dependency, excl us ion and poor performances. 

Because of low expectations of most of their Few teachers have low expectations for them. 

teachers, they are suffering with predetermined 

grading. 

It seem s that the V I stude nts are more c ha ll e nged by academic accessibility where as the PI 

students are more c ha lle nged by phys ical accessibility. However, socia l accessibili ty seems a 

challenge which they commonly share. 
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4.2.8 Major Challenges and Opportunities 

All the MoE officials strongly underlined that implementing the national policy environment at 

institutional leve l is the biggest challenge. They also indicated that attitude and lack of resource 

are other chall enges. The policy environment , the increased number of entrants and the self 

esteem of the students a re amo ngst the opportu nities stated by these officials. 

Including some o f the uni versity officials, the majori ty informants have mentioned that attitude is 

chronic challenge. They also strongly suggested that awareness rising is crucially important to 

create attitudinally changed univers ity community. These informants indicated that the 

estab li shment o f the center for disability is an opportunity for the betterment of inclusion in the 

uni versity. Some of them also expressed that the ever evolving confidence within the SWDs is 

another opportunity. 

98 



Chapter Five: Summary, Conclusion and Recommendations 

5.1 Summary 

The major objective of this study was to uncover the policy environment and the practices of 

inclusion in Ethiop ian Public Higher Education Institutions in particular focus to AAU. This 

research followed a sequential ex ploratory mi xed design that is predominantly governed by 

qualitati ve enquiry and supported by the quantitat ive approach. In thi s study, 17 key informants 

(8 cases, 3 higher officials from MoE, 4 university officials and 2 chair students from SWDs 

Associations of the AAU), 59 PI and VI students, 63 NDSs and 39 teachers. In depth and semi 

structu red interviews, questionnaire, FGD, document analysis and observation were used. The 

qualitative data which was obtained from the key informants was supported and triangulated by 

other instruments. 

Where there is no a university legislation or policy at institutional level , the finding from the 

document analysis and the offic ials interview affirmed the prevalence of encouraging but not 

adequate policy environment at national level. The 1994 ETP and the 1995 Ethiopian 

Constitution in collaboration wi th the Higher Education Proclamation 650/2009 created a 

workable platform towards inclusion in terms of disability. As both the 1994 ETP and the 1995 

Ethiopian Constitution enhance the right based model of education, the policy environment in 

general appeared to be favorable to combat educational exclusion at all levels. 

The reflection of the pol icy environment in the national strategic programs, however, remained 

negligible. ESOP 1II and ESOP IV merely attempted to raise the number of SWDs in public 

higher education institutions. While priorities and challenges of higher education are well 

articulated in these two strategic documents, any concern is not shown towards the inclusion of 

the SWDs within higher education. Despi te its confinement to general education, the 2006 SNE 

Strategy set some important aspects of higher education inclusion. Nevertheless, it is not 

considered as a strategic document that contributes to higher education inclusion. 

The uni vers ity strategic plan (2008-20 13 ) on its part has put some concerns with regard to the 

learning of the SWDs. It envisaged strengthening the center for disability, ensure convenient 
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fac ilities, extend special supports and conduct comprehensive university wide study. Yet failure 

on implementation, the strategic document showed a promising concern towards the learning of 

the S WDs. As a strategic document, however, it failed to clearly harmonize the aspects of the 

Higher Education Proclamation 650/2009. 

Problems related with reception and regi stration seems overlooked despite their severity. No 

single participant appeared to be happy with the reception and registration procedures. 

Converse ly. all we re too much disappointed and explained their grievance with anger. Except 

lack of concern or proper understanding of the problem, thi s was not something that needs extra 

ordinary action for the uni versity. To the extent, the university did not recognize how its 

affirmative action jeopardized due to lack of timely orientation. 

Inadequate knowledge and awareness on disability and inclusion IS observed among the 

uni versity community. Consequently, the conception and the support provision of the university 

community are highl y attributed to the medical and charity models of disability. 

Among the problems the findings uncovered in thi s study, problems related to attitude remained 

to be serious. Almost all the participants in the qualitative enquiry indicated the need for 

attitudinal change within the uni versity community. Some of these informants underpinned in 

most cases that other problems are the results of negative attitude. They also articulated the 

relationship of attitude to knowledge and awareness. The participants, especially the cases, 

asserted some teachers ' negative attitude toward the SWDs which are reflected with varieties of 

incidents and utterances. Some of the hate speeches like "h7n1J rye J'-mfl.f/'A?" (Is honey 

expected/rom afly?) found to be dehumanization that had a devastating psychological effect on 

the individual informant. 

Furthermore, some informants underlined that the existing negative attitude is not a new culture 

establi shed in the university. They sa id that all the conceptions and deeds of the university 

comm unity is the reflection of the soc iety however one of the case informant believes that the 

university community has positive att itude as the majority of its members are literate. Some of 

the participants also believe that many of the SWDs developed hatred and negati ve attitude 

toward the uni versity community in general and to the teachers in particular. 
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This study has come up with thick qualitative and supportive quantitative data. The lion share 

coverage of the data goes to the issues related with accessibility. In view of that, the physical, 

academic and social accessibilities of the university are uncovered in terms of the learning of the 

SWDs. Amongst these problems, inaccessibility of buildings and their facilities like class rooms, 

toilets, wash rooms, library etc ... from the physical accessibility and inadaptability from the 

academic accessibility remained the severe challenges. Exclusion and poor communication with 

the university community was also discovered as a problem related to social accessibility. 

Major VI and PI specific problems were also identified. Accordingly, accessibility of adapted 

reading material (materials written in brail) was found to be serious academic problem for the VI 

students. Many of the courses that the VI students are taking have no adapted reference 

materials. Some of the fields even do not have any reading material. Fields such as Political 

Science and International Relations, Social Work and Special Needs Education have no a single 

reading material prepared with brail. The problem of the inaccessibility of the reading materials 

comes to be the worst while the VI students need to do their assignments as almost all teachers 

are not giving alternative assignments. Consequently, some of the students will be exposed for 

dependency. Some NDSs may work the assignments for them. But this is not because they are 

not capable enough. It is due to the inaccessibility problem of the reading materials as one of the 

case informants strongly underlined. On the other hand, some of the students showed their 

patience and strength through their challenges to make the inaccessible assignments accessible. 

The bitter struggle to do a literary critic assignment on 270 pages novel by one of the VI student 

can be a manifest truth for this. Because of low expectations from most of their teachers, the VI 

students are also suffering with predetermined grading. 

Accessibility of buildings and their respective facilities such as dormitories, classrooms, library, 

toilets, hand washing facilities and washrooms are serious problems of the VI students. Due to 

the inaccessibility of the classrooms, some of them used to miss their classes which this in turn 

have devastating effect in their achievement. Some teachers do not allow them if they are unable 

to reach on time for the class. These teachers do not consider the inaccessibility of the buildings 

and the landscape of the compound. If the lirst floor of the main library is fully engaged, most of 

the PI students will return back to their dormitories. They are unable to find books moving 
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around as there is no enough space and suitable seating arrangement and thi s inaccessibility 

influenced their academic performance. Inaccessibility of toilets and washrooms are terribly 

affecting their life in the university. As most of the offices and lounges are not accessible, their 

communication to the university community is also affected. 

As underpinned by the MoE officials, this research unmasked that implementing the existing 

national policy environment is a fundamental challenge. This is vividly shown on the Higher 

Education Proclamation 650/2009. Being other issues of the proclamation with respect to the 

SWDs are eq uall y important , the issues stated on Part One Section Three Sub Article 40 

remained paper tiger in the uni versity. On the basis of the findings, the situation is under 

presented. 

102 



Figure: 2 Issues of the Highe r Educat ion Proclamation 650/2009 and Implementati on 

Iss ues of the proclamation Implementation 

II Institut ions sha ll make, to the extent poss ible, In most cases, the facilities and the programs of the 

th eir faci lit ies and programs amenable to use with university are not amenable to use relative ease by 

relat ive ease by phys ica lly challenged students. the SWDs. 

21 Institutions sha ll , to the extent that s ituations and The university does not relocate class rooms; 

resources permit, relocate classes, develop provide alternative testing procedures and 

a lternati ve testing proced ures, and prov ide different educational auxil iary a ids. One of the university 

ed ucati onal auxili ary aids in the interest of students offi c ial frankl y mentioned th at the uni versity does 

with phys ical challenges. not prov ide such a support. 

3/ Building designs, campus physica l landscape, Building inaccess ibili ty IS severe chall enge 

computers and other infrastructures of institutions however efforts are observed to make ramps; the 

sha ll take into account the interests of physica lly center has 16 computers for around 300 SWDs and 

challenged students. the VI library has 9 old computers for 192 VI 

students. 

41 In stitutions shall ensure that students with The university does not give tutorials for the SWDs 

phys ica l challenges get to the exten t necessary an d and extend exam time and dead lines. To the extent, 

feasible academic assi stance, in cludi ng tutorial the university offi c ia ls were not aware of such 

sess ions, exam time extensions and deadline issues as some of the case informants expected. 

extensions. 

With regard to the majo r challenges and opportunities, implementing the policy environment at 

institutiona l level , attitude and lack of resource were found to be the biggest cha llenges of 

inc lusion in the public higher education institutions. The po licy environment, the increased 

number of entrants and the self esteem of the students are amongst the opportunities stated by the 

higher o ffici a ls. At the univers ity level , the maj ority informants have mentioned that attitude is 

chronic challenge. These informants considered the establi shment of the cente r for disability as 

an opport uni ty for the betterment of inclusion in the universi ty. Some of them a lso expressed that 

the ever evo lvi ng of the confidence of the SWDs is another opportunity. 
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5.2 Conclusion 

Th is research has deployed varieties of instruments to uncover inclusion in public higher 

education institutions in particular foc us to AAU and has come up with prominent results. Based 

on the major findings of the study, the following conclusion is made. 

Both the 1994 ETP and the 1995 Ethiopian constitution can be considered as forerunners for the 

subsequent Higher Education Proclamation 650/2009 and the prospect other policy frameworks 

toward inclusion in higher education. Henceforth, at the moment, there is promising but not 

adequate policy environment at national level. Conversely, the policy environment at the 

insti tu ti on leve l yet cou ld not be reality. From the strategic planning point of view, however, the 

uni vers ity strategic plan (2008-20 13) envisaged for a betterment of the learning of the SWDs 

where as the national strategic move remained inconsistent with the pol icy environment. But thi s 

does not mean the university has been accomplishing as it planned in its strategy. 

Notwithstanding its effort towards the support provision for the SWDs, the university is too far 

behind inclusion in higher education. 

A kind of strong causal re lationships has been observed from the findings of this study. Lack of 

strategic concern and absence of quality standards in higher education inclusion at national level 

has a profound impact on the status of inclusion at institution level. Had inclusion been one of 

the strategic priorities of the country in higher education and there was a quality standard in 

terms of the learn ing of the SWDs, inclusion wou ld have been better in higher education 

institutions including AA U. 

Attitude fo und to be the most serious problem in the institution. This attitude is also appeared to 

be the result of the society at one hand, and the outcome of poor knowledge and awareness on 

the other hand. Consequently, the university management lacked adequate concern and this is 

manifested in the absence of policy or legislation. Without further attention in this respect, the 

uni versity wo uld have a better inclusion had it solely implemented the very clear and the most 

easily applicable issues of the Higher Education Proclamation 650/2009. In this vicious circle, 

access ibility with it s dimension (phys ical, academic and social) became a well known problem in 
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the university. Among others, building accessibi lity, adaptab ility and social exclusions are the 

major ones. 

AAU has long recognized inclusive educat ion; at least it has started to include VI students since 

the last three decades. In the passage of the time, it is good also to have other physically 

challenged students, more fields of studies and the center for disability. But it should not be 

forgotten that many of the courses in the fields of studies have no a single adapted reading 

material. Even some of the fields have no any reference material. In this respect, the researcher 

believes that adapting reading materials is . not beyond the responsibility of the subject teachers 

and departments at large as he knows some senior law school students have prepared few brail 

books with their initiati on having understood the problem. It should be noted also that the current 

center for di sabi lity was established by the struggle of group of students and the dedication of the 

then president; it is not the outcome of the universi ty 's effort or the resu lt of its research 

undertakings. This is hi story. The immediate question now is; "does the university have proper 

concern to embed the center for disability with technical and professional services?" The answer 

is yet not. The findings have shown that there is a highest attribution between the existing 

problems and the poor service of the center. 

To wind up, there is a workable policy environment at national level however further strategic 

and quality related concerns are needed. Absence of university disability legislation or policy is 

the major cause for the prevalence of poor inclusion next to the unchanged attitude and 

inadequate concern. The univers ity's effort to improve its service and support remained to be 

improper and inadequate. To re iterate, the SWDs have been suffering with reception and 

registration problems, inaccessib le build ings and their facilities , inaccessible information, 

inadaptable curriculum, pedagogy and assessment (manifested with terrible assessment 

procedures, inaccess ible assiglUnents, inadaptable reading materials and teaching methods etc ... ) 

and negati ve attitude of some of the university community members in particular with that of 

some teachers. 
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5.3 Recommendations 

Inclusive education by definition means a tool to combat exc lusion from and within education 

(UNESCO, 2009). This is the central essence of inclusion in education. Based on this 

conception, an enhanced concern both at national and institutional levels is uncompromising if a 

meaningful inclusion in higher education is anticipated. 

Notwithstanding the need for an increased concern of the weakest sense of inclusion (access) for 

the country, the strongest sense of inclusion (inclusion within education) must get its right place 

in national strategic programs including in the forthcoming ESDP. The national higher education 

quality assurance shall consider inclusion in its standard so that it can easily audit the physical, 

academic and soc ia l accessibilities of the higher education institutions in terms the learning of 

the SWDs. It will be better if the structural organ izat ion of the higher education considers the 

need for at least a focal person to higher education inclusion (inclusion in a wider concept, 

basically for di sability and gender inclusion). 

At the inst itutional level, the university is expected to make an informed deci sion put its due 

concern on the learning of the SWDs. Next, it has to revise and to issue the draft policy on 

disability service in accordance with the issues stipulated in the Higher Education Proclamation 

650/2009. Having thi s policy at hand, the university management and the academic staff in 

particular teachers and departments shall engage with collaborative prompt actions for the 

betterment of inclusion in the institution. Proper support has to be provided during the reception 

and registration of the SWDs. Buildings and their facilities have to be accessible; adapted 

curriculum frame work, pedagogy and assessment shall be deployed (assessment procedures 

shall be changed; assignments and information shall be accessible; reading materials and 

teaching methods shall be adaptable). Identifying attitude related problems as a principal barrier 

to inclusion, the university often has to toil for change. 

The services and the support to be provided for the SWDs have to be well identified and 

rendered regardless of the charity model of disability perspective. This has to be done before, 

while and after the admission of the SWDs. University wide intensive and continuous awareness 

raising activities could substantially fill the knowledge gap of the university community and this 
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in turn potentially contributes to have a changed member of the university community. The 

university has to make the SWDs know more about di sab ility, their ri ghts and their 

respons ibilities. too. 

Teacher trai ning in preparat ion for inclusion is a criti ca l aspect of supporting the inclusive 

paradigm (Rose, 20 10; the Roeher Institute, 2004). Attention has to be given for inclusive way of 

teaching methodo logy. Accordingly, the ex isting pedagogy course for undergraduate training 

shall be revised and teachers have to get in service trainings on inclusion. This is paramount to 

mitigate the existing bad attitude toward the SWDs among some teachers. The SWDs as a 

vulnerable group also have to be li stened properly. 

The center for di sability can have a central role to galvanize the university community if it is 

s ituated and reorganized as a professiona l and technical support providing center. 

Taking the VI and the PI students associati ons as an opportunity, the uni versity students union 

has to be strengthened to make it contribute to the level of its best. 

All in all, applying varieties of strategies is paramount. Applying the universal design for 

learning on the basis of the soc ial constructionist view (Adams, 2006), the right based approach 

(UNESCO,2008) grounded on legal and policy frame works and the twin-track approach that 

calls for multi actors (Hick & et.al , 2009) in to higher education inclusion is crucially important. 
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Appendix I 

Major thematic guidelines or issues for the in-depth interview 

• Reception, I nformation and Registration 

• Placement issues 

• Their re lationships and communicat ions 

• Accessibi lity problems they faced implemented (physical, academic and social) 

• How the Higher Education Proclamation 650/2009 is 

• Att itudinal issues 

• Remarkab le incidents they passed through (good or bad) 

• Their Knowledge and Awareness on d isab ili ty, their ri ghts and the policy environment 



Appendix II 

Major thematic issues for the officials' interview 

o The policy environment 

o Strategic issues 

o Knowledge and awareness 

o Practices 

o Attitude related issues 

o Accessibi lity issues 

o Cha llenges, opportunities and suggestions 



Appendix III 

Addis Ababa University 

School of Graduate Studies 

Institute of Educational Research and Development 

A Questionnaire to be filled by the Students with 
Disabilities 

Introduction 

Dear students 

I am a graduate student at the Institute of Educational Research and Development. 

I am conducting a study on disability inclusion in higher education for the partial 

fulfillment of the degree of masters. 

The main objectives of the study are: 

• To assess the policy environment and the legal instruments that enable 

di sabili ty inclusion in higher education and the practice to what extent 

students with di sabiliti es (vi sually impaired and physically impaired 

students) in hi gher education insti tution are included. 

• To identi fy factors that affect disability inclusion in higher education and to 

propose strategies that might narrow/fill the gap. 

This questionnaire is prepared as complementary instrument for the qualitative 

data. Henceforth, this questionnaire contains few, simple but very useful items. As 

you are the subjects to the problem under investigation, you are expected to share 

your knowledge and practice on the issue. Therefore , your heartiest cooperation in 

providing genuine information is highly appreciated. 

Thank you. 



Direction: Listen to the fo llowing items and provide your answer to the person 
who assists you in reading. 

Section A: Personal Details 

I. Department. ......... . .... ... ...... . . . .. . 

2. Year of stud y .................... . .... . . 

3. Sex .................. . .... . .......... . ... . 

4. Age ............................... . . . . ... . 

5. Region you come from . ..... . ... . ... .... .... . . .. ... . 

6. Phys ical challenge (Impairment) you have .... . . ... . . . . . . . . . . .. ... .. . . 

7. Year when you took university p lacement exam ... ..... ...... . ... . . 

8. The result you scored on your uni versity placement exam ... .... . .. .... . . . . . . 

9. Say yes or no to the following questions. 

Yes No 

Have you been ass igned to thi s uni versity according to your interest? 

Have you been assigned to your department according to your interest? 

Do you know your ri ghts written on the 2009/650 Higher Education Proclamation? 

Do you have some knowledge about inclusive education? 

Does the university provide tutorials for students with disabil ities? 

Does the uni vers ity ex tend exam time and program deadlines for students with 

di sabi liti es when the need arises? 

Does the uni versity relocate classes for student s with disabi liti es? 

Does the university develo p alt ernative testing procedures for students with 

di sabiliti es? 



Section C: Satisfaction 

10. Rate yo ur satisfactio n on the service or support yo u got fro m the following service providers 

and the univers ity community. 

Rating: 5=Highly satisfactory 4=Satisfactory 3=1 have no idea 2=Unsatisfactory I =Highl y 

unsatisfactory 

5 4 3 2 1 

Cafeteria 

Library 

Lounge 

Department 

Students dean office 

Center for disability 

Students union office 

President office 

Academic dean office 

Students with disabilities 

Non disabled students 

Teachers 

Administrators 

Proctor 

Guards 

Janitors 



Appendix IV 

Addis Ababa University 

School of Graduate Studies 

Institute of Educational Research and Development 

A Questionnaire to be filled by Non-Disabled Students 

Introduction 

Dear students 

I am a graduate student at the Institute of Educational Research and Development. 

I am conducting a study on disabi lity inclusion in higher education for the partial 

fulfillment of the degree of masters. 

The main objectives of the study are: 

• To assess the policy environment and the legal instruments that enable 

di sability inc lusion in higher education and the practice to what extent 

students with disabilities (visually impaired and physically impaired 

students) in higher education institution are included. 

• To identify factors that affect disability inclusion in higher education and to 

propose strategies that might narrow/fill the gap. 

This questionnaire is prepared as complementary instrument for the qualitative 

data. Henceforth, this questionnaire contains few, simple but very useful items. As 

you are believed to be the closest to the students with disabilities from the 

university community, you have been selected to be one of the informants. 

Therefore, your heartiest cooperation in providing genuine information is highly 

appreciated. 

Thank you 



Section A: Student's Profile 

I. Department. ..... . . .. ......... . 

2. Year. .......... .. .......... ... .. 

3. Sex .... . . .. . .. ............... .. . . 

4. Age .. ........ ....... .... ...... .. . .. 

5. Region you come from . . .................... . 

Section B: Knowledge and Attitude 

6. University students with disabilities are dependent on non-disabled students. 

A. Strongly agree 0 B. Agree 0 C. Neutral 0 D. Disagree 0 E. Strongly disagree 0 

7. University students with di sabilities have positive attitude towards non disabled students. 

A. Strongly agree 0 B. Agree 0 C. Neutral 0 D. Disagree 0 E. Strongly disagree 0 

Section C: Resource, Facilities, Service and Support 

8. How do you explain the university' s resource provision to the students wi th disabilities? 

A. Highly sati sfac tory 0 B. Satisfactory 0 C. I have no idea 0 

D. Unsatisfactory 0 E. Highly unsatisfactory 0 

9. How do you explain the university's facilities for the students with disabilities? 

A. Highl y sati sfactory 0 B. Satisfactory 0 C. I have no idea 0 

D. Unsatisfactory 0 E. Highl y unsatisfactory 0 

10. How do you explain the university 's service and support provision to the students with 

disabilities? 

A. Highly satisfactory 0 B. Sati sfactory 0 C. I have no idea 0 

D. Unsati sfactory 0 E. Highly unsati sfactory 0 

Section 0: Communication 

II . How do you explain the communication between you and the students with di sabilities? 

A. Very good 0 B. Good 0 C. Moderate 0 D. Bad 0 E. Worse 0 



12. Shortly specify the reason for your answer to question number 9. 

Section E: Opportunities, Challenges and Suggestions 

13. Would you please specify the opportunities to improve the learning of students with 

disabilities in thi s campus? ... . .. ..... . ............................ .. ... ...... ... ... ....... .... . ..... ... ... . 

14. Please specify majo r chal lenges of the students wi th di sabilities in thi s campus. 

15. Would you please suggest some points that could potentially help to improve the learning of 

students with di sabilities in thi s campus? Please specify ............................................... .. 



Appendix V 

Addis Ababa University 

School of Graduate Studies 

Institute of Educational Research and Development 

A Questionnaire to be filled by the Teachers 

Introduction 

Dear teachers 

I am a graduate student at the Institute of Educational Research and Development. 

I am conducting a study on disability inclusion in higher education for the paliial 

fulfillment of the degree of masters. 

The main objectives of the study are: 

• To assess the policy environment and thc Icgal instruments that enable 

di sab ility inc lusion in higher education and the practice to what extent 

students with di sabilities (visually impaired and physically impaired 

students) in higher education institutions are included. 

• To identifY factors that affect disability inclusion in higher education and to 

propose strategies that might narrow/fill the gap. 

This questionnaire is prepared as complementary instrument for the qualitative 

data. Henceforth, this questionnaire contains few, simple but very useful items. As 

you are believed to be close to the students with disabilities from the university 

community, you have been selected to be one of the informants. Therefore, your 

heartiest cooperation in providing genuine information is highly appreciated. 

Thank you. 



Section 1: Knowledge and Attitude 

I , Please indicate the extent of yo ur agreement or disagreement on the following statements, 

Rating: 5=Strongly agree 4= Agree 3= Neutral 2= Disagree I = Strongly disagree 

Inclusive education is abo ut the inclusion of students with di sabilities 

at all level of education , 

Inclusive education IS about equal access to educational 

opportunities, learning, participation, resources and facilities 

rega rdless of any background , 

Everyone has learning difficulties li ke students with disabilities, 

University students with disabilities are dependent on the university 

community, 

The uni versity has its own po li cy on the rights and duti es of the 

students with disabilities, 

5 4 3 2 1 

2, Have you read or heard about legal and policy documents which state that people with 

di sab ilities have a ri ght to education with possible affirmative action? 

A, Yes 0 B. No 0 

3, If your response for question 2 is ' Yes ', mention the legal document (s) you read or heard 

about? '''''''' ' ','' " . , '', ., ', . .. . " ... , '' ",."."."."'' ,'" ... " ."''"'' . ''' ... ,,, ... ,, , '' , ',, . '',, .. 

Section 2: Trainings 

4, Did yo u take the pedagogy course during your post graduate training? 

A. Yes 0 B, No 0 

5, If you say 'yes', have you got exposure or an insight from the course to implement inclusive 

way of teaching? 



A. Yes 0 B. No 0 

6. Have you taken onjob training on inclusive way of teaching? 

A . Yes o B. NO D 

Section 3: Pedagogic and Academic Support 

7. Indicate to what extent the following activ ities are/will be practical by you. 

Always Mostly Often Seldom Not 

at all 

As much as possible, I use inclusive way of 

teaching to help students wi th di sab ilities. 

If there is a visua lly impaired student in my class I 

wi ll permit him/her to record my lectures . 

If there is physically impai red student in my class, I 

wi ll fac ilitate to make the class at the ground floor. 

J used to give alternat ive assignments to students 

with disab il ities. 

--:---
I used to prov ide specia l academic support for 
students with d isab iliti es. 

I used to provide alternative testing procedures for 

students with di sabilities. 

In co ll aborat ion with the department, I will fac ilitate 

exam time extension for students with disabilities if 

the need arises. 

I used to encourage students with disabilities 

participate in class room act ivities. 

Section4: Service and Support Provision 

8. How do you expla in the uni ve rs ity'S service and support provIsIon to the students with 

disabili ties? 

A. Highly satisfactory 0 B. Satisfactory 0 c. I have no idea 0 



D. Unsatisfactory 0 E. Highly unsatisfactory 0 

Section 5: Communication 

9. How do you expla in the communication between you and the students with disabilities? 

A. Very good 0 B. Good 0 C. Moderate 0 D. Bad 0 E. Worse 0 

10. Shortly specify the reason for yo ur answer to question number 9. 

Section 6: Challenges and Opportunities 

13. What challenges do you mention to improve disability inclusion in this campus? 

14. What opportunities would you explain to implement disability inclusion in this campus? 

Section 7: Suggestions 

15. Would yo u please suggest some points that could potentially help to implement di sability 

inclusion in this campus? 



Appendix VI 

Observation Check list 

Yes No 

Students with di sabiliti es ha ve to make a row and wait their turn to have the service 

Some or many of them do not need support to use the cafeteria. 

They used to go to separate dining table which is equipped with food and drink. 

They used to have their dish together with NDSs. 

The library building is easily accessible for the VI students 

The library building is easily accessible for the PI students 

The stairs are easil y access ible for the VI students 

The stairs are eas il y accessible for the PI students 

There are adequate reading materials and computers in the VI library 

There is enough space for movement 

The library provides special service for the VI and PI students 

The classrooms are easil y accessible for the VI students 

The classrooms are easily access ible for the PI students 

The toilets are suitable for the PI students 

The toil ets are suitable for the VI students 

The washrooms are suitable for the PI students 

The washrooms are suitable for the PI students 
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