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Executive summary

This report is built on the findings of the Monitoring Educational Rights for Girls
with Disabilities in Vietnam (MRGD)opect, supported by the Social Sciences and
Humanities Research Council of Canada (SSHRC)2@03)3 This project aimed to
address the lack of specific knowledge about girls with disabilities in Vietnam, and to set
the stage for developing social activisrategies for their inclusion. To understand the
experiences of girls with disabilities in and outside of Viethamese schools, we piloted
the study in North and South of Tu Liem districts in Vietnam. By supporting girls and
women with disabilities to unerstand their educational rights, this study offered a
participatory approach to monitoring rights to education through its engagement with
the local knowledge on human rights and inclusive education for girls with disabilities in
and out of schools.

Theright to education for girls with disabilities is an integral part of the human
rights paradigm that is interrelated and multiceted. This study demonstrated that
systemic discrimination in relation to disability, gender, adolescent and ethnicity; forms
of violence and social exclusion; and disrespect for difference in and out of school, were
the key challenges for the inclusion of girls with disabilities in North and South Tu Liem
districts. These systemic forms of discrimination perpetuated inequal¥fietnamese
schools. The study highlights the need to take into account cultural factors in relation to
sociapolitical issues, such as relationships between girls with disabilities and their
family members, teachers, and nalisabled peers including bogsd girls, in affecting
their decisioamaking about their education. The lack of quality education for all girls
with disabilities remains a concern from the current findings, indicating that a more
inclusive, quality education system should be put irceléor all children, including girls
with disabilities.

Monitoring educational rights is an ongoing process ensuring that the rights of
girls and women with disabilities are respected and fulfilled. This study has set a stage
for raising the voices of girland women with disabilities in Vietnam and fostering their
collective activism. The study offered a number of recommendations by girls and
women with disabilities in relation to inclusive education, policy dialogues and
development, community engagemermpmmunication, and networking.

Recommendations from girls with disabilities
1. Develop an inclusive ethos in schools through transforming educational policies
and practices.
2. Consult people with disabilities through policy dialogues, development,
advocacyjmplementation, monitoring and evaluation.
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3. Engage community leaders and practitioners in discussions on Inclusive
Education through communication strategies
Recommendations from women with disabilities
1. Develop strategies for women and girls with disaileititto construct their
knowledge, engagement, and activism through training and research.
2. Strengthen opportunities of collective activism with women and girls with
disabilities through building a local and transnational network of advocacy.
Recommendation€oming Out of the Project as a Whole
1. Strengthen and broaden the scope of the MRGD intervention into more
disadvantaged areas.
2. Strengthena gender equalitylens y (0 KS awD5Q&a AYyUSNBSylAz2ya
the challenges to inclusive education for both sa@nd girls with didalities.
3. Expand the use of participatory methodologies in designing, researching, and
programming.
4. Develop knowledge mobilization strategies that place community engagement at
the center of social change.

This study was conducted hymultinational research team at Mount Saint Vincent
University, York University, and McGill University in Canada, Nelson Mandela
Metropolitan University in South Africa, in partnership with UNICEF, and the grassroots
Action to Community Development CenireVietham.



Introduction

Official statistics suggest th@million people live with disabilities in Vietham.

According to UNICEF, an estimated 1.3 million of those people are chidrenent

report published by UNICEF and the Ministry of Edooaand Training (MOET) indicates

that:
XGKSNB 6SNB | LIINPEAYI GSte mnoddivAtfAiAzy OK
Viet Nam, of whom an estimated 1.3 million children had a disability (UNICEF &
MOET 2013). About 25% of the children of Viet Nam liveddaruareas and
more than 80% were from Kinh family background (UNICEF & MOET, 2013). Of
the total of 14.3 million children, 87.8% of children aged 5, 96.3% of children
aged 6¢ 10, and 88.8% of children aged 414 were enrolled in school, while
amongst tle estimated 1.3 million children with disabilities in Viet Nam, only a
total of about 66.5% were enrolled in scho@NICEF & MOET, 2015, p.32)

Vietham has made progress in recognizing the rights of persons with disabilities.
The National Action Plan ®upport People with Disabilities 20@610 signified the
realization of a policy document to address needs of people with disabilities. The
National Action Plan 2032020 makes specific provisions to support people with
disabilities to access educatiorgdith care, employment, transportation and social
ASNIAOSa 65 STOg SRV, 2¢12)vFarthep, o JAnudn2al11, theLaw on
Persons with DisabilitigeRAVD) came into force in Vietham, marking a new péwehe
historyof disability and institutional chang¥ietnam is a signatory to the UN
Convention on the Rights of Persons with Disabilities (CRPD), and ratified it in February
2015. A quarterly report from Action to the Community Depel@nt Centre and United
Nations Development Program (UNDP) (2014) aptly stresses the importance of involving
people with disabilities directly in decision making processes and the realization of their
rights,

While it will be important to further develoghe national legal framework that is

compliant with international standards, an effective implementation of the CRPD

and the LPWD [Lawon Persons with Disabilities] will only be possible with the

FOGAGS Sy3aFr3aSYSyid 2F 5Aal aiddhB t S2 LS SQ& h N
partnership between the State and DPOs. Only when people with disabilities

(including children) are included in every step of the decisi@king processes

and in monitoring activities, will they be empowered to speak for themselves

and only then Wl the legal framework materialize into the realization of rights.

The development of civil society and of appropriate framewaorks for civil society

are, however, still in early stages and the involvement of civil society
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organizations into policy, decisiand monitoring making processes are not
Wy I GdzNI £ Q | Yy R(UUNIBPIRIEDCE2014 g O O@

Despite the provisions on human rights protection for all children, including
those with disabilities in the United Nations Conventions, such as the Coowvem the
Rights of the Child (CRC) and the United Nations Convention on the Rights of Persons
with Disabilities, there is evidence that girls with disabilities are more disadvantaged
than boys with disabilities within educational settings (RydstromQ2QUNFPA 2009),
and yet there have been very few interventions to address this reality. A study
conducted by the National Union of Women with Disabilities in Uganda in partnership
with the Canadian Centre of Disability Studies found that there are semifahallenges
for women and children with disabilities. The study identified barriers in areas of
policies and programs implementation, education, financial stability, accessibility to
disability services, and unequal power relationships within the farfiiyg most
common barrier, according to the study, is attitude towards disability, which negatively
affects the social status of women and children with disabilitisr(is-Wales,
Krassioukow&Enns, & Rempel, 20D9

¢KS ! YAGSR bl (A 2yohdolendé Sgginsiiworden Bnbl §irls dza & A 2
with disabilities observes that:

The Convention on the Rights of Persons with Disabilities recognizes that women
and girls with disabilities are often at greater risk, both within and outside the
home, of violence, iry or abuse, neglect or negligent treatment, maltreatment

or exploitation, and expresses concern about the difficult conditions faced by
persons with disabilities who are subject to multiple or aggravated forms of
discriminaton. (United Nations, 2012, @)

The United Nations recognizes the intersection between disability and gender
discrimination as a contributing factor to forms of violence that women and girls with
disabilities often experience:

The intersection of genddrased and disabilithaseddiscrimination also
contributes to stereotypical views of women and girls with disabilities as
lacking intelligence and being compliant and timid. It also leads to a lack of
credibility when abuse is reported, and therefore minimal risk of
perpetrators beng discovered and punisd. (United Nations, 2012, p. 7)

As a large and diverse group, girls and women with disabilities face many
barriers to accessing education because of discrimination and prejudice based on
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disability and gender. These barriers irdgupoverty, sexual violence, unwanted

pregnancy, inaccessible educational institutions, lack of mainstream educational
opportunities and/or placement in separate schools, isolation from family and
communities, and limited social protection (Ortoleva & LlWi012; UNICEF, 2013; WHO
&World Bank, 2011). While the global literacy rate for people with disabilities is 3
percent, it is lower for disabled girls and women at 1 percent (Rousso, 2003). The lack of
knowledge on girls with disabilities globally anddibe presents a challenge for inclusion

of girls with disabilities internationally.

This study was developed within this context of global activism for the human
rights of people with disabilities, mobilized by the United Nations Convention on the
Rights 6 Persons with Disabilities (CRPD, United Nations, 2006). In this report, we
present the basic findings of the MRGD project, funded by the Social Sciences and
Humanities Research Council of Canada in ZIi%.

Monitoring Educational Rights: Concept aitocess

'b9{/ h RSFTFAYSa (KS NARIKIG (G2 SRdzOFGA2Y I a
I 00S&aa (2 SRdAOFiA2y 2F 3I22R ljdz-t AdGez ¢AlK2dz
website}. Education is a fundamental right and essential to the exercise of btiraan
rights. Article 28 of the Convention on the Rights of the Child (CRC) recognizes the right
to education for every child through specific measures in primary, secondary,
vocational, and higher education (UNICEF, 1989). It requires that primary edubat
compulsory and freely available to all children (Article 28.1). lted®ourageshe
development of different forms of secondary education, including general and
vocational education, and takes appropriate measures such as introducing free
educaton and offering financial assistance in case of need (Article 28.2). Article 7 of the
CRPD builds on Article 23 of the CRC in maintaining human rights protection for children
GAOK RAAFOATAGASAD® LG KAIKEAIKG A bililigs® & Fdzy RI Y
enjoy all human rights, such as the right to express their views on an equal basis with
others. Article 24 of the CRPD guarantees access for all children with disabilities to and
in education, and requires stafgarties to combat exclusion itné educational system.

According to Rioux (2013), a disability rights approach to education goes beyond
monitoringeducationalaccess. A critical approach to such rights adopts social justice
principles that enable us to evaluate the ways in which edooas structured, which
includes policies, programs, legislations, pedagogies, and the values placed on equity in
and out of schools. As she maintains:

1 bo{/hQa 6S50aA0Sd ¢KS NkpEMKw.uiedco.&rgtriadenliighRefdeationd | A f | 6 S
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Education is influenced by a variety of social, economic, and environmental
factors, and not just by @ess to school. Equity in education is a commitment of
the public education system to social justice. To implement a righsed

approach to education requires using human rights as a framework for
pedagogical theory, for access to places of learningefsiing of capacity and

for measuring success. It makes principles of human rights integral to the design,
implementation and evaluation of policies and programmes, and it means
assessing the human rights implementation of educational policy, progres,

and legislation. (p. 132)

Our framework of monitoring educational rights involved multiple levels: 1) an
understanding of access, process, and outcomes of education for groups and individuals
historically marginalized by the educational structure andiingons; 2) a participatory
approach that engages girls and women with disabilities in advocating for their rights;
and 3) a holistic approach that includes, but is not restricted to the right to education.
This framework also included other social, econg and cultural rights in educational
settings, such as the right to use a bus to get to school, to participate in school and
public events, to choose the school where children want to study, to speak for
themselves in an inclusive and respectful envinemt, and the right not to be abused
by their caretakers and adults in their lives. As such, these rights are interrelated. They
are premised on the right to be treated with dignity, autonomy, inclusion,-non
discrimination, and equal respect (Rioux, Bagdarks & Jones, 2011).

Globally, the challenges for human rights for girls and women with disabilities
are manifested in a number of key dimensions: the cultural prejudice against girls and
women with disabilities (Morris, 1991; Frohmader & Meekosha, 2Qkfoleva & Lewis,
2012); the lack of an institutional structure that protects and promotes their rights
(United Nations, 2012); the inadequate structure of global governance in fostering state
sovereignty in human rights protection (Meekosha & Solda6d,1); the intersection
between disability and class, race, gender, and ethnicity (Erevelles & Mutua, 2005;
Nguyen et al., 2015; Ortoleva & Lewis, 2012; Stienstra, 2015}hanthallenges of the
disability rights movement in excluding the sepigliticalroot of impairmentin the
global South(Soldatic & Grech, 2014, Titalsky, 2014). The challenges of disability and
genderbased violence put girls and women with disabilities in greater danger compared
to their male counterpart (Human Rights Watch, 2012

In Vietnam, policies institutionalizing the CRPD have been developed since the
+ASOYylI YSAS 3I20SNYYSyidiQa aA3ayl GddzNE | yR NI GATA
development of programs and initiatives on assisting people with disabilities to
participae in socieeconomic, legal, and educational activities (e.g. CRS, 2006; SRV,
2006a, 2006b) has continued to ignore the exclusion of women and girls with disabilities
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in social and educational participation. Nguyen and Mitchell (20b4grvethat in legal
terms, this equality approach assumes that men and women, boys andrgiis,have

an equal opportunity to participate and to be protected by the I&l@nethelessthis
approachdoes not attend to the intersection between disability and gender in human
rights provisions.

Girls with disabilities are more disadvantaged than boys with disabilities due to
their gender, disability, and social class. Girls with disabilities are often disempowered
even when they are integrated in schools. Their social, pdligc@nomic, and
educational participation, as well as their reproductive rights, are very limited (UNFPA,
2009; Action to Community Development Centre & UNDP, 2014; Nguyen, forthcoming).
As such, there is a need to recognise forms of inequality that hage perpetuated in
policies and laws, as well as within existing social, political, and cultural conditions.

To understand social justice for girls with disabilities in and outside of education,
we drew on the work of monitoring educational rights thrdug holistic approach. It
also required working against systemic barriers preventing children from enjoying their
human rights. As Nguyen, Mitchell, De Lange and Fritsch (2015) posit:

The critical work of monitoring educational rights must accompany ralland

historical reflection to situate exclusions within dominant discourses of girlhood

and disability. This work must be seen as an integral part of the-poditical

process of social transformation, where the voice of girls with disabilities can

represent a critical perspective on why and how to be included. Finally,
Y2YAG2NRAY 3T NRAIKGA YdzAG GNFyaF2N)¥ GNI RAGA?Z
objectivism is taken as an ethos of rights monitoring. Thus, bringing the voice

and perspectives of girlgith disabilities into the framework of human rights

monitoring in the global South is what we aim to address in the MRGD (p.777).

In short, the educational rights of girls with disabilities are an integral part of the
larger collection of human rightsh&se rights are interrelated and mufaceted.
Monitoring educational rights is an ongoing process thus ensuring that the rights of girls
and women with disabilities are respected and fulfilled. This process requires collecting
evidence of human rights pcess and outcomes.

Context of the local fieldwork

Tu Liem is an urbanized area located in the west of Hanoi. Its area is 75.15
square km with a population of 550,000 people. The majority of the population is
reported to be norreligious with about 10%atholic. The main language spoken in Tu
Liem is Kinh dialect (Report of Disabled Persons Organization in Tu Liem, 2013). We

-11-



chose to pilot the project in Tu Liem because of its geographical andeommmic
conditions in an urbanized area. Tphecess brapid urbanization has resulted in
unsustainable development: while some households were able to overcome poverty
through small business, including land selling and renthrgjr income wasunstable.
Additionally, with the migration of population frontleer Northern areas into this
region in addition to the lack of vocational training, unemployment has become more
FEFNYAY3 6.0 ¢dz [ ASY t S2L) GPbetweed NeWand 6 SS>  H
poor populations has grown in recent ysar
In Decembe 2013, the former district of Tu Liem was divided into two
administrative districts, North and South Tu Liegnder decisiori32/NQCP of the
government With a population of 3,546 disabled people, or 0.9% of the population in
both districts, Tu LiemhaS§sSy GKS 3INRB UK 2F RAAlIO6f SR LIS2 LI !
Y20SYSyilGad C2NI SEFYLX ST GKS F2NNdzZ GA2Yy 2F 5
North and South of Tu Liem districts marked the evolvement of the disability movement
in a local context. Ourworky’ LJF NIy SNB KAL) gAU0K GKS 5Aalof SR
(DPO) of Bac Tu Liem (North of Tu Liem) and Can Tho Association for People with
Disabilities (CAPD) demonstrate the potential of local DPOs to be involved in monitoring
work. At the same time, the gepolitical locatior? of Tu Liem in the process of
urbanization marks the constructions of new forms of identities in the intersection of
global and local change. The participants were recruited in both the North and South of
Tu Liem districts. Further dats on participant demographics are given in the section
entitled Sample

Terminology

¢KS !'b/wt5 RSTAYySa RAalFLOATAGE A aly S@g2¢f
interaction between persons with impairments and attitudinal and environmental
barriers thd hinders their full and effective participation in society on an equal basis
GAOUK 20KSNE¢ 6t NBFYoftSY ! yAGSR blUA2YAT HAnc
between persons with impairments and the environment and how this interaction
hinders tre realization of individual participation on an equal basis with others

2 According to Cambridge Dictionary, geopolitichesstudy of the way a country'ssize position,

etc. influenceits power andits relationshipswith other countries(see

http://dictionary.cambridge.org/dictionary/british/geopolitigs Geopoliticds studiedwidely in political

sciencehroughthe work of political scientistsuchasRichardFalk(2000),VanHenkVanHoutom (2005),

Dalby(2008).

3 Some official reports (e.g., WHO & World Bank, 2011; UNICEF & MOET, 2015) see the equivalence

between the concept of disaltiji as defined by the CRPD and that of the ICF model. According the World

Health Organization (WHO), the ICF model looks beyond the medical and biological conception of

RAalFoAfAGED LG Fff26a FT2N) adKS A YLI Qhe fugclonitighfS Sy @A NB y
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http://dictionary.cambridge.org/dictionary/british/geopolitics

Inclusive education refers to an education system that is based on the rights of all
learners to participate in education on the basis of equal opportunity and without
discrimination(Article 24, UN CRPD). Inclusive education enables all people, including
people with disabilities, to participate effectively in an inclusive society. In addition to
the need to understand the educational rights of girls with disabilities, we studied how
participatory methodologies can help us understand specific barriers to inclusion for
girls with disabilities in and beyond education. We asked the following questions:

1) What are the barriers to education that have been identified by girls with disedili
in and out of schools?

2) What are the gaps between the existing institutional structure in protecting
educational rights and the real situation of girls with disabilities in practice?

3) How can participatory monitoring methodologies support theifidlusion of girls
with disabilities in and out of schools?

Participants

In this study, we involved12yirlst and 13 women with disabilities as the key
actors for social change (Nguyen et al., 2015). The types of impairment in relation to
their levels d education and their socieconomic situation are demonstrated in Figure
1 and Figure 4, respectively. The women with disabilities participated in this study,
building their capacities to conduct research and foster the role of women with
disabilities inrmonitoring rights in the global Soutfihey facilitated the visual
discussions and conducted interviews with all girls with disabilities under the support of
team members

Methods

Research was used as an advocacy tool, combining two forms of partrgipato
research methodologies to monitor and promote the educational rights of girls with

'y AYRA@GARdzEf 2NJ I LIRLMzZ FGA2y (G2 06S O2yaAiARSNBRZ
http://www.who.int/classifications/icf/icf_more/en/). However, we suggest that there is a distinction
between the two concepts. The ICF nebts based on a functionalist approach that takes into account the
environmental factors prohibiting an individual from functioning. By contrast, the CRPD measures the
ways in which the participation of individual impairments is prevented on an equa Wihi others (See

also Rioux & Zubrow, 2001; Oliver & Barnes, 2012).

4 One additional girl participated in the project in phase 3. However, due to the lack of interview data
about this participant in the entire research process, we decided not to indledéata in the final report
-13-
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disabilities in the Tu Liem district of Hanoi, Vietham. We focused on interdisciplinary and
participatory approaches as new ways to construct knowledge and foster actiah.

The use of participatory visual methods anelepth interviews allowed us to explore
experiences of human rights for girls with disabilities, particularly in the area of
education. First, we used localized, intervibased, participatory monitorig

methodologies developed by Disability Rights Promotion International (DRPI) project
(see5 wt L Q& ). withdhi meth®dology we trained 13 women with disabilities in

the local context to conduct idepthinterviews with 2 girls with disabilities about

their access to education. Second, using the participatory visual methods of photovoice
and drawing developed by thearticipatory Cultures Ladt McGillUniversity, we

worked with 21 girls with disabilities as they constructed knowledge of, and reflected
upon, their participation in education. Given that women and girls with disabilities have
had very limited access to public education in Vietnam, we aitnese these

monitoring methodologies as a transformative tool to empower their knowledge
production and increase their participation in education.

A focus group interview with the women with disabilities was conducted in the
third phrase of the projectt invited them to share their experiences about working
with girls with disabilities. The one and half hour focus group was held at Dai Mo
primary school (the site where we conducted the workshop) through the facilitation of
two MRGD and ACDC team mengedf the 13 women eight women participated in
this discussion. The interview questions focused on the following topid&that kinds
of discrimination did the women with disabilities face in their personal lives?; 2) How did
they use their experiences &ngage with girls with disabilities?; 3) What are their
recommendations for the project in the new phase?; and 4) What are the possibilities
for girls and women with disabilities to engage in collective activism from participating
in this project?

We imgdemented the project irfour phases:

Phase XSeptember 2013January 2014): Developing a visual tooRdyticipatory
visual methodologies: Through a different I€Nguyen, Mitchell, & Fritsch, 2014) and
adapting the DRPI methodologies through a genddems. The documents were
translated into Vietnamese and forwarded to the Viethamese Institute on Educational
Sciences (MIES) as a part of the knowledgkaring process. Along with reviewing the
literature, we also established the institutional structdoe collaboration among the
LINEP2S0GQa GSIY YSYOSNE YR LI NIYSNAEO®
Phase ZFebruary 2014anuary 2015): Training 10 women and 21 girls with disabilities
in Hanoi on human rights monitoring and using participatory visual methods for rights
monitoring and ativism. We generated a total of 21 drawings with captions, 21 sets of
photographs with captions and 7 policy posters in this fieldwork and 23 visual
discussions. We also produced 24depth narrative interviews. The dataas
transcribed and translated intEnglish. We used Nvivo software to assist with data
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analysis, including establishing coding, analysis, queries, and exporting data for
reporting.

Phase IFebruary 2015July 2015): Building on the experiences from the first field

work, we continued tavork with the girls and women to produce and analyze the visual
images, using participatory visual analysis. We organized a reinforcement workshop
with the women to help them reflect on their past experiences in using interview
techniques and participatoryisual methods, followed by a twaay participatory

analysis workshop with the girls and women. In total we generated another set of visual
data, including 14 drawings, 14 sets of photos, 7 posters on participatory analysis with
the women and girls. AWpra K2 LJ @t ARFGAyYy 3 LI NOHAOALI yiaQ LI
August 2015 in Hanoi.

Along with research activities, we organized three photo exhibition events
FSEFEGAZNAY I (GKS LI NLAOALIYGAQ 62N] Fd GKS 0O2YYy
the involement of nondisabled students, teachers, school principals, community
leaders, and policymakers in this work. A policy dialogue was held in partnership with
UNICEF, the Vietnam Institute of Educational Sciences, and Action to Community
Development CentréACDC) in February 2015.

Phase 4August 201% January 2016): Focusing on community engagement and
knowledge mobilization, we organized two workshops in Bac Tu Liem and Can Tho to
fully engage the community and local stakeholders into the MRGD projéetgast

2015. To mobilize a transnational discussion on girls with disabilities in the global South,
we organized two workshops and photo exhibitions held at the Coady International
Institute (Saint Francis Xavier University, Canada) and York CentreafioiResearch

(York University, Canada) in November 2015 and January 2016 as a part of our
knowledge mobilization agenda.féw women with disabilities participated in these

events through skype conferences.

Working with Girls and Women with Disabilities

Sample

A snowball technique was used to recruit participantsarginalized
communities in Tu Liem district. This approach involved recruiting participants through
local networks as they are not always visible in formal institutions. This approach is
considered appropriate when working with marginalized populations (Del Balso & Lewis,
2012). In total we worked with 24irls (ranging in age between 10 and 25) from Tu Liem
district. Among the 2 girls, 19wvere identified as Kinh people (the major ethnic gpan
Vietnam), while two girls came from ethnic minority groups. The types of impairments
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varied: eight girls &d intellectual impairments, ninlkead physical impairments, two girls
had a visual impairment, one girl had a hearing impairment, and onexgiereenced

other disabling conditions (See Figure 1 below). Participants came from both urban and
rural areas of Hanoi, as well as other Northern provinces.

Types of Impairment

10 +

# of Girls

FIGURE 1. NUMBER OF GIRLS BY TYPE OF IMPAIRMENT

Women with disabilies were an essential part of thesearchprocess They
were trained in participatory interview techniques in the workshops 2014 and 2015.
They then became the primary interviewers of the girls. The girls participated in two
separate tweday workshops i2014 and 2015 where they were trained to use
photovoice and drawing as participatory monitoring methods. The women and girls
then participated in a policy dialogue with UNICEF, MONIEYand the community.
This report is comprised of the findings fromrdigldwork.

Participatory Visual Methodologies
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Participatory Visual Methodologies (PVM) were used to understand how girls
and women with disabilities construct their experiences about being included and
excluded. Through this innovative approach in nong research (Nguyen, Mitchell,
De Lange, & Fritsch, 28)] we used drawing, photovoice, and policy posters to work
with girls with disabilities. Drawing and photovoice enabled participants, especially
those who have typically been left out of researtthexpress what they cannot through
more conventional forms of interviewing€e Appendix D for protocol regarding
participatory visual methodologigs

In the first twoday workshop in February 2014, the girls were given the prompt
2F aalS | yR &8¥e (@2 YOzt A2INB Ay Of dza A2y k SEOf dzaA 2y
drawing Divided into groups with one or two adult facilitators (the women with
disabilities participating in the study), the girls were asked to draw and write a caption
for their drawing. Theyhen displayed their drawings and each girl explained her
drawing to the group. Next, the girls worked in small groups to fak@osin response
G2 GKS LINRBYLIWWI acSStAy3a AyOftdzRSR IyR F¥FSStAy3
used to elicitthegid Q LISNRALISOGABSE 2y AyOfdzaAizy | yR SE
into their experiences with educational rights. Each group was given one digital camera
and each girl asked to take one photograph on feeling included and one photograph on
feeling not inaided.

¢CKS 3IANI & GKSY ONSBILERSR ORKrthifchdiey NBI QS (G S NJY S
considered the messages that they would like policy makers and other community
f SFRSNAR (2 4SS YR KSINE &4dzOK Fa a9RdzOF A2y
a | ehkge algo include the recommendations for building an inclusive school and
inclusive community that cares for people with disabilities, and to have policymakers
listen to the voices of the girls and women with disabilities (Seeommendations
CKS AWFRHYR 6SNBE O2YLIAE SR Ayl2 Orydced@ua dz £ (2 2f
Hope: Girls with Disabilities and Participatory Visual Methodold&ies De Lange,
Nguyen, Mitchell, & Nguyen, L. A., 2015) and a digital dialogueRmblring inclusion:
Voices of girls with disabilitie@Mitchell, Nguyen, & Nghiem, 2015). These tools were
shared with the women and girls with disabilities during the workshop to help the girls
and women reflect on their earlier work in order to foster ideas and conversatioms. Th
allowed us to obtain a holistic perspective on the key themes generated by the
participants through the visual process.

In the fieldwork which took place in Dai Mo Primary School in the South of Tu
Liem district, the girlsrew andtook photos of pubt spaces in response to the prompt
& dzO Kwhat do you want youcommunityto change? Yy R a2 KSNBE Oly 62YS
IANIT & 6AGK RAAFOAETAGASE LI NLAOALI GSKE 2 S dza S
girls and women with disabilities can-agine their evn space for inclusion. Along
with these new sets of data, a participatory visual analysis workshop with girls and
women with disabilities was organized. The workshop involved having the girls select 10
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photos they found most interesting in the book catglie OuiVoices, Our HogeNext,

they worked with their team to create-8 key themes for these photos. Participants
discussed the reasons for their photo selection how the photos represented their views.
They watched the digital dialogue todlicturing Inclusion: Voices of Girls with
Disabilitiesand reflecting on what they liked most about the film, what they did not like,
and what they would change. These processes allowed the girls and waitien
disabilities to be knowledge garoducers.

The Irdepth Interviews

Method

In phase 1, twentypne girls were interviewed by 10 women with disabilities who
had been trained in interview technigues. The research team developed a set of
interview quesions, based on the DRPI interview guide (DRPI, n.d.). We adapted this list
of questions through a gender lens to help us explore the intersection between
disability and gender in relation to human rights situations within and beyond
education. The questibd o SNBE RSGOSt 2LISR Ay | gt & GKIFG NBI
with education and their life storieSee Appendix A for the interview questioi$e
structure of the interviews was opeended to leave room for understanding other
human rights situationssuch as the right to social protection, health, and decision
making. The interviewers (women with disabilities) were trained to conduct the
interviews. The rapport built through the experiences of girls and women with
disabilities with discrimination enddd the interviewers and interviewees to share in
depth conversations.
The interviews were recorded, transcribed and translated before being analysed
for themes, based on five human rights categories Geding. The transcribed
interviews and visual disissions were translated from Vietnamese into English to
facilitate the participation of all team members in data analysis. We used Nvivo
gualitative analysis software to analyse interview data. We then mapped interviews,
visual data, and policy analysiis triangulation helped us to conduct more rigorous
aGSLla F2NJ dzyRSNREGIFYRAY3 GKS 3IANI aQ adz2NRSax

Coding
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Using gpriory coding S &l of A & KSR
(See DRPI website), we identified categories of humar
rights vidations emerging from the data. To do so, we
tried out the coding system with the first 6 interviews,
enabling us to track dominant and n@ominant
categories. We then applied this coding scheme to the
remaining interviews while leaving room for new
categpries to emerge. References to educational rights
in five domains, including justice, information, privacy
and family life, security and support services, educatio
and social participation, were identified. References to
violence, response to abuse, systie roots of
discrimination (social, economic, legislative, and
institutional), intersectionality between disability, class,
and gender, and ethnicity, and recommendations for
different groups of stakeholders were also coded. The
categories also includecommendations for schools
and teachers, community, government, and self
representation. Some categories collapsed in the codif
process, such as Access to Justice and Access to
Information, due to the lack of data specifically
referencing these themes.aBed on the coding of the
interviews, queries were run to determine what
participants said about particular topics. We looked at
what was said and not said regarding each human righ
principle, in which domain, and how often the situation
happened.

The purpose of this analysis was not to establish
statistically significant findings. Rather, our purpose w4
to understand which human rights situation emerged &
more poignant than others, based on the frequency of
incidences identified by Nvivo, along with ax+-depth
analysis of each situation to understand the specificity
each incidence. In short, we used the frequency and
degree to which they happened to the girls, such as
violence, to understand the situatioséeAppendix F for
queries.

Nodes
‘: Name

= () ACCESS TOJUSTICE
() AUTONOMY
- () DIGNITY
i () NON-DISCRIMINATION & EQUALITY
() PARTICIPATION, INCLUSION & ACCESSIBILITY
@ () RESPECT FOR DIFFERENCE

= () EDUCATION

() AUTONOMY

& DIGNITY

() NON-DISCRIMINATION & EQUALITY

- () PARTICIPATION, INCLUSION & ACCESSIBILITY
() RESPECT FOR DIFFERENCE

() HEALTH
() INFORMATION & COMMUNICATION

() AUTONOMY

& () DIGNITY

i (_) NON-DISCRIMINATION & EQUALITY

] O PARTICIPATION, INCLUSION, & ACCESSIBILITY
] o RESPECT FOR DIFFERENCE

=) INTERSECTIONALITY

() DISABILITY AND ETHNICITY
() DISABILITY AND POVERTY
(D) DISABITY AND GENDER
() PRIVACY AND FAMILY LIFE
() AUTONDMY
& () DIGNITY
& () NON-DISCRIMINATION & EQUALITY
@ () PARTICIPATION, INCLUSION, & ACCESSIBILITY
() RESPECT FOR DIFFERENCE

() RECOMMENDATIONS

() COMMUNITY

() GOVERNMENT

() SCHOOLS & TEACHERS
() SELFREPRESENTATION

() RESPONSES TO ABUSES
= () SECURITY AND SUPPORT SERVICES

() AUTONOMY
() DIGNITY
@ (Q NON-DISCRIMINATION & EQUALITY
() PARTICIPATION, INCLUSION & ACCESSIBILITY
# () RESPECT FOR DIFFERENCE
=+() SOCIAL PARTICIPATION
() AUTONOMY
& () DIGNITY
() NON-DISCRIMINATION & EQUALITY
() PARTICIPATION, INCLUSION & ACCESSIBILITY
@ () RESPECT FOR DIFFERENCE

=-() SYSTEMMIC ROOTS OF DISCRIMINATION

(O ECONDMIC

() INSTITUTIONAL
() LEGISLATIVE
() sociAL

The codingsheme used in Nvivo is pictured in

() VIDLENCE

figure 2.
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Findings

The following section will indicate the findings in each of the hunngints
categories before turning to specific experiences in education for the participants.

Human Rights Principles

The experiences of girls with disabilities were revealed in all domains, such as

education, family, and social participation, to understdahdir human rights situation.

The five principles include: autonomy; dignity; Adiscrimination and equality;

participation, inclusion and accessibility; and respect for difference (DRPI,Tind.).

LI NOAOALN yiaQ ai2NASa bkedBasedanihizge tatehdNa.R dzOG A 2 v 3

The study found that participants had both positive and negative experiences at
home and in schools. Their social experiences in relation to discrimination, exclusion,
inaccessibility, and disrespect for difference were cammand these were conditioned
by their disability, ethnicity, class, and gender. For example, girls with disabilities
experienced multiple forms of discrimination, compared to boys with disabilities (See
Discussion

At the same time, the study found th#te experiences of girls and women with
disabilities within the public space tended to be associated with stigma, exclusion, and
discrimination, which negatively affected their dignity and social relationships in both
school and the community. In theirterviews, for example, participants discussed their
negative experiences in school more often than their negative experiences with home
and family life or the community. Their relationships with their peers, teachers, and
their participation in educationalctivities were usually described as negative because
of many factors including societal prejudices against their disabilities. By contrast, the
LI NOAOALN yiaQ @Aadzt ¢2N] NBEOBSHE SR GKSAN Ol L
prejudices, and to construgositive relationships with their community. Importantly,
the girls expressed their desire to be included in the public space. Therefore, instead of
only focusing on the experiences with human rights violation, the study found complex
patterns of inclusiorand exclusion for girls with disabilities in and out of education.

To study the experiences of girls with disabilities in relation to social and
educational participation, we ran a quénysingthe Nvivo software to determine the
IANI &Q S E luSmddrights@ieéificaiyirelaking to educatidie result shows
that most participants had negative experiences relating to education. Specifically, the
girls described experiences of lacking autonomy in making decisions regarding their

5Query: a set of questions used to search and manage data.
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educational expeaences (579%) For example, they were not permitted to participate in
some school outings, or they were not given a choice about going away for school. In
some cases, they would have preferred to stay closer to their families. They experienced
situations hat made them feel negatively about thgiersonal values adignity (81%)
and often felt that boys were treated better than girls in school. Many situations
involved being bullied by their peers. The largest percentage of girls experienced
discriminationand inequality, exclusion based on difference and disrespect (each 86%).
These findings reflect the intersection between the individual identities and the
institutional structure. For example, the legal protections of girls with disabilities in
policy andaw, and the lack thereof, in and beyond education, were identified as the key
institutional factors impacting the experiences of girls with disabilities (Nguyen &
Mitchell, 2014). This barrier was expressed by girls with disabilities, including the lack o
understanding from their teachers and peers for their learning differences, being
discriminated against by their peers because of their language and family backgrounds,
and being treated unfairly in classroom situation that required accommodation af thei
needs. In other instances, both positive and negative experiences were identified by the
participants, demonstrating the complexity of interpreting their human rights
experiences of girls with disabilities. The next sections will look at these andoaedliti
findings more closely.

Participation, Inclusion and Accessibility

Access to educatioirls with disabilities faced multiple barriers to and in education. In
terms of access to education, specifically schooling, the girls were enrolled in different
levels and types of education. Figure 3 shows the number and percentage of girls
accessing various levels and types of schooling.

No Access to Education 3 14.29Y
Primary Education
Inclusive School 3 14.29Y
Special School 1 4.76%
Drop Out fom School 2 9.52%
Secondary Education
Lower (Inclusive) 11 52.38Y%

6 The percentage was calculated based on the total number of instances the girls mentioned about their
experiences with human rights principles in the interviews.
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Upper (Inclusive) 1 4.769
Total 21 1009
HGURE3: PERCENTAGE OF PARPRNIS BY ACCESS ARRMS OF EDUCATION

This table ingtates that the majority of girls with disabilities who participated in
the study had some access to education. In total, 11 of 21 girls, or 52.38% of the
participants, had access to lower secondary education. Among all participants who
received some levelf education, only one of them was in special (segregated)
education. Their access to education reflects the current trend in educating students
with disabilities in mainstream educational settings. Noticeably, although a high
percentage of girls had acggto education, their educational outcomes, including the
transition from school to work, were unsettling. A small number of girls with disabilities
dropped out of school (82%) at the primary level. The level of education that the girls
reached as relad to their socieeconomic status is indicated in Figure 4:

Level of Education by SociBconomic Status
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HGURR2: LEVEL OF EDUCATIONGIRLS WITH DISABIES BY SOGELONOMIC STATUS F@RLS WITH
DISABILITIES NORTH ANISOUTH OAU LIEM DISTRICTS
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More girls in thedwer socieeconomic status did not have access to education.
Interestingly, girls of the lower soceEconomic status also had greater access to primary
special schools and secondary education at both the lower and upper |©aigersely,
more girls of he working class had access to primary inclusive schools while the rate of
drop out was the same for girls from each seeemnomic status. Though it might be
expected that a higher level of education would positively correlate with higher-socio
economic gatus, this correlation could not be made in this study. This is most likely due

to a small sample size.

Level of Education by Type of Impairment
5

5 . r—
4
23
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S :
3+ m Physical
Visual
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u Other
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HGURES: LEVEL OF EDUCATIONGDRLS WITH DISABIBES BY TYPES OFANRMENT

The level of education of girls with disabilities, however, varigdicantly by
types of impairment. Figure 5 shows that girls with intellectual impairments had no
access to education or dropped out of primary school more than any other category of
impairment. Girls with physical impairments also reached secondarykahthe lower
and upper levels more than girlsamy other categoryHowever, as previously
indicated, a highest number of girls have physical (9) and intellectual (8) disabilities
while fewer girls were represented from the other categories in thisigtWVhile this
finding may not be generalized to both districts due to the small sample, it reflects the
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challenges of inclusive education for accommodating the learning needs of girls with
physical and intellectual disabilities at different levels of edian.

Barriers to Inclusion by SociBconomic Status
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HGURES: BARRIERS TO INCLUSEWSOCKECONOMIC GROUP FORLS WITH DISABIBTIINNORTH
ANDSOUTH OFU LIEM DISTRICTS

Figure 6 demonstrates the barriers to inclusion by s@tonomic status of girls
with disabilities. It shows that ginsith lower socieeconomic status experienced more
barriers to inclusion in education, in their family, and in social participaGots with
disabilities for both soci@conomic groups felt excluded primily because their
difference washot respectedn schoolsRegarding types of barriers, the participants
believed thatsocial and economic exclusion viags key barriers for thie inclusion. At
the same timeattention needs to be taken in relation to other types of barrier
(institutiond and legislatig). Despite the fact thahe participants did not identify
institutional and legislative barriers in their intervieviisere areexisting challenges for
their inclusion through a systemic analysis of policy and law. Some systemic barriers are
identified in the Discussioifsee also Nguyen, 2015; Nguyen & Mitchell, 2014; Nguyen et
al., 2015).

Figure 7 identifies the number of incidences of systemic discrimination
experienced by girls with disabilities by comparing three forms of discrimination,
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including dsability and ethnicity, disability and poverty, and disability and gender. It
shows that participantsvere more likely to recognizaore systemic forra of
discrimination when they gdo higher levels of education. For example, participants at
secondary leel identified moresystemic barriers associated with their ethnicity,
poverty, and gender than those in primary schodlke intersection between and
among these types of systemic barrier suggésas there were multiple levels of
discrimination for gid with disabilities in and outside schools.

Systemic Discrimination by Level of Education
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HGURE/: SYSTEMIC DISCRIMINANIBY LEVEL OF EDUICA FOR GIRLS WDISABILITIES NORTH
ANDSOUTH OHU LIEM DISTRICTS

The following section indicates the findings from qualitative research analysis. A
number of key barriers for girls with disabilities in their schools, families, and public life
were identified.

Social attitude

Ignorance There were complex experiences of participation and inclusion for
participants. Usually, these experiences reeédboth inclusion and exclusion. There

were significant challenges for girls with disabilities in having positive educational
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relationships with their peers. For example, depending on different types and levels of
impairment, the participants had differemxperiences with participation and inclusion.
The barriers to inclusion and participation for girls with disabilities were manifested in
the lack of inclusive and quality education. Specifically, although they had some access
to education, the participais were not fully included in educational and @il@ctivities.
They found it difficulto join other students in play or educationacttivities and when
possible, theywere only able to participaten a limited way. For instance, when asked if
she partcipated in activities at school, one girl with a physicalampentresponded:
.54 L R2d C2NJ SEFYLX S L OFry &dAaftf Syeze =
The same girl described being helped up and down the stairs by close friends. She
indicated that her teacher sometimes helped her carry her bag. However, regarding
OfFaa GAYS &aKS G(G2fR AYUSNIBASGSNE>E aL Y |fY?
her teachers and peersnigred her presence in class. Thiperiencereflectsthe
invisibility of girls with disabilities in schools.

In many cases, the girls described being able to participate in some instances and
being excluded in others. A girl with a physical impairment from a lower-s@tpnomic
Of Faa &l ARZX a2 KI a5 toydtdsShoorith rdytfriehdar &oimake
FNASYRAE 6A0K 20KSNAR 2dziaARS Y& aoOK22f o¢ . dzi
A ARZ dac¢KI G YIwasSom¥ & theaytaking doihethingibadly behind my
ol Ol ¢ Ly FI OG5z odddoynalisa Som@mdd Bituadidddmanidsrls an8 R | a
boys with disabilities encountered in schools. The exclusion from play and educational
activities negatively affected their dignity and educational relationships. A girl with
hearing impairment described the oplexity of exclusion through play and social
interaction with the following observations:

a® FTNASYRA R2y Qi tSG YS 22Ay GKSANI 3IIFYSa
OFyQi KSINJ Of SIN¥fe& a2 YAaddzyRSNREGIYR YR F
hatemS> &Sd (KS& R2y QU dzy RSNEUOGFIYR YS® ¢KI yK
my teacher, they had to clean the school yard because Thanh and Nam teased

me. (Interview transcript with Gw6)

Depending on their disabilitgnd impairment, participants faced diffemt barriers. The
girl with a hearing impairment in this case faced significant barriehet@articipation
Heraccess to mainstream education was conditioned by meansminunication

"In this study, we use disability and impairment as two interrelated categories affecting the participation
of girls with disabilities. Disability is a social construct reflecting the experiences and identities of girls with
different types of impairment trough their interaction with the social world. By contrast, impairment
refers to the consequences of social, economic, and political forces on the individual body. Both
categories reject the assumption that disability or impairment is a personal probtespgctive of their
social contexts (See Connell, 2011; Erevelles, 2011; Soldatic & Grech, 2014).
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whichwasmisunderstood by ér peeas. As a consequence, she waarginalized from
educational participationThus her social and educational relationships were limited by
the lack of an accessible approach that supports her communicatischool

Social exclusion

ExclusionGirls with disabilities faced exclusion amlaily basis. The most obvious

dimensionof exclusion was exclusion from the classroom. Data from their drawings,

photos, and stories demonstratidi K S LJ NG AOA LI yiaQ SELISNASyOSa
schools and from their classrooms. For example, inpicgird a FSSt Ay 3 y2iG Ay Of
participant took image of being forced to leave the classroom because she had

Gyl dAKGeE O0SKFEPAZ2NB® ! y2EKSNI LI NILAOALI yi (22
classroom as a vivid representation of being excluded from edurcatiéarly, although

these photos weresymbolic representations of what the participants wadto convey

in their messages, they also sigaiftheir experiences with exclusion in their everyday

realities.

Violence

Bullying Bullying is a form of vience taking place in and out of school. Girls with
disabilities experienced bullying by being hit, pushed, robbed of money, forced to do
domestic work, or attacked by their peers
verbally or physically. In their visual
productions, girls with disabilitiesere asked
to take photos that reflect their feelings and
experiences of being included and not
included. The photo to the right (Image 1),
taken by a group of girls who were given the &
LINR Y LJi & CS Sahdifgelihg oty O €
Ay Of dzR S Rtwa girls fgh#ing Sakeh
20KSNY !4 aKz2gy Ay Ada LIK2G2
daK26a OA2f syosz R 2 yQu'MAGEL PHOTOGRAPHS PRODUCECHU Nna KE AN
52y0QG Nzy Ay GKS LI E & THI ANH M:;AGED’JA INRESPONSBTHE  x & | % N 4
52yQi AfAL) 2y GKS &l ot e Ry 3N
Al YSaodé

These incidences of bullying happened more frequetotlyirls with intellectual
disabilities. Data shogd that more than half of the participants mentioned their
experiences with violence in schools or in their families inrtiméerviews. We identified
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12 girls in total who experienced bullying. The causkbullying were attributed to their
disability, gender, and ethnicity and in other cases to both gender asabiity (Nguyen
et al., 2015)Thisin-depth analysis showetthat many girls were hit and bullied in
school. The perpetuators identified weteachers, parents, andon-disabledpeers.For
example, a participangxperienced hitting by a teacher, another by parents and still
another in the work place. Sometimes the violence took other forms such as throwing
things at the girls or pulling at therfor example, a participant had a boy put bones in
her soup yet the teacher still forced her to eatAimong the girls who experienced
violence girls with intellectual impairmengxperienced different forms of violence such
asbullyingand physical abusé&Vhile we can not make claims about the extent of the
violence against girls with intellectual impairments, compared to other groups, it is clear
that this is an area for further researéh

Figure 8 below shows forms of violence by type of impairment.

Violence by Type of Impairment

# of Girls
w

HGURES: INCIDENCE OF VIOLEBEHYPE AMPAIRMENT

8 Due to the small sample used in this study, we cannot conclude that girls with intellectual impairments
experienced higher incidences of violence. Thiglerce needs further research in order to examine the
extent to which they experienced violence, compared to other groups.
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This chart reflects a challenging picture facing girls with disabilities in their schools,
families, and communitieS.he participants indicated their experiences with violence
throughtheir interviews and through? & G | 3 A y 3 Q¢ thiaksS theNdleldgky (i 2 &
indicates their experiences with violencéhney showedhat sctool bullying happened to
many girls with different types of impairmentins withintellectual impairment
depictedmanyincidences of violenceln many cases, they did not have anyone to
whom they could eport the incidences.

Noticeaby, this graphonly indicatesincidences where the pécipants revealed
being physically or verbally abused. It is possible thetparticipantswith other
categories of impairment may have faced similar forms of violéut¢hese incidences

were not revealed duetothedJr NI A OA LI yGaAQ O2y OSNYy SAGK aidA3I)

Genderbased violenck In general, girls with disabilities felt they were treated more
poorlythan boys with disabilities. Although they did not decipher the reason for being
treated differently, they identified situations where discrimination took place on the

basis of gender. Boys received favourable treatment over girls, such as having neore car
and being able to stay outside of the centre. Girls with intellectual disabilities were more

fA1Ste G2 0S KAG o0& (GKS 0284 C2NJ AyaiulyoS:s

2dzi 2F GKS Olbténdedw transéript wkhQivD 7 Ahétherdgirl said that

G¢KSe AfFLIISR YSP ¢KSy> L ¢Syl 2dzi F'yR ON

Fff26SR G2 o6SIG YS | yeé Y2 Nbrview$ahscdpavth L K| R
GwD1§. In these instances, it is obvious that gendes fectoreal in the violenceagainst
girls with disabilities through their relationships.

Domestic violenc&Vhile most participants felt that they were cared for and supported

by their families, domestic violence happened to girls with intellectual disabilities mo
frequently than girls with other types of inagrment. Domestic violence toakany

forms such as blaming, scolding, hitting or physical abuse. The same girl with intellectual
disabilities said that she was verbally abused by her mother many times bestaeiskd

y2iG R2 gSff Ay a0Kz22ftod {KS alARINKI& aae
(Interview transcript with GwD237Another girl also expressed her fear of being

punished at home if she did not perform well in schools. Dsticesiolence negatively
affectedthe identity, personality, and webeing of girls with disabilities in and out of
schools.

91n this study, we identified bullying as a category when the cause of violence is not directly attributed to
gender. We identifyricidence of gendebased violence when the incidence is directly or indirectly
attributed to gender, which causes discrimination between boys and girls.
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Other types of violence in institutior@ther incidences of violence took place in schools

and in the institution due to the difference in terms of tarage and ethnicityThe

intersection between disability and ethnicity has increased types of discrimination that

disabled girls are facingor example, a girl described feeling discriminated against

because she is a membef an ethnic minority As the dughter of a solider during the

war and coming from an ethnic minority, she told the interviewer that mopping the

FE22NI Aa |y | O0A @A ghe tgpR ¢f Rom&ididetyfnic mAdieyin Y& K2 Y S
highland regions in Vietnam. Her unfamiliarity willeaning the floor (a houseleaning

activity tends to be associated with urban lifesdyile the center triggered the types of

discrimination and violencagainst her ethnicitp @ KSNJ NR2YYIl §Sad ! a aKS
they hated me, like discrimination. Bedza S L QY Iy SGKYAO YAY2NAGEO
calmewthnic2 NJ a2 YSGOKAYy3 tA1S GKFEGopEg /fSIENITE@s RA&
disabilities and girls with ethnic minorities signifies the lack of inclusive culture in both

schools and institutionwhere the participants stayed over the course of their training

Inequity in schools and in the family

Clearly, these incidences demonstrdtfat grls with disabilities faced
inequality and discrimination in and out of schools. Their experiences with
discrimination and inequalitin schools, in the familygnd in the public spacesdicate
inequityfor girls with disabilitiesDifferent from the caring relationships that most girls
experienced at home, the attitude of, and relationships with, teaches @aers were
more complex in school. The participants were generally marginalized by their
classmates in school. They experienced negative attitude from peers, which appeared to
be a common experience for girls and boys with disabilities at all ages. ,Betow
identify a number of typal forms of discrimination that were revealbg the
participants.

Lack of resources and suppdrarticipants identifiedhe lack of resources (e.g., bks

and tuition) as one of the barriefer their paticipation in schols. The participantsith

lower sociceconomic status expressedeir need for resourcesore often For

example, a girwith intellectual impairmen& F ARY &L &l yyl 3SG FTdzy RAY 3
FSSa yR 0SS ofS G2 merviewdanscipknatt2GwDIIBHeS Y& F NA
also wished her teachers would buy her clothes and books. AnotHevitgirintellectual

impairmentfrom a lower socieeconomic status said that she wanted to have support in

tuition so that it could be easier for her to study. ®any participants came from a

lower socieeconomic background, the lack of funding and financial assistance in school
wereidentified as the key challenge for their schooling
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At the same time, it is important to note that resources warst amongmany
substantive needs identifieldy the participants. Participantdsohighlighted the needs
for inclusive play angositive sociatelationships with their friends and teacherBhese
needs were mentionewith higher frequency than resources peft$eAs suhb, inequity
in schools should be interpreted at both levels of the lack of resources and inclusivity in
public education.

Unequal treatmentParticipants experienced discrimination through their relationships

with their teachers. Unequal treatmemiappSy SR ¢ KSy (G KS LI NI A OA LI y (i :
consideed less important than others wittihe samesituation. A girl with visual

impairment who attended vocational training (and thus no longer attended public

education) shared experiences that other students witbabilities had Wwen being

treated discriminatorilyby the teachersin her schoal

Participant 2: In school, the teachers usually discriminate against those from the
center [of children with disabilities], so most of us from the center are now
sitting inthe last row.

Interviewer3: So sitting in the last row is required by your teacher or can you
choose your own group?

Participant 2: Sitting here is organized by our teachers. Teachers do not let
friends sit together because they would talk. At classr¢hare usually four

groups, and | usually sit in the third and fourth grotgdrview transcript with
GwD32.

According tasome participants, teachediscriminated against girls with disabilities by
treating themunfavorably compared to other nowlisebled students. Hoa shared her
expeh SY OS GgAGK | GSIFOKSNID&a dzySlidzrf GNBIFGYSyld |

| remember this situation when | wastime first grade. | did my test morglowly
than my peers. They had already left ttlass when | was still wrign My

teacher did not put my finished test into her rucksack but talked with other
teachers and used my test to sit on. At that moment | felt really sad. Because |

101 their interviews, some participants wanted to have resources such as having reference books and
lower tuition fees. This was usually raised by participants with lower ssmmaomic status. This
recommendation, however, was not reflected in their policy posters. Rather, the participants expressed
their primary concerns about physical infrastructurelas elevators, ramps and flat roads.
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O2dzZ Ry Qi &aSS GKAy3a a OfSINIe&e a vYe Ofl 3
rubbish and sabn it (nterview transcript with GWD?2

Clearly the teache@negative attitude taher disabilitycaused her negative feeling
about schoolingln this casethe participant saidhat because of her visual impairment,
the teacher assumed that the paperddiot have any valudhis attitudenegatively
affected herlearning experiencandsocialrelationships in school.

In other instances, however, teachers have been found to enhémee
participation of students. & examplein one schogla participant aid thatad & 2 Y' S
didzRSyida 6K2 R2yQi 1y26 K2g (2 R2 SESNDA&SaA
GAOUK 20KSNE® ! ye& YA(@iedigwSranscripldith @EDSIYeNI &€ a K2 gy d
very 'ew students described only positive experiences of participatisthools

Marginalization Marginalization ig form of exclusiomaused by systemic
discrimination against grougand individualdy disability, gender, race, or ethnicity.
The misrecognition oflisadvantagedyroups and individualkends togo unnoticel. The
intersection between the disadvantagedcgmeconomic status and disability intensified
these challenged-or example, a diwith intellectual impairmensaid about her school
distance

The most difficult thing is that my house is very far awaynfthe school. At the
beginning, my mother was busy picking me from my house to the school and
vice versa. It was very hard. Gradually, | asked my mother for permission to go to
school by myself. My mother agreed but she still worried altgefview

transcript with GwD)L

When comparing girls with disabilities and boys with disabilities, participants
held that boys received better treatment than girls. Others felt that boys and girls with
disabilities were treated the same regarding disabitélated discrimination, but girls
faced more gendebased violence compared to boys. As a result, they faced higher
level of marginalization than other groups. A girl with physical disabilities said that she
had to go through the road with a flood so she was fateschool. Another gitold a
story of being disriminated against on the bus. A bus driver for¢exnt to get off the
bus when hebasket(used to sell her handicrafiroducts) was taking more space on
the bus.Marginalizatiorwas morecommonfor teenage girls (and young women) when
they participatedinto work and public services

Multiple discriminationL yY Y I y& Ayaidl yOSas (GKS LI NIAOALINI yi
discrimination were caused by more than one factor. This form of discrimination was
multi-faceted. As we mentioned in a previous examglee girl with disabilitieswho was
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sent to theVietnam Friendshi)illagefrom an ethnic minoritysaid that her grandma
RSOARSR (2 S0 KSNJadle Ay GKS / KAfRNByQa OA
not afford paying her tuition. She told that she was discriminatedhdnfriends who
caledK SNJ Iy NISdl KAV OOfAINE a4 @ { KeS teakaNalkkdSabid NBE @S I f
her ethnico I O1 ANR dzy RY agKSy L GFf{1{SR (2 G4KS GSt
WAaKSQa (KS SGKYAO YAY 2 Nleview t@rascrigt With GRR2 Say Qi dzy
Clearly while this instance indicatel K S LJF NI A OA LI vy i Q& ®ERISNASYOS
education, it also showetthat her social situation was affeed by the intesection
among disabilitypoverty, and ethnicity.

Interestingly,other incidences of discrimination werdso revealed through the
interviews when the participants talked about their peers. For example, when an
interviewer asked if anyone from ethnic noirities was also treated unequally like her, a
participant(from a nonethnic backgroundp 2 YY Sy &t SR thestudentsfrork S& o
SGKYAO YAY2NA(Gee RdeaQditreded gbr(Intyrdielyfradnstipe | Y R
with GwDJ. However, when asked ibpr (nontdisabled) students were treated the
aryYS a GK2&aS gAGK RAAFOATAGASAY aKS NBalLRyF
GAEE13S YR y2 2y Btergdwdranschgbwitii GuR1dearly,$he G KI (¢ 0
levels of discrimination varied lypes of impairment and by their intersection with
other forms of identities. Thus, girls with disabilities experienced multiple layers of
discrimination because they were perceived as different from the norm.

R
K

O« »

Prejudicesagainst women and girls with disgities. In the focus group with women
with disabilities, all women said that they had been treated unfairiheir everyday
lives. Thisvas manifested through degrading language, negative attitudes, legal barriers
and physical accessibility; yet, thekeof dignity, autonomy, and personal needs of
women with disabilities went lardg unrecognizedThey identified the main cause of
unequal treatment as based on societal prejudice. In addition, both women and girls
with disabilities felt that they were ewsidered as throwaways, abnormal or deformed
individuals. They were seen as though they were incapable of doing anything. These
social preconceptions led some women and girls with disabilities to internalize their
difference as inferior to the norm.

Additionally, the participants recognized that inaccessible environment, the lack
of positive attitude, andhe lack of assistive servicesevented them from participating
in many social activitiesn an equal basis with other3hey felt thatexperiences were
usually igored or left outby members in their communitie$or example, aoman
with disabilities felthat nobody had cared about her individual eéx@nces. Miny
women with disabilitiesshe explainedhought that they did not deserve to be cared
for. Similarly, aother woman with disabiliesrevealed that she waasked many
impolite questions abouler ability to complete her tasks due to her disabilityher
lifetime.
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Positive support in the familynterestingly despite these forms of discrimation and

prejudice,the girlsstill felt included in their home and family life. They believed that

their families supported them to join school. For example, when asked if her family

f23SR YR a20AFf AT SR 6AGK KBone peogls LI NI A OA LI
welcome me and tell me fun storigsé¢ al y& LI NGAOALI yia SELINB&aas
YR FSStAy3a AyOf dzZRSR® {2YS RSAONAROGSR FTSSftAy:
love of them. They produced drawings depicting their hopes fdusion in family life in

their future with hopes for a family of their own. This can be seen in the drawing below:

‘\.
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IMAGE2: MY TEACHER AND FRISREDRAWING PRODUCEDBY THUYTRANG AGEDL7, IN
RESPONSE TO THE PRDKI & AND MY COMMUNIEYBANOI2014

In most cases, having a supportive and caring family was an important factor
AKFLIAY3 GKS LINIGAOALI YyiIaQ LRaAAGADBS NBEIF A2y 3
who they would like to show their drawings or photos to, many participants identified
their sisters or family members. In the workshops, we recognized that the girl with a
hearing impairment was far more confident when her mother could join her. Similarly,
another participant with intellectual impairment had her father support her in all
educational and social activities. Although some parents tend to-pvatect their
children, parents played the central role in advocating for their children to be included
Ay &a0Kz22fasxs IyR FT2N) a20AS0eqa OKleaFidldya | GGAQG
note in February 2015). As such, a positive family relationship was seen as highly
important for girls with disabilities to feel included.

Dignity: Feeling included in schools
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The qualitative analysis usiiNyivosoftware illustratedthat participants had
some positive experiences in schools. At the same time, their negative experiences with
the expression of digty were evident: In total we recorded8 references regarding
positive dignity, compared to 99 references regarding negative dignagucation. The
most direct cause of their negative dignity can be attributed to the attitudes of their
peers and teachers in schools.

Participants reported that they were often teased or bullied by other students.
The teasing involved name callingNdo SEI YL S (iKSé& RS&ONAROSR 08517
AAIKGSR OKAO1SYé¢ 2NJ al KI yRAE AAGRRthOKAf Ré 0 &
LIK@AAOFE AYLI ANXSYld RSAONAROSR KSNJ FSStAy3aa |
was sad when the junior friends eadl me onehanded sister. Babies called me the
FfASYX L FSSt AG A& A1 Sronrotérahahnd g/ Ifdell 2y > L |
FY aYFEESNIIFTYR f26SN) (#RWIEKOEINE ZRSOPIANK DAt lyC
experience indicatesthatshebwda FSSt Ay 3 | 1 01 2F RAIyAGE Ay
attitude.

These findings indicate that girls with disabilities did not feel they were being
included in schools. Their experience of being regarded as difference from others
negatively affected theidignity and their social relationships in schools. They
experienced labdihg on a daily basis, and this appeared to have happened to girls of all
ages and types of impairment. Labelling was manifested in a typical wayd{saivied)
friends called thei(disabled) friends by their impairments, rather than by their names.
14 adzOKZ fro0SttAy3 61& SELSNASYOSR a || RSg
that this experience was internalized when, for instance, a girl with intellectual
disabilitieswho said that she was isolated from playing with her friends said that her
intellectual impairment was a primary cause for her friends to marginalize her. She
assumed that the conversations betweenrBA & 6 f SR LIS2LX S I NB aY2NEB
between disal#d people.

Ly &aK2NIX G§KS LI NI A OthdidisgffwcittOvayaSamai A @S LIS NX
internalization which waperpetuated by the dominant assumption that disability is
useless and boring, whidome participantperceived. The lack afcceptancdrom
schools androm their non-disabled peers regarding tivaifference negatively affected
their well-being.

Autonomy: the right to make decisions at home and in schools

Although participants felt a sense of autonomy in the home and in the
community,we found that girls with disabilities were prohibited from their right to
choose the schools thayanted to attend. Their parents and caretakers reatkcisions
regarding thé education Autanomy refers to the dimensions which individuals can
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make chatesaboutsituations affecting thenm different social contextshe
relationshipswith their families, schols, communities, and friends affected their ability

to make informed decisions. Thesgperiences were complex and mtftiiceted. In

their interviews, for instance, participants showed both positive and negative
experiencesvith making decisions abotiteir schooling. A participant told the
AYOSNIDASGSNE GKFG akKS O2dzZ R YIF1S aktf F¢
her decision. This texhewed her participation intodecisionmakingat home; yet

through an unequal power relationship between pareftildren

Interviewer 9: Did you choose yourself or your parents choose for you?
Participant 1: | chose

LYGSNIBASGESNI Y | Ksehdol, right@Didyke éh&ce affect 3 2
your life?

Participant 1: No

Interviewer 9: If it did not affect your life, so your parents could choose for you,
right?

Participant 1: no, my mother chose a half, and | chose the remains.
Interviewer 9:Howdo you £el when you let your mother choose a half?
Participant 1: Because my mom approved all my activities at home, in term of
studying issues, my brother asked for my opinion, if | agreed, my mother would
also agree.

Yet, in a moment later in the interviewhe expressed her regret for having to go to a
d0K22ft GKIFIG aKS RAR y20 glyld G2 {KS NB
2LIAYA2YS aOlyy2G 0S NBarxadaSRey

Interviewer 9: Did you choose to enrol to this school?

Participant 1: If | had a right whoose, | would not choose to go to this school
Interviewer 9: Who did choose this school for you?

Participant 1: my mom

27

02

@St t

LYGSNIBASGESN) pY 52 &2dz FSSEt GKFG @&2dzNJ Y21

t F NOAOALI YG MY a& Y2G3KSNDa OK2AO0S ¥
Interviewer 9 Which effects?

ParicipantmY ! § GKS 06S3IAYyYyAy3IZ Ad Aa TFdzy
d0K22f yeaY2NBd az2iKSNRa 2NRSNJ Ol yy?2

This excerpt demonstratébe influence of parenten the experience of thgirl with

disabilities irdecisionrmaking. As a common case for childhood experience in

Vietnamese culture, parents tend to care for their children, especially those with

disabilities, by making decisions for them, instead of letting them decide their schooling.
-36-
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LYRSSRI gKantliofty id dsshdey id Qominate in most cases, including those
in the Western context, this is usually the case in Viethamese culture. In other words, an
unequal power relationship between the mother and her daughter usually places
restrictionontheifOKA f RNBYy Qa FFoAf AdGe& 1 2insancd e RSOAaAZ2Y &
Y20KSNRay2m 3 t I dzyR2NA e NBaAaGIGNAOGSR KSNJ OKAf R
choose schooldn other casedjowever,the participants felt supported in some areas
of educatonal decision making and not in others.
For many partiipants in this study, vocational trainimgquired moving from
their families(usually from another province) into Hanéior example, some girls had to
move from Ba Vi or Tuyen Quang provinces tadiléo take vocational training, where
theyworked and studiedn a designateaenter. A participant from an ethnic minority
said shewould rather be at home, but at the same time recoguiiee value of being at
the centerinstead. Her parents made the dsion for her to move to Hanoi. Autonomy,
in these instances, becomes more difficult to decipher. diisiadvantagedocic
LREAGAOFE t20FGA2Yy GNIYATFT2NY¥SR GKS LI NI AOA LI
In other cases, walso found that the girls who wela their early twenties
could not make decisions for their future relationships with their partners because of
prejudices againgheir disabilities. Their experience replica@dk S 62 YSy Qa & 2 NA S
Many women experienced profound prejudices due to the aqaltassumption that
disability is asexual. They experienced this prejudice in their community and family lives.
This experience was more poignant for girls and women at an older age than younger
one. For example, two participants told the interviewers ttiagy could not sustain
their relationships with their partners because of the prejudice from their families.
Although these experiences with autonomy, and the lack there of, were not directly
related to education, they indicate that girls with disabiktiacked autonomy to make
decision in relation to their personal lives.

Respect for difference: Experiences of disability identity in
educational settings

Data from both interviews and visual discussiafsd revealed complex
interactions between didality and the social contexts in which the participants shaped
their identities. For example, the participant who previously described not being
allowed to join games because studentRgf Qi  dzy RS NA dalyARR KISKNJ G85LISHS.0 KK
repeated many times, 2L S KI @Sy Qi dzy RSNER(G22R YS &Sz 4&:
Y S dréterview transcript with GwD18) | S F2NJ KSNE G ¢ KS KI LILIA Sa

5

5 oA =2 s oA ~

LINPGSOGSR o6& Yeé (S OKSNE I yR(IntérsiewTrdiBcBpy Ra @ ¢ K S
with GwD16) This sggestshat she experienced both positive and negative

-37-



relationships in school. Similarly, one girl with a physical impairment described being
excluded but still feeling respected at times,

| did not have friends at that time so no respect, but there@veome people
who did not play with me but still respected me. They respected me in a way
that although they did not play with me, they did not tease me, but someone
hated me and they teased me and made me gaderview transcript with
GwDJ

Participants shared a lack of respect for difference in school more so than in families or

in the community. One girl explaingdK S @ 2 fredmfion $o8idakil&in the

F2f{t2gAy3a 6l &8Y Ga¢KSe KIFIOGSsE R2y Qi élyd G2 LI
illySaa 27F RA &lhténfie® Randcifpnitht GSvDEIQPther experiences of
RAANBALISOG Ay GKS Ofdthayaisi@sgeyt md) K62 WRARYRY dl &7
FGGSyiliAz2zy G2 GKS é6F& L RAR Yé SESNDA&S odzi ¢
(Interview transcript with GwD13Thus, he lack of respect for difference was

YEYATSEGSR Ay RATFTFSNBYy(G 61 & afeelingdtAda SELISNRASyC
powerlessness in school.

These experiences, howevearere not entirely negative. Some positive
eELISNA Sy O0Sa 6SNB NBGSIHEt SR NBFtSOGAYy3a GKS LI
themselves. For instance, wherkasl about her feelings of learnirig her vocational
cente 2y S LI NGLAOALIY(d alFARY aL FSSt O2YF2NIlF o
GKS &1YS &aAddzZ GA2y glAE KY Sras ¢ /R Q4 (1tye Sa8aRY1LAM G0 KFAST SS
transcript with GwD14)n describing a teacher with whom she could share, the same
LI NOAOALI yiG &l ARI aX akKSQa @SNE .B@l@ink of So {
AKFNB gAOK KSNIFEf alrR FyR KI (diiieda G 2NRASE |y
transcript with GwD14)Their stories also refleetl their positive relationships with the
community. For example, when asked about community experiencegtiaipant
shared her experience of being helped by a man who realized that she had been waiting
to cross the road.

Clearly, the care and respect of the community for their disability played a
AAIAYATFAOLI YOG NRBES Ay aKI LAYt T SC KB NIJA NIAALID A LD
narratives indicatd the role of societal awareneof their difference, whicplayed a
significant impact on the ways girls with disabilities felt about themselves and their
experiences with inclusion and exclusitmsomeinstarces, the biemedical model of
disability was revealed through the ways the participants talked about their disability
for instance the degree to which difference was recognized and respected varied by
types of impairmentin other instances, they assotgd disability withthe sociecultural
contexts in which thy participate. In short, the girls with disabilities in this project
described complex experiences with the five human rights principles of autonomy,
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dignity, nordiscrimination and equality, padipation, inclusion and accessibility, and
respect for difference.

Discussion
Barriers to androm Education: A Holistic Approach

The findings showed that there were various forms of exclusion facing girls and
women with disabilities in enjoying andexising their educational rights. They also
indicated that although the global imperative for fostering human rights of people with
disabilities had generated some positive conditions for including girls with disabilities in
Vietnam, there were limitatiog for the Viethnamese government to use this inclusion
approach while at the same time maintaining its welfare model in disability and
education policy. An understanding of the context of inclusion for girls with disabilities
in Vietnam is important for makg sense of educational rights of girls with disabilities.
To unpack existing barriers to inclusion in and from education, we used a holistic
approach, allowing us to understand these systemic barriers.

Competing Models of Disability Laws and Policies

The current Viethnamese legal and social framework on disability is modeled
within a framework of welfare laws and policies, which prohibits acts of discrimination
against people with disabilities. However, welfare laws and policies are based on the
medicalmodel of disability, which sees an individual impairment as a precondition for
welfare entitlements (Degener, 2003). In this welfare approach, individuals are treated
on the basis of individual needs rather than human rights provisions. There are
limitations in using this approach as an overall framework for disability policy, as well as
in modeling this approach in education.
The Law on Persons with Disabilities (SRV, 2010) aims to advance the rights of
persons with disabilities in Vietham. Its legal yisions, however, are natearlyaligned
with a human rights framework. The law maintains the medical model of disability as a
precondition for establishing eligibility criteria for welfare provisions. Article 3 of the
Law on Persons with Disabilities &slishes three categories of disability, including
GLISNAR2Yya 6AGK SEOSLIiA2ylfte aSNRAR2dza RA&l OAf A
GLISNE2Yya 6AGK YATR RAAIOATAGASAE O{wxX HAMAZ
0l &SR 2y RKJYRSHEHNBSE 2y AYLI ANYSYy Gz Aa (Kdza
authorities to decide who gets what, based on the-pliegermined criteria for
establishing eligible entitlements. In other words, despite an-digitrimination law,
disability continues to be constcted as a medical and personal problem. This approach
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to disability does not take into account the environmental, political and social factors
impeding the full participation of people with disabilities. Regulations for providing
social assistance is baken the type and degree of disability.
While this legal provision for people with disabilities is necessary for giving
people with disabilities access to social services, it is not universal. Prejudices against
people with disabilities are not eliminatethstead, the medical approach to disability
serves to justify individual needs on a case by case basis. Article 27.1Lafitbe
Persons with Disabilitiegs i I 1 Sa GKI G aGKS aidlFrdiS ONBIFGSa FI ¢
with disabilities to study inah LILINR LINA I §S YIFYYSNI 6A 0K GKSAN y!
on Persons with Disabilities, SRV, 2010). Its legal provisions include being accepted in
school at a later age than regulated by the government, being exempted from some
educational content or subjec¢hat the individualcannot fulfil [due to the disability],
and being provided with educational equipment in support of their learning (SRV, 2010,
I NIAOES HTODPHUOUD® ¢KS O2YRAGAZY T LIKNIaS dal LILINE
GAGK RAAZOWNX Qiiad SROO0O8Ba G2 SRdAzOF GA2Yy LINR Y NXRf
RAaAFOAfAGASADPE ¢KSAS LINPOAAAZYA R2 y2i 61 NN
access education and to be fully included in public education. This approach does not
enhance sociglstice for all.
The study found that although a significant number of girls with disabilities in
this study had access to primary and secondary education, their inclusion varied by
sociaeconomic status and by types of disability. Figure 4 showed congptaends for
girls with disabilities in Tu Liem districts: Girls with lower secionomic status were
more likely to lack access to education, but when they could get access to education,
they were likely to proceed to lower and upper secondary levedlithahally, it
appeared that the SE status was not the primary factor determining access to education
for girls with disabilities in this study. By contrast, access to education was skewed by
types of impairment. As shown in Figure 5, girls with physisabilities had more
access to education than girls with intellectual disabilities. The majority of participants
who had access to secondary education had physical or visual/hearing disabilities. By
contrast, girls with intellectual disabilities were mdileely to have no education. Those
who had enrolled in primary schools dropped out or repeated their grades (9.1%). Thus,
having an access to education does not ensure positive process and outcomes of
education.
At the same time, a small number of girleavdropped out from schools may
suggest that there was some degree of support for the education of girls with disabilities
in Tu Liem district in the family and in educational sectors. The experiences of girls with
disabilities were both positive and negat, indicating that there is potential for
building a more inclusive culture in education, where their voices could be more
included (De Lange et al., 2015; Mitchell et al., 2015; Nguyen et al., 2015).
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Systemic Discrimination: Disability, Gender, Ethtyc& Socic
economic Status

UNICEF (2013) notes that girls with disabilities faced high risks of child labour,
such as caring for their siblings in disadvantaged situation. In different types of societies,
a gender hierarchy still exists and it furthesailvantages girls from equal access to
health care, education, and social protection. The General Comment 9 of the
Convention on the Rights of the Child (2006) observes:

Girls with disabilities are often even more vulnerable to discrimination due to
gencer discrimination. In this context, States parties are requested to pay
particular attention to girls with disabilities by taking the necessary measures,
and when needed extra measures, in order to ensure that they are well
protected, have access to allrseees and are fully included in society. (p. 33)

This study found that while participants received some levels of access to
education, they faced systemic barriers to inclusion and participafgsnwve have
indicated, access teducationalservices only reveakd one particular dimension of their
educational right§Rioux, 2013). That is, an understanding of whether girls with
disabilites had access to education coulot represent a holistic picture of education
and social justice. We delved into moreswmic dimensions of institutional inclusion
and exclusion to understand access, inclusion, and participation more holistically.

The analysis of the idepth interviews showed that both boys and girls with
disabilities experienced different forms and Ié&vef discrimination. There were
incidences of multiple discrimination for girls with disabilities. Girls with disabilities
faced prejudice against their disability in their everyday life. They were usually regarded
Fa Wil O1AYy3IZQ WRYETE anidiSadBliedpeetsyAR sush Ridsalirdgy O G A
assumption that disabled people dothhave value for their lives wasstitutionally and
culturally constructedThese systemic forms of discrimination need to be addressed
within educational policy andithin a broader socieultural conditions.

The cultural and societal prejudice against disabled boys and girls, based on the
assumption that they are abnormal, was common. In Vietnamese culture, being born as
a girl is usually seen as a disappointmentén family. Consequently, women and girls
are not given favourable conditions to fully participate in social activities, make
decisions and access education. This systemic discrimination is reflected through this
study. In our fieldwork, for instance, atibgh the experiences of boys with disabilities
were nd directly observed (thewere noted throughl K S NI a &seNadiéhaumnE Q
understanding of the interviews), it appeared ththe experiences of boys and girls with
discrimination intersected with thir sexuality and disability. The cultural perception of
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disability as abnormal negatively affected the identities of both boys and girls with
disabilities. A girl told the story of her classmate with Down syndrome, saying that,

X because he was too fatloreover, when studying biology, there was a lesson
about the human body and the diseases, my friends figured out that he had
Down syndrome so they teased him that he drank a lot of tea to get Down
syndrome [nterview transcript with GwD 133

Yet, adolesent girls with disabilities faced more challenges to inclusion when the
education system was perceived to be reserved only for more capable individuals.
lof SAAYZ | gl @& 2F GKAY(1AYy3 lmsedonthda Yy RA DA Rdz £ ¢
dominant ideology hout ability and normalcywas manifested in the wayksabled

bodies were perceived as imperfect. Ableism shafiedpublic perception of what it
means to be abnormal (Titkbsky, 2011). The difference swassumed to be
rehabilitated or corrected by somsormative standards. The attitudes of their teachers
and the marginalization of their social position in the classroom, reported by girls with
different categories of impairment, showed an ablest assumption that school and the
public space were used for moablebodied people. This assumption led to
marginalization of both boys and girls with disabilities.

At the same time, gender played a significant role in reinforcing the normative
assumption that girls with disabilities are not valued in their famdied societies. For
example, girls with disabilities faced more challenges in terms of access to education.
They experienced different forms of discrimination, violence, and societal prejudice in
their families and in schools. The intersection between isbteand sexism was
manifested in the assumption that womemd girls with disabilities coulabt marry,
and even when getting married, they might have children who are disabled like them.
This gendebased prejudicavasapplied togirls wih disabilities suggesting that they
were more disadvantaged than boys with disabilities (See Risorimination. Girls with
disabilities also witnessed other children, boys and girls, experiencing discrimination.
The intersection between disability and gender appeki@ be the main factor causing
the negative experietes with education and social participati(seeFigure §. The
degree of violence varied by types of disability. This finding rejects the general
assumption that girls with disabilities face similamfisr of violence in all contexts.
Rather, it suggests that some girls, such as those with intellectual disabilities, faced
more barriers to participation than others. It is therefore important that educational
authorities develop measures to protect them finadifferent forms of violence they
faced in schools and in their families.

It is evident, then, that discrimination against girls with disabgiwas systemic,
and thishappened not only in Vietnam but also in other countries (e.g., Ghai, 2012;
Frohmade & Meekosha, 2012). The intersection between disabilities and sexuality
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made women and girls with disabilities subject to multiple forms of discrimination. At
the same time, this study suggests that sympathy and connectivity can help to engage
women and gls with disabilities more closely.

Understanding the Voices and Experiences of Girls with
Disabilities

The voices of girls with disabilities thus reflect unequal power relations
between disabled and nedlisabled people. At the same time, it reflects
the inadequacy of the educational structure in addressing exclusion,
discrimination, and prejudices for girls with disabilities.

Globally and locally, girls and women with disabilities are facing challenges for
their inclusion (Ortoleva & Lewis, 2012I; Nga & Mitchell, 2014; Human Rights Watch,
2012). Using participatory methodologies, we ask: How can research become a tool for
addressing invisibility and systemic discrimination? Within the sogitural conditions
of disability in Viethnamese society ghights of people with disabilities have been
formulated in the law. Howevethe study demonstrated that there were significant
barriers for women and girls with disabilities Uinderstand thé& experiences, we
studied bothdimensions: the dimension tehich law and policy construct the
experiences of girls with disabilities, and the dimensions to which girls antewavith
disabilities participated in advocating for their educational rights using their personal
experiencesas one particular dimension eflucational rights monitoring

In the process of institutional structuring for human rights and disability rights,
girls with disabilities have had few opportunities to be consulted or to participate in
decisionmaking. There was a lack of va@ad corsultationfor their opinionsin former
studies in relation to children with disabilities in Vietnam and internationally (Morris,
2014). With very few studies conducted in the context of human rights and disability
rights, there is still a lack of understing of the systemic dimensions facing girls with
disabilities culturally, institutionally, and politicallThrough monitoring their individual
experiences, this study indicatékat there were complex patterns of power relations
which shaped theiexperences andelationships in their schools and communiy.
most instances, the lack of respect for their difference, and the discrimination because
of their difference, were the keghallenges for girls with disabilities to participate.

As such, the preflices against disability (Morris, 1991) negatively affected the
social relationships of girls with disabilitiesaind outside schools, and this svanplicit
in the ways teachergé¢ated girls with disabilities in schools. Wdentified the socie
culturalissues affecting the ability of girls with disabilities to decisimaking in their
family and school, including the relationships between the girls and boys with
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disabilities, girls with disabilities and their parents, and girls with disabilities and
teadhers. Clearly, these power relationships were embedded within the broader social
and cultural contexts of social inclusion that tended to be taken for granted (Nguyen,
2015).
While the socieeconomic conditions of the participantsene not the primary

factor determining their access to education, they affected the outcomes of education
for girls with disabilities. For example, participants who dropped out from school came
from poor or relatively poor situation. Girls with intellectual disabilities wereerikely
to drop out from schools. They were teased and physically abused by boys in schools.
This raises question regarding the normative assumptions regarding the power
relationships between girls with disabilities and their social surroundings. Forpeam
should parents make decision on behalf of their children in issues affecting their
education and social lives? To what extent the choosing of schooling is decided by
children in ways that reflect their ability to make decisions for their own lives?
Interestingly, the girls with disabilities in this study did not indicate any instances of
sexual violence. Perhaps part of the reasons is because our interviewers did not probe
this during their interviews. We therefore take this finding with caution. Tat
although the participants did not report any incidence of sexual violence, we should not
assume that thesencidences did not happen. Indeed, sexual violemight have
happened at a more intimate level and this reesrsome degree of trust betweehe
interviewers and interviewees in relation to thpgrsonal experience. Additionally,
through our conversationsye found that sexualiglence happened more often to
women with disabilities. As such, we suggest that this incidence needs to be further
investigated througlsustainablemonitoring.

The cultural assumption that disability is an illness has had negative effect on the
LI NI A OA LI y (i & QwolthS Sad&paiticipanis interializéd3HeifF inferior
d0Fddzas FaaddzyAy3dé RABRI @AY SERA AGMSRNOIGNA f & NSIA&Y S
participants thoughtthatnorRA & 6 f SR 02@ & | YR nadANIlay B NBK la@ Y|
the conversation betweenaneRA & 6 f SR yR RA&alof SR LISNAR2Y A
Interviews GwD1 and GwD® seems that somgirls with disabilities have internalized
the perception thatheir difference is a individualproblem This cultural beliehasto
some extentdevalued their selfvorth.

Clearly, these individual perceptions were circumscribed within a broader-socio
political context. For example, within the global Ridmeral conditions, difference
tended to be individualized and stigmatized. Neoliberal ideologies construct disability as
AYRAGARdzZEf LINRO6fSY RdzS (2 2ySQa& ofcdsO]l 2F I 0Af
(Erevelles, 2011; McRuer, 2006; Nguyen, 20bS)ead of taking these experiences at
face value, we suggest that thesecial experiences welturally and historically
influenced, reflecting th ways individual subjectivity washaped by dominant
discourses and practices.
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In short, the voices of girls with disabilities refledunequal power relations
between disabled and nedisabled people; in this case being the situation of girls with
disabilities and public institutian At the same timdf demonstratedthe inadequacy of
the educational structure in addressing exclusion, discrimination, and prejudices for girls
with disabilities.

The Gap between Policy and Practice

Clearly, there was a significant gap betweemrentpolicyand practie. The
findings showedhat the gap was revealed in both policy aindhe everyday lives of
girls with disabilities. For example, under the legal provisions of the Law on Persons with
Disabilities, inteiMinisterial circular 42/2013/TTEBGDDIBLDTBXIBTGwnas
formulated, providing administrative and financial support for students with disabilities
in and outside of the public education system. Circular 42 shows a commitment of the
32OSNYYSyYylG G2 SyadaNBE Slidzat | OO0OS&®mongi 2 SRdzOl G A
GAOUK RAAFOATAGASAD®E | Sz GKS LIRfAOe NBIdzZ | G €
medical assessment in combination with administrative procedures implemented by
educadional institutions. As such, this policy has maintaitieel medical modebf
disability.

This study showethat girls with disabilities lacked equal access to participate in
education The gap etween policies and practice was illustratétbugh a number of
dimensionsthe lad of an instituional structureentitlingall girlswith different types of
impairmentto participate ineducation; the lack of awareness abdtieir right to
choose arappropriate educational environment; arithally,the lack ofan inclusive,
quality educatiorsystem or boys and girlsvith disabilitiesto develop their personality
and weltbeingon an equal basis with otherlegative attitudes, ignorance, and lack of
support of teachers and the publerpetuated the exclusion of girls with disabilities
from educational settings

Multiple forms of disdmination and exclusion happened bwmth girls and
women with disabilitieslnequality was manifested in the systemic barriers for access to
education and employment for women and girls with disébs. A government report
showedthat among disabled pgie who werecapale of working, 47 per cent had
sufficient employment, 32.2 per cent laadkemployment, and 15.3 per cent were
unemployed (MOLISA, 2008y contrastthe majority of women with disabilities this
study showedhat they were excluded itheir family, workplace and society. Most
women with disabilities were sedmployed, had unpaid employment, or unable to
participate into the workforce.

At the same time, discrimination wasstitutionally and culturally constructed by
cultura and socital awareness. It wasystemic andnulti-dimensional. As such, the use
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2T I a3l LI Y2 Rt6ihvEstigaté ke gaikbetiwderypdliRy and practice, may
not clearly identify systemic dimensions of institutional ableism and sexism based on
which discrinmation perpetuates (Fulcher, 1999). We therefore recommend a more
holistic approach be used to monitor educational rights for girls and women with
disabilities, drawing on their voices and experiences.

Using Partipatory Monitoring Research fosocialChange

As previously discussed, participatory methodologies are tools for empowering
girls with disabilities to claim their rights. These methods helped participants to picture
violence, exclusion, and multipferms of discrimination they werfacing inand out of
schools. Participatory visual methodologies offered an inclusive approach for girls with
disabilities to share their individual and collective experiences with inclusion and
exclusion, discrimination, and lack of respect they faced in school.

Using participatory visual methodologies as a way to enhance the participation
of girls with disabilities in inclusive research, we found that this approach was not only
useful for the purpose of identifying forms of discrimination and exclusion; it was als
instrumental for the purpose of creating a safe space for collective activism. To support
girls with disabilities to formulate their agenda, for example, we identified a number of
categories in the video productidricturing Inclusion: Voices of GirlshaDisabilities
which include: marginalization, exclusion, discrimination, the lack of accessibility, the
need to protect a safe environment, and the need for creating an inclusive schools and
caring communities. This video, drawing the visual creatiomthat participants
produced in an earlier workshop, enablgttls and women with disabilitigs reflect on
their visual production to creattheir messages for rebuilding inclusive schools and
communities.

Visual productions and their discussions of ti&ual products revead that girls
with disabilities dichot only identify negative experiences in education. They also
wished to affirm their positive experiences and identities in the educational process (see
Nguyen et al., 2015). These inclddbeir capacity to collectively formulate their voise
and storiesabout inclusion and exclusion, to setigbir messages to policymakeasd
their communitiesabout what could be changed, and to make their voices heatlgen
32 OSNY Y Sy i Qa Theigchgkity t formBl&e/cBllective action, through their
participation and engagement in differenttavities and workshops which the research
teamorganized over the course of the styddemonstratedhat with appropriate
methodologies, policymakersan empowe girls and women with disalities to monitor
their own rights

As such, the production of knowledge about the relationships among disability,
schooling, and the community, through participatory visual methodologies, can promote
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new forms of activism. Fexample, the participation dINICEF and VNIES stakeholders,
alongside organizations of people with disabilities (DH@<he policy dialogues and
community engagement activities, offered optimism for building a more inclusive agenda
with the participaion of girls and women with disabilities in Vietnam. Participatory
monitoring methodologies thus, enabled the research team to advance the
methodological interventionfor monitoring educational rights

Recommendations
Recommendations from Girls with iBabilities

| pin a high hope that students with disabilities and poor conditions are
GNBFGSR SljdzZ ffes KFILIWAtes az20AaAlftfte |yR
Voice from a girl with disabilities, fieldwork 2015

Consulting girls with disabilities was a particydarpose of our participatory
approach to monitoring educational rights. Recommendations from girls with disabilities
revealed that they wanted to create change in their educational and social settings. In
both the indepth interviews and visual workshgpgirls with disabilities made
recommendations for changing exclusion in society and education. Their
recommendations involvedreatingchanges at different levels, including school and
teachers, the government, their community.

Several issues emergedetineed for solidarity and collectivigmong girls and women

with disabilities; access to educatigmarticipation in the community and public spaces

and awareness and support of people withalisabilitiesfor inclusion For example, the
poster below (Imge3)x a[ AadSy G2 ¢KIFIG RAalof SR LIS2LX S
from the girls with disabilities about their right to education.

Teachers and Peers: Constructing Inclusive Schools

Recommendations for schools were made in four key areas, their friends
teachers, resources a@mgeneral hopes. Most participansaggested that their friends
neededto be more inclusive and helpful. For example, one girl expressed her vision for
AyOf dzaa @S aoOKz22fa | a F2f{f26SRY withéney & G2 32
FYR LINRPGSOG YS I (VitBvighZranscipwitii GVMDEEthef S @ £
participants made recommendations regarding their schools and teachers, including
more support and understanding from their teachers in order to accommodate their
leay Aydd ¢KAA gl a4 SOK2SR Ay | LI NIOAOALI YGQa N
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FGOGAGdzZRSY a2 KI G L glyid (2 OKL y[héteagher] 42 YS G A Y S
R2Say Qi ¢ yi (2 . Khttedchers & lisR®IHZNY BERR VY GA2Y PE
(Interview transcript with GwD11).

Participants alsexpressed hope that their schools would be more inclusive
through their vision of what might be changed in their schools. As one participant said:
GL K2LIJS (G2 aLlsStk1 RANBOG & mydkficuBiesS Ndpety S | Yy R (0 K
share what | want with everyone so that | canfeelmorgd Y ¥ 2 NIi I 6 f SdetL R2y Qi
Al Ay Yiderviéw tyaRsdript with GwD10Rnother girl envisioned nen
discrimination as a condition for the wédeing of studei & ¢ A G K RAA&AFO0Af AGASaE
hope that students with disabilities and poor conditions are treated equally, happily,
a20AFftfe | yR (KS Udeaiaw trargscriit vith GMXLINany | G A 2y ©€
discrimination and equality werthe key recommendadins for restructuring inclusive
schools.

Policymakers: Listen to What Disabled People Say!

L T
rHA\j lgi% Nghe NKT Vot

A -
IMAGE3: & IBTEN TO WHAT DISEBLPEOPLE SAROLICY POSTER PROMUBE A GROUP OF GIRL
WITH DISABILITIESTNE PHOTOVOICE WSRRRPHANO| 2014
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The key recommendation in this policposter s that the voices of girls and
women with disabilities, alongside others, need to be counted in institutional matters
relating to them. The visual productions were exhibited during the policy dialogue with
stakeholders tengage girls with disabilities in this policy dialogue. As such, this visual
process represents a more democratic politics of representation where girls and women
with disabilities can have a stake for claiming their rights.

Community Leaders: Construagj Inclusive Communities

The need to create aacing and respectful community wa message generated
by girls with disaltities. An inclusive community wacharacterized by the images of girls
and women with disabilities, alongside ndisabled people, articipating in education
and social activities on an equal and inclusive manner thgr peers. It also
highlightedthe rights of everyone to be cared for and to belong to the classroom. The
policy posters also indicated the lively, healthy, and engagommunity in which girls
with disabilities can particiga. The poster below (Image 4) sw&rom one of the groups.
For example, a policy poster was created by each group as a collective voice of girls with
disabilities for change.

: e | Facilitator: Peoplsvith disabilities have policies in
MOUNGUO HAYOUAN | 6 KA NI FF G2 d2NE odzii GKS LREAOAS

TAM ‘BEN (HU’NGT& we should give opinions about the things that we
need.

Participant: Broadcast it!

Facilitator: So that everyone can listenthe
broadcastbut it does not mean thagveryone will
respond. If you want to directly change your school,
the people who can help you are the principals, the
school boards and teachers.

Participant: This is the school for us.

IMAGE4: 0 tEASE CARE ABOUTE U¢
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Recommendations from Women with Disabilities

Social atitude is vital in laying the foundation of change. We need
systematic initiatives conducted from tigeassrootdevel, through
ideological education
Voice from a woman with disabilities, fieldwork 2015.

Womenand girls with disabilities wergubject to miutiple types of
discrimination. In ordeto challengehis, we raised the perspectives of women with
disabilities in this type of participatory research. As people who experietied
girlhood with disabiligs, women with disabilities had empathy in ghg the
experiences oyounger girls with disabilitie$n conducting a focus group withomen
with disabilities, wedund that women with disabilities could play a powerful role in
fosteringdisabilityactivism.At the same timetheir engagement witlgirls with
disabilities in the MRGD project, includitigir recommenlations for social changes,
opened up new possibilities foneir collective activisnm educational settings

Politics of Engagement

In this study, vemen with disabilities were trainedtapply participatory visual
methodologiesand indepth interviewsin their workwith the girls. Thevomen were
the coresearcher in this projeciThere were a few typical ways to make the women
trustworthy, such as sharing their individual experience$whe girls, respecting the
AN AaQ 2LIAYA2Yy A bafidrt taeBcOukagehtt gidsIo particiRatednS A y 3
activities. Many women affirmed thatarticipatory visual methodology garuly
interesting and helpful for the girls to teheir stories,expresdeelings, andonstruct
views in a very dynamic way.

Clearly, the relationships between the women and girls with disabilities played
the key role in probing the experiences of girls with disabilities. Because thargirls
women with disabities hadexperienced similar discrimination, the women had the
insight to engage with the girls sympathetically. They shared their stories regarding
excluson as a way to develop their empathy with the gifllsey appreciatedi KS I A NI &4 Q
perspectives andecisions and gave them affirmation abdbeir abilities and
strengths.

In this study, we found that the women instructed enthusiastically and gave
thoughtful advice when the girls shared with the women about their difficulties. It was

important that thegirls feel safe and secure in the study. The sympathy and shared
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experiences of the women fostered an environment of safety, confidence, and growth.
One woman shared that she comforted her interviewee and tried to be the

Ay 0SNIDA S g S St wadgdtéciar thad héSwbiRen were capable of
engaging with the girls due to the fact that they experienced exclusion in their own lives
and could engage girls with disabilities in sharing these personal experiences. As such,
the engagement between wonreand girls with disabilities playe anportant role in

the monitoring process, and thisasconstructedpossibilities otheir collective activism.

Possibilities of Collective Activism

The engagement betweenamnen and gls with disabilitiess an ndispensable
part of the disability movement. They can increase their potential contributions to
promote the full enjoyment by people with diséibes of their human rights. In this
project, the women and girls have takarsignificant step towards makitlge rights of
people with disabilities real. Our study, which aimed to foster the inclusion of women
and girls with disabilities in the research process, offered opportunities for their
collective activism.

With essential trainings, women with disab#si can beomeactivists to builca
transnational frameworkor inclusive educatiom the future. By using knowledge and
skills provided from our project, they were able to participate in the research process
more fully. Their participation changed soa@#titudesabout girls and women with
disabilitiesin different ways (see, for instance, VTV4 broadcast regarding the visual work
of girls and women with disabilities).

This inspiring initiativetaken by womerand girlswith disabilitiesis the
forward-moving action that forms the foundation of our journey towards realizing social
justice. Through the opportunities to be involved in our project, they engaged with each
other in order to condct strategic missions in demandirguality and non
discriminationfor girls with disabilities, especially for those locatediisadvantaged
communities. They were aware of their roles as the Kayers in policy dialogues with
stakeholders The womermecognized that this project createxh opportunity for them
to leam from each other, including learning through interculturapesiences about
disability and gender. By giving recommendations for changes, the women
demonstrated their aspiration to reach an accessible education as well as an inclusive
society. One womawho was not able to go to school because of social barriers told her
vision:

LOR NI GKSNJ GKIFG Fff OKAfRNBY 6Syid (2
to live in poverty, so | had no access to education. | was so sad and wondered
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g K@ L defang i goto school. | hope that children with disabilities and
others who have to live in poverty can be facilitated to go to schadll)

Another woman gave very important recommendations about changing disability policy
and curriculum. She emphasi,

/| KFy3Ay3a GKS O2YYdzyAdGeQa | g NBySaa Gl 1Sa
communicational methods are at the root of social perceptions. The images of

people with disabilities in textbooks are miserable and pitiful. The media does

not portray thosewithd & 0 Af AGASa ay2NXIffteed t2fA08
their attitudes. People with disabilities should be invited to participate in the

policy making process to avoid unreasonable policies such as some of the

existing traffic policies, which do not taknto consideration citizens who live

with disabilities. Education policy remains exclusionér$)

She gave the example of an outdated policy. Most students with disabilities did not

agree with the policy that they now do not have to sit for an exargddo university

like others. Actually, they would like to participate in the exam with an accessible form.

Although policy makers promulgated it as a priority for people with disabilities, the

participant believed that they did not care about studentsivk RA &l 6 Af AGASaAQ TS
went on,

Social attitude is vital in laying the foundation of change. We need systematic

initiatives conducted from thgrassrootdevel, through ideological education. It

is problematic that people with disabilities appearstories or lessons

abnormally in social interaction. These portrayals promote charity approaches

rather than paving the way for equality. In the media, there should not be
SELINBaarzya fA1S GSEGNI 2NRAYIFNE LISNBEZ2YE 2
disabilities. People in society should consider disabilities as a difference like

issues of religion or race. | think it is a long jourr{e®)

Disabilities contributeo the identity of an individual. Thus, it is important to
maintain that people with dabilities are citizens of their communities, like everybody,
and thus deserve equal righasd quality of life. By envisioninghere sodl
transformation is needed, the womenmere vocal and@ctually gotinvolved in being a
part of that transformation. Clrly, with the different forms of activism engendered
within the MRGD project, local authoritiseemed to shownore support towardshe
education and equality fovomen and girls with disabilitieghe womersimultaneously
gave recommendations for our gext inits new phase.
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Recommendations coming out of the project as a whole

Taken together, this study hautitical implications for the research team in
addressinghe educational rights afirls and women with disabilities. The
recommendations of theigs and women with disabilities for the project were
instrumental for future research. It envisiongabssible directions for developing this
study into a new phase.

tFNOAOALI yi&aQ F8SRolI O]l FyR SgI f dz

In general, the women provided very positive feadk about their training in
relation to the research process. They gave advice about the research scope and
fieldwork organization. First, they thought that this project should be broadened to
other areas, especially in disadvantaged communities. A teaghie disabilities
recommended that there is a need to expand the project in other disadvantaged areas
outside of Hanoi. She believed that girls with disabilities are more likely to be excluded
in these areaglL.5)

Secondwhile the participants valueche work with girls with disabilities, they
Ffa42 &4dA3SadSR I ySSR (2 aiNBy3IGdkKSy I 3ISYyRSN
So as to address the challenges to inclusive education for both boys and girls with
disabilities. This means that the reseateam needs to critically examine disability in
the intersection with other marginalized identities such as gender, ethnicity and poverty
in Vietnam, as well as in the global contexts.

Third,the womenwould like to have more opportunities to practice the
methods. This demonstrates the need to sustain the training to build their capacity and
resources for inclusive educatiofRinally recommendations from DPO Bac Tu Liem
suggested that local DPOs and communities be more directly involved in the entire
research process to mobilize grassroots and community adlid4) These
recommendations are highly necessary for the research team so as to prepare for the
next phases of the project.

The recommendations of girls with disabilities suggest that the projadtico
benefit other girls in their community. All girls expressed their hope for change through
inclusion in school and community. At the policy dialogue with UNICEF, VNIES, and
ACDC, for instance, a girl with visual impairment said that she hoped her younge
generations could have access to school, and that the MRGD project could offer a
significant opportunity for the participation of girls withsaibilities in inclusive schools.
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