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Abstract 

Bangladesh is a signatory to international declarations that all children must have access 

to education and has introduced education policies to implement inclusive education in 

all schools. Despite the aim of the policies to build an inclusive society, widespread 

discrimination contributes to the exclusion of children with disability in Bangladeshi 

society. This study investigated how inclusive education is conceptualised in the 

Bangladeshi National Education Policy 2010 (NEP10) for children with disability by 

drawing together social theory, policy and educational practice. A close investigation of 

the NEP10 utilising Carol Bacchi’s WPR approach was undertaken. The theories of Sen, 

Slee and Spivak, in relation to inclusive education, led to a broader consideration of 

human rights, social justice and inclusion. Findings from policy analysis were 

supplemented by a small number of interviews undertaken in two villages. The research 

findings demonstrate that the conceptualisation of inclusive education must be 

complemented with a broader consideration of human rights, social justice and inclusion 

to strengthen inclusive education ideals. The imperative for the Government of 

Bangladesh to have access to richer evidence for the conceptualisation of inclusive 

education is suggested to reach the goals of Education For All by 2030. The study 

concludes by discussing the potential for NEP10 to uphold the ideals of inclusion and 

impact the rights of children with disability in Bangladesh. 

 

Keywords: Bangladesh, conceptualisation, borrowed policy, disability, exclusion, 

inclusive education, justice, rights, discrimination, subaltern. 
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Chapter 1: Introduction 

 Overview 

This chapter provides general contextual information to explain inclusive education at the 

transnational level and, more specifically, in Bangladesh. The importance of human rights 

and social justice perspectives on education is discussed. The history of Bangladesh and 

its education system is briefly outlined to contextualise the study. This is followed by a 

description of how the Government of Bangladesh (GoB) has conceptualised an inclusive 

education policy in the country. Having established the context for the study, the research 

question are then detailed. Following this, the overall structure of the thesis is outlined. 

 International Frameworks for Inclusive Education 

The signing of the United Nations Educational, Scientific and Cultural Organization 

(UNESCO) Salamanca Statement and Framework for Action on Special Needs Education 

(the Salamanca Statement) in 1994 led to worldwide educational reforms to enact 

inclusive education policies and extend the right to education for all citizens in signatory 

countries. Since then, education systems in those countries have undergone policy 

changes to reflect a governmental commitment to promoting inclusive and democratic 

education systems and eliminating discriminatory and authoritarian education systems.  

The issue of how to develop more inclusive forms of education had arguably become a 

great challenge for governments who pledged their support for the UNESCO-led 

Education for All (EFA)1 by 2015. Based on the premise of a human rights and social 

justice approach, the Salamanca Statement states (UNESCO, 1994, p.11): 

 

                                                           
1 The EFA movement is a global commitment to provide quality basic education for all people. The 

movement was launched at the World Conference on EFA in 1990, by United Nations Education and 

Cultural Organisation (UNESCO), United Nations Development Program (UNDP), United Nations 

Population Fund, formerly the United Nations Fund for Population Activities (UNFPA), United Nations 

International Children’s Emergency Fund (UNICEF) and the World Bank. Participants pledged to 

universalise primary education and massively reduce illiteracy by the end of the decade 2005–15. 

 https://unevoc.unesco.org/home/TVETipedia+Glossary/lang=en/filt=all/id=172 
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Inclusion and participation are essential to human dignity and to the enjoyment and 

exercise of human rights. Within the field of education, this is reflected in the 

development of strategies that seek to bring about a genuine equalization of 

opportunity. 

This vision of inclusion emphasises the viewing of people with disability with rights as 

capable of claiming those rights and making decisions about their own lives, based on 

their free and informed consent and being active members of society (Rieser, 2017; 

Unterhalter, 2013). The global education movement for the right to inclusive education 

is advocated by several other international statements, conventions, agreements and forms 

of legislation, including the Dakar Education for All Framework for Action (UNESCO, 

2000),2 Millennium Development Goals (United Nations, 2015)3 and the United Nations 

(UN) Convention on the Rights of Persons with Disabilities (2006) (UNCRPD).4 As a 

result, inclusive concepts have become an important component of the education policy 

agenda of signatory countries. Despite the signing of these agreements, exclusionary 

practices are deeply engrained in education systems globally and entrenched in social and 

educational practices in many countries (Slee, 2018). 

Inclusive education has been reported to be a significant way to help advance the post- 

2015 Millennium Development Goals (MDGs), now the Sustainable Development Goals 

2030, to make education available to everyone and address human rights and social justice 

issues such as equality and equity, recognition and discrimination (Chowdhury & 

Chakma, 2019; Ellis & Rowe, 2020; Vargas, 2017). International acts now shape 

inclusive education policies and practices in many countries. Many nations, including 

Bangladesh, have responded to the call for inclusive education to ensure that the learning 

needs of all their community members are addressed, and to put an end to exclusion.  

                                                           
2 At the 2000 World Education Forum in Dakar, 164 governments pledged to achieve Education for All 

(EFA) and identified six goals to be met by 2015.  

https://sustainabledevelopment.un.org/content/documents/1681Dakar%20Framework%20for%20Action.pdf 
3 The United Nations (UN) Millennium Development Goals (MDGs) are eight goals that in September 

2000, 189 UN Member States committed to achieving a set of eight goals to halving extreme poverty and 

hunger to promoting gender equality and reducing child mortality, by the target date of 2015. The MDGs 

have been superseded by the Sustainable Development Goals. https://www.sdgfund.org/mdgs-sdgs 
4 The United Nations Convention on the Rights of Persons with Disabilities (UNCRPD) is an international 

human rights treaty to protect and promote the human rights of disabled people. In 2006, the United Nations 

Convention on the Rights of People with Disabilities (CRPD) surpassed the Salamanca Statement, replacing 

its commitment with a legally binding obligation. The CRPD provides an authoritative framework for 

thinking about policy and practice reform. https://www.un.org/development/desa/disabilities/convention-

on-the-rights-of-persons-with-disabilities.html 
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 Background of the Study 

Strong evidence exists to show that by providing educational opportunities to everyone 

irrespective of age, disability, caste, creed and ethnicity, it is possible to promote an 

equitable and just social system (Ellis & Rowe, 2020; Okeowhor et al., 2019; Sen & 

Tasioulas, 2018). Education supports individual rights, it is an essential tool for 

development (Appiah, 2017; Banks et al., 2017; Sen, 2000). It opens doors for individuals 

and communities (Armstrong et al., 2010; Roy, 2018), and offers freedom for all. It is a 

path by which a country can emancipate itself from discrimination, poverty and 

exclusionary practices (Datzberger, 2018; Frank, 2018; Slee, 2008; 2011). In particular, 

children with disability and marginalised communities can be empowered (Eryong & 

Xiuping, 2018; Slee, 2014). 

Conversely, exclusion from the society of children with disability, and discrimination 

against them in developing countries have been shown to significantly impede the success 

of poverty reduction strategies. Exclusion segregates children with disabilities and their 

parents from society. The effects of educational exclusion also create psychological, 

emotional and economic pressure on children with disability and their families 

(Akyeampong, 2019; Carrington et al., 2019; Slee, 2018, 2019). 

 Human Rights, Social Justice and Education 

Advocates for human rights and social justice in education highlight that discrimination, 

marginalisation and exclusion are not the responsibility of individuals but rather of how 

a society is structured, and the systems in society (Carrington et al., 2019; Chand & Karre, 

2019; Slee, 2013). The denial of rights, lack of provision of basic human needs and 

absence of access to resources and support services contribute to discrimination, injustice 

and perpetuation of undemocratic principles. Other major consequences of exclusion are 

inequality, marginalisation, caste systems and systemic barriers that leave groups of 

people without a choice or recognition within their communities. These external forces 

create societal conditions that have far-reaching effects on individuals and society. Not 

only does exclusion limit individuals’ capacity to produce, grow and be empowered but 

it also exerts a significant influence, in particular, on the economic development of a 

country. From this perspective, fairness and impartiality in education is vital for 

developing countries to establish social equity, uphold democratic ideals and emancipate 
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themselves from discrimination and exclusionary practices (Tromp & Datzberger, 2019; 

UNESCO, 2018a). 

A United Nations Department of Economic and Social Affairs report shows that 90 per 

cent of the world’s total rural population lives in Africa and Asia (United Nations, 2018). 

Rapidly evolving conditions—for example, migration from rural to urban areas, 

displacement, technological innovation, climate change and urbanisation—have driven 

significant educational reform and change in developing countries (Eryong & Xiuping, 

2018; Williams, 2018; Wu & He, 2017). Global partnerships between developing 

countries and donors such as the International Monetary Fund, UNESCO, United Nations 

International Children's Emergency Fund (UNICEF), World Health Organisation 

(WHO), have been strengthened as nations redefine how they respond to differences in 

ability, ethnicity and culture. Unfortunately, the very large number of education 

stakeholders who live in rural and remote areas in developing countries often remain 

ignored as the focus of policy initiatives. They are discriminated against and not 

recognised (Okwayn & Kamusiime, 2017; Trivelli & Morel 2020). 

Human rights and social justice have been associated with the ideals of inclusive 

education that can reduce discrimination and promote rights, equality, equity, acceptance, 

recognition and belonging in society (Ainscow, 2020; Jiménez-Ramírez et al., 2020; 

Rizvi, 2017; Sen, 1999; Slee, 2018). The empowerment of vulnerable communities and 

their participation in economic development have shown to have huge positive impacts 

on communities. Social exclusion can be targeted and an equitable and just social system 

promoted (Armstrong et al., 2010; Poveda & Roberts, 2018). This means that providing 

the same educational opportunities to everyone irrespective of age, disability, caste, creed 

and ethnicity, and a system that is fair and impartial and supports individual rights, can 

open doors for individuals and communities. Importantly, social exclusion can be reduced 

(Okeowhor et al., 2019; Sen & Tasioulas, 2018). However, the success of inclusive 

education will require practical solutions to problems such as its effective 

conceptualisation to eliminate exclusionary pressures that restrict the equal participation 

of all community members (Ainscow, 2005; Akyeampong, 2019; Slee, 2018). 

Discrimination, marginalisation and exclusion of people with disability in developing 

countries have been shown to impede the achievement of the Education For All (EFA) 

goals (UNESCO, 2018b). Illiteracy further isolates those with disabilities and their access 



5 

to education and employment become limited (Olk, 2019; Rahman, 2020; Vargas, 2017). 

Educational exclusion has the potential to bring psychological, emotional and economic 

pressure. This is especially true for children with disability and their families who live in 

rural and remote areas (Akyeampong, 2019; Carrington et al., 2019; Davie, 2015).  

However, there is evidence that inclusive education is a complex issue (Armstrong et al., 

2011; Foreman & Arthur-Kelly, 2017; Slee, 2011, 2018). The debates around what 

inclusive education entails has been controversial and challenging. The conceptualisation 

of inclusive education from the human rights and social justice perspective has led to 

differing policies and outcomes among countries that has impacted its success (Boyle & 

Anderson, 2020; Schwab et al., 2018; Slee, 2011). In addition, there are still diverse 

opinions among education stakeholders about the suitability of inclusive education 

approaches for all children (Krischler et al., 2019). Exclusion and segregation continue to 

dominate inclusive education policy although huge strides have been made worldwide to 

address equal access to education for all children, including those with a disability (Boyle 

& Anderson, 2020). A failure to identify the causes of exclusion and establishing rights, 

equality, equity and non-discrimination, and reducing the policy gaps has shown to 

impact inclusive education policy (Potter, 2019; Slee, 2013, 2018).  

Given the complexities and uncertainties, the conceptualisation of inclusive education is 

likely to raise issues for developing countries, such as Bangladesh, where approximately 

17.5 million children with disability and special needs live (Asaduzzaman & Iqbal, 2018). 

In addition, the prevalence of inequality in terms of access to local schools, restricted 

social mobility and limited employment prospects have shown to persist in Bangladeshi 

society (Rieser, 2017). For those with a disability, Bangladeshi society is a place of 

restrictions, barriers, battles and unrewarding experiences. Children with disability face 

negative attitudes, stigmatisation and ignorance, as do their parents. Their rights to 

education and employment are curtailed (Bin Wares, 2019). 

The inclusive education movement has made significant headway through the 

conceptualisation of the National Education Policy 2010 (NEP10). Coupled with the need 

to comply with international commitments to achieve the EFA and the Sustainable 

Development Goals (SDGs)5 by 2030 (United Nations, 2015a), the Government of 

                                                           
5Building upon the experience and lessons learned of the previous MDG Achievement Fund (2007-2013), 

the SDG Fund intends to act as a bridge in the transition from MDGs to SDGs to achieve a sustainable 
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Bangladesh has shown its commitment to provide education for all its citizens and prevent 

discriminatory practices in society: 

Equal opportunities will be created to ensure access of all children to primary education 

irrespective of ethnicity, socio-economic conditions, physical or mental challenges and 

geographical differences. This is the Constitutional responsibility of the state. (NEP10, 

pp. 4–5) 

 Rationale for the Study 

The rationale for this study is both professional and personal. The professional aspect 

refers to the undertaking of this PhD-level investigation. 

 Gaps in the Literature 

Some researchers have observed that inclusive education in Bangladesh is at an early 

stage of development (Khan et al., 2015; Lamichhane & Kawakatsu, 2015), which 

suggests that relevant policy is still in its infancy and in want of nurturing, while a recent 

study has argued for the restructuring of the inclusive education policy that was enacted 

12 years ago (Rouf, 2021). Several other Bangladeshi studies have reported on access, 

equity and policy (Anis & Akhter, 2011; Beutel et al., 2019; Chowdhury & Sarkar, 2018; 

Rahaman, 2017) but has given little attention to the education for children with disability 

living in rural areas (Begum et al., 2018). An extensive review of the literature revealed 

that very few studies have been conducted on how inclusive education is conceptualised 

in Bangladeshi education policy. None to date have adopted Carol Bacchi’s (2012) 

‘What’s the Problem Represented to Be’ (WPR) approach to analyse Bangladeshi 

education policy to investigate how the problem of inclusion is represented, the 

underpinning presuppositions, silences, and effects of these problem representations, nor 

whether the inclusive education is achieved. Furthermore, more recently, concerns around 

the conceptualisation of inclusion by governments have been raised in international 

studies that investigate who is included or excluded from education, and why (Krischler 

et al., 2019; Larsen et al., 2019; Mutanga, 2018). This means that the creation of an 

                                                           
and inclusive world post-2015 through its integrated and multidimensional joint programmes. The 

Sustainable Development Goals (SDGs) are a plan to build a better world for people and our planet by 

2030. SDG 4 aims to ensure inclusive and equitable quality education and promote lifelong learning 

opportunities for all. 
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equitable education system for all students, including those with disability, should involve 

a critical analysis of how inclusion is articulated and communicated within the key policy. 

As a result, the present study was based on the following research question. 

 Research Question 

This investigation aims to make a contribution to knowledge about how education can be 

more inclusive for students with disability in rural Bangladeshi schools. The research 

question that guided this study is: 

How is inclusive education conceptualised in Bangladesh? 

To gauge how inclusive education is conceptualised in Bangladesh and to understand to 

what extent the needs of the children with disability are incorporated into inclusive 

education policies is crucial. This is a step toward understanding what influences this 

incorporation and leads, or not, to equitable access to education. If the specific needs of 

children with disability are not evident or are seen as a separate issue in a national 

education policy, questions are raised about how their needs can be addressed. Thus, it is 

of interest to determine the extent to which all children with disability are included in 

Bangladesh’s inclusive education policy document in order to advocate for their rights. 

In addition, rural Bangladeshis account for well over half of the total population (Moore, 

2020). An unequal society faces significant challenges in reducing poverty, and the goal 

of leaving no one behind in education is likely to be unachieved by 2030. Local 

perspectives and knowledge have the capacity to help develop a better understanding of 

policy (Carrington et al., 2019; Parpart & Parashar, 2019). Therefore, recognising and 

valuing the perspectives of this large section of society seems critical (Parpart & Parashar, 

2019; Smit & Nel, 2018).  

Since the Government of Bangladesh committed to the Salamanca Statement in 2001, 

considering the viewpoints of the researchers described above and the gaps in the 

literature, the present study investigated inclusive education in Bangladesh as there is a 

need to understand how a borrowed international policy has been conceptualised to 

addresses the needs of children with disability. This research investigates the NEP10 and 

the experiences of a small number of rural education stakeholders with inclusive 
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education for children with disability. The study is a theoretically-informed policy 

analysis with some supplementary interviews. 

 Significance of the Study 

This investigation represents a contribution to knowledge by undertaking a theoretically-

informed analysis of inclusive education policy documents. One of the most important 

contributions of this research, unlike other Bangladeshi studies, is the employment of 

theories. This approach aims to inform future research.  

This research applies Bacchi’s WPR approach to analyse the Bangladeshi National 

Education Policy 2010. This policy is relevant because it clearly mentions ‘Ekibhuto 

Shikkha’ (Inclusive education) which is not evident in succeeding education policies. It 

draws together social theory, policy and educational practice to understand inclusive 

education and its conceptualisation by Bangladeshi education stakeholders. The study 

draws on three key theorists: Amartya Sen, Gayatri Chakravorty Spivak and Roger Slee, 

who advocate for the establishment of inclusive practices in a society, where everyone 

belongs, is valued, is recognised, is accepted, has the rights and can gain equal access. 

Without this, they argue, a society can never claim to be inclusive. The three theories 

enabled an investigation of issues that affect human rights, social justice and inclusive 

practices in Bangladesh. In this study, human rights and social justice is considered and 

discussed in the context of, equality, equity, recognition, belonging, acceptance, 

representation and non-discrimination. 

This theoretically informed investigation of inclusive education in Bangladesh theorises 

about the education of children with disability and the needs of the children that the 

NEP10 is serving. The study builds knowledge of how Bangladesh can better engage with 

an international education policy. The research has relevance in the international context 

and global commitment to inclusive education. This study addresses some critical issues 

that may be encountered by children with disability in other developing countries. 

Further, this study may serve to contribute to a growing body of literature that seeks to 

understand the conceptualisation of a borrowed policy in developing countries. It is hoped 

that this study will be useful for further studies on the inclusion of children with disability 

in regular schools in Bangladesh. 
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 Thesis Overview 

This section provides an overview of the research. The first chapter has provided the 

background and rationale for the study. The links between education and development 

are described, the research question are introduced and the significance of the study is 

outlined.  

Chapter 2 introduces Bangladesh, its social class structure, achievements and aspirations. 

From here the Bangladeshi educational context focusses on significant international 

treaties and legislation that have influenced the development of inclusive education 

policies. The chapter provides an outline of Bangladeshi education policies. A brief 

discussion of the NEP10 is provided to demonstrate Bangladesh’s commitment to 

international policy compliance and rationale for choosing this policy 

Chapter 3 analyses the scholarly literature pertaining to inclusive education. The literature 

review extends to policy and theoretical perspectives. The complexities around the 

conceptualisation of borrowed international policy in developing countries are discussed. 

Chapter 4 mainly focusses on the theories of social justice, development and capability 

by Amartya Sen (1979, 1999, 2000, 2011), the subaltern theory by Gayatri Chakravorty 

Spivak (1988) and the inclusion/exclusion theory by Roger Slee (2011, 2013, 2018, 

2019). These theories draw together social theory, policy and educational practice and 

helps understand the conceptualisation of inclusive education in developing countries 

with a focus on human rights, social justice and exclusion. 

Chapter 5 outlines the methodological approach used in the study reported in this thesis. 

An overview of the philosophical stance of the researcher and the questions that guided 

the research is provided. The analytical approach to examining policy by adapting Carol 

Bacchi’s (2012) ‘What’s the Problem Represented to Be?’ (WPR) approach around 

inclusive education in Bangladesh is outlined. The theoretical exploration of policy is 

supplemented by interviews conducted in rural Bangladesh. The method and procedures 

for analysing the interviews are presented. Geographical and demographic information 

about the location of the fieldwork is provided and discussed. The chapter describes the 

participants and the researcher’s role in the study. The chapter concludes with ethical 

obligations considered for the study.  
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Chapter 6 provides a detailed discussion of the analytical process. The chapter provides 

information about the understanding of a borrowed international policy and its 

conceptualisation within Bangladeshi context. The chapter employs the ‘What’s The 

Problem Represented to Be (WPR)’ approach (Bacchi, 2012) to know how the ‘problem’ 

of inclusion is represented, and the underpinning presuppositions, silences, and effects of 

these problem representations and whether the intended outcome is achieved. The 

analysis of policy provides a greater understanding of the ‘deep conceptual premises’ on 

which policies are built (Bacchi 2009, p. xix) in Bangladesh. The chapter then investigates 

education stakeholder perspectives from a small number of interviews conducted in two 

rural areas. 

Chapter 7 discusses the findings from the analysis of policy and some interviews about 

the educational inclusion of children with disability in Bangladesh. The findings are 

distilled using an amalgam of three theories and the key literature reviewed to understand 

the main outcomes. 

Chapter 8, the final chapter, concludes the thesis by summarising what the study sought 

to investigate and its contribution to knowledge. The research identifies how inclusive 

education is conceptualised in Bangladeshi policy. It identifies policy silences, and issues 

that have yet to be overcome to achieve the EFA goals by 2030 (UNESCO, 2017). 

Further, it offers some insight into how the education policy for children with disability 

in the Bangladeshi context could address their needs, by proposing future research. This 

chapter draws together the arguments presented in Chapters 2, 3, 5 and 6. How successful 

Bangladesh has been in the conceptualisation of inclusive education is also addressed.  

This chapter has introduced the background and rationale for the study and provided an 

overview of the chapters that follow. The next chapter introduces Bangladesh and the 

context for this study. 
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Chapter 2: Setting the Scene 

To set the scene for this study, some general information is provided to explain education 

policy implementation at the national level and, more specifically, inclusive education 

within Bangladesh. This is followed by a brief discussion about the motivation behind the 

study. Then, the history of Bangladesh and the study context is outlined in order to 

contextualize the study. This background provides the rationale for why I have chosen to 

focus mainly on three theoretical perspectives for this research. I return to these at the end 

of this chapter. Finally, how the Bangladeshi government supports the education of 

children with disability is outlined. 

 Motivation for the Study 

Exclusion is widespread in Bangladesh, especially among those who live in rural and 

remote areas, and those with disability. A United Nations Report (2017) on Bangladesh 

shows that the exclusion of marginalised people from education and economic activities 

contributes to increased poverty. Conversely, the education, employment and 

development of marginalised communities has been shown to significantly reduce 

poverty and contribute to individual and economic development (United Nations, 2017). 

It was in this context that my curiosity about rural Bangladeshis became stronger. I 

became particularly interested in how inclusive education policy was conceptualised in 

rural Bangladesh. 

My work in the Ministry of Education (MoE) and the Directorate of Secondary and 

Higher Education (DSHE) in Bangladesh has taken me to multiple cities, rural areas and 

offices. A lack of access to education for children with disability was evident. Negative 

attitudes of teachers and parents, uncooperative school administrators, inflexible 

curriculum, superstition, stigma and most importantly, a rigid top-down hierarchal social 

structure also seemed to operate within the daily practices in society. This showed signs 

of structural inequalities and restrictions to education and exclusion.  

As an officer at the MoE, I took the opportunity offered by the European Commission to 

study special education needs at the University of Roehampton, London. A requirement 

of the course was to live and study in the Netherlands and the Czech Republic for several 

months each. This gave me the opportunity to visit inclusive schools in three developed 
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countries. It was during these visits that I reflected on Bangladeshi schools for children 

with disability. My study and experiences in these developed countries and subsequent 

interaction with the literature introduced me to the concepts of inclusive education and I 

became interested in this field of study.  

As my reading of the literature developed my understanding, I also became concerned 

about the education of children with disability in Bangladeshi regular schools. It was 

particularly important for the Government of Bangladesh to achieve the EFA goals 

(UNICEF, 2016) by 2015 as receipt of international funding for the country’s 

development was dependent on this. I was interested to know about inclusive education 

and how Bangladesh perceives this international policy. This became my research 

odyssey. 

 The Bangladeshi Context 

Every country has its own story about inclusive education, so does Bangladesh. Two 

decades after the signing of the Salamanca Statement, many countries are struggling to 

reach the 2030 EFA goals (UNESCO, 2017b). For Bangladesh, the struggle appears to be 

accompanied by significant and wide-ranging issues, specifically, having to deal with the 

influx of close to one million Muslim minority people from neighbouring Myanmar since 

2017. This Rohingya exodus has been shown to burden the Government of Bangladesh 

with the responsibility of meeting the basic needs of this refugee community while 

providing its own children with access to formal education (Reid, 2020). Providing 

education to all children including non-Bangladeshi citizens, and dealing with the 

challenges associated with the conceptualisation of a borrowed international policy, 

require deeper knowledge. According to the vision of EFA and to understand the realities 

of the practices of inclusion, it is imperative to consider the research question:  

‘How is inclusive education conceptualised in Bangladesh?’ 

To set the scene for this study, a brief introduction to Bangladesh is provided. This 

background provides the rational for why I have chosen the three theoretical perspectives 

for this research. I return to these at the end of this chapter. 
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 The Research Location: History and Demography 

Before 1947, Bangladesh and Pakistan were part of India and therefore, were also British 

colonies. With the ending of nearly 300 years of British Colonial rule in 1947, the 

Partition of India occurred, and India and Pakistan were formed (Rana, 2019; Wolf, 

2017). Between 1947 and 1971 Bangladesh was known as East Pakistan. On 

21 February 1952, East Pakistan (Bangladesh) revolted against West Pakistan (Pakistan), 

demanding official status be given to the Bangla language. The revolt ended with the 

killing of many university student protesters by the West Pakistani police. This led to 

continued civil unrest in the coming years. The incident paved the way for the Bangladesh 

War of Liberation and led to UNESCO declaring 21 February as International Mother 

Language Day in 1999 (UNESCO, 2019); which was recognised by the UN in 2008 (Al-

Mubarak, 2015). After a nine-month war with West Pakistan (now Pakistan), Bangladesh 

became independent on 16 December 1971 (Rana, 2019; Wolf, 2017). 

Bangladesh is the eighth-most populous and densely populated developing country in 

South Asia, with 167.6 million people (Census and Economic Information Center, 2020) 

residing in a landmass smaller than that of Victoria, Australia. Dhaka, the capital and 

largest city, has 10.3 million residents (World Population Review, 2019). The country is 

surrounded by India on three sides and the Bay of Bengal on its southern side. It has the 

world’s largest mangrove forest (Sundarbans) and the longest natural sea beach (Cox’s 

Bazar) (UNESCO, 2018a). Bangladesh abounds in natural beauty but is prone to natural 

disasters like floods and cyclones because of its low-lying position. 

Bangladesh is a Muslim-majority nation, and also has Hindu, Christian and Buddhist 

citizens. Two per cent of the total population are tribal people. They have their own 

cultures, traditions and languages. Some of these tribes do not have written scripts. They 

are known as ‘Adivasi’ or ‘Pahari’, and constitute Indigenous and ethnic minorities in 

Bangladesh who have a low level of literacy and limited access to education, information 

and social services; and who live in poverty (Murmu, 2019). 

 Bangladesh: Social Class 

The colonial history of Bangladesh has in many ways affected the country’s culture, 

tradition, language, education, politics and how the Bangladeshi social system operates 

even today (Islam, 2021). In Bangladeshi society, class is determined by various factors 
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that are not limited to one’s family background, income, occupation and education. 

Political affiliation or connections, economic success and the accumulation of wealth and 

property are significant factors that expresses power and prestige. The dominance of the 

khomotabaan (the powerful, e.g. politicians, military, bureaucrats, wealthy and 

aristocrats) and shohorbashi (city dwellers, belonging to the elite and upper middle class) 

over the moddhobitto (middle class), nimno modhdhobitto (lower middle class), goreeb 

(poor), geyo or grammo (villagers, unenlightened), bosti bashee (slum dwellers) and 

ochchut (untouchables) is evident in society (Hossain, 2017; Islam et al., 2014, p. 11). 

The ochchut have the lowest social standing. They are discriminated against in 

Bangladeshi society. Therefore, they remain excluded from development opportunities. 

Class distinction in Bangladeshi society creates divisions or hierarchies of advantage and 

influence over others. Ali et al. (2015) describe how minorities and untouchables are 

forced to study in segregated schools. They have limited employment opportunities and 

wages. This kind of behaviour and attitude demonstrates an absence of rights and social 

justice for these people. It reflects a highly unequal society and the existence of a highly 

complex social and cultural structure. Table 2.1 summarises the social hierarchy in 

Bangladesh. 

It is quite common that people with wealth and political networks, high social positions 

and personal relationships with rich, powerful and famous people, come from educated, 

well-known families who are able to exploit the marginalised and make decisions that 

serve their own purpose (Ruud, 2020).  

Table 2.1: Social Class in Bangladesh 

Upper class This social class is composed of the powerful, the wealthy and the 

educated. They constitute 2 per cent of the total population; 

examples are politicians, CEOs, industrialists and defence service 

officers. 

Middle class The middle class is divided into upper, middle and lower middle 

class according to level of education, wealth and prestige. There are 

overlaps in terms of wealth, property and family background. The 

upper middle class constitutes 28 per cent and the middle and lower 

middle class together constitute 30 per cent of the total population. 

The upper middle class are usually highly educated, white collar 

professionals with a high income and a number of properties; 

examples include doctors, lawyers, bureaucrats, university teachers, 

educators and high-ranking government officials. 



15 

The middle class are generally educated professionals with 

comparatively lower income and ownership of less property than the 

upper middle class. 

The lower middle class are people in blue collar jobs who are less 

educated people and own limited property; examples include small 

business owners, rural schoolteachers, office staff and non-gazetted 

civil, defence and protective service personnel.  

Poor This class of people are usually illiterate or have few literacy skills. 

They form 40 per cent of the Bangladeshi population and are 

engaged in manual jobs; they include farmers, fishers, rickshaw 

pullers, street vendors and workers in construction, maintenance and 

factories. Minority6 groups such as the Dalit and Bihari 

communities, and Indigenous people, are also in this social class. 

Source: https://www.academia.edu/4105973/Modern_Society_and_Stratification_in_Bangladesh. 

 Bangladesh: Achievements 

Bangladesh has made significant progress in combatting poverty, population growth, 

infant and child mortality, and polio since its independence (Guha, 2020; Trines, 2019, 

World Health Organisation, 2015). It emerged from a least developed country as a low–

middle-income country (The World Bank, 2020). The microcredit system introduced by 

Professor Mohammed Yunus made Bangladesh a role model for reducing poverty and 

empowering women (Kandulu et al., 2019; The World Bank, 2020; Wykstra, 2019). The 

country is the world’s second-largest garment manufacturing hub and textile exporter 

after China (Trines, 2019). Bangladesh has achieved gender parity in primary and lower 

secondary education (Anis & White, 2017; Nazeer, 2018; Rahman, 2020). More 

remarkably, girls’ and women’s education has gained significant ground through the 

UNICEF-funded Meena Communicative Initiative project (Anis & White, 2017), the 

Compulsory Primary Education Act 1990(MoE, 2010), the Food for Education program 

19937 (Meng & Ryan, 2010) and the Female Secondary Stipend Program.8 Bangladesh 

                                                           
6 The Dalit community, Indigenous people and Biharis. https://minorityrights.org/country/bangladesh/ 
7 The Food for Education (FFE) program was introduced in Bangladesh in 1993. The FFE program provides 

a free monthly ration of rice or wheat to poor families, if their children attend primary school. The goals of 

this program are to increase primary school enrolment, promote attendance, reduce dropout rates and 

enhance the quality of education. Over the years, the FFE program has largely fulfilled its objectives of 

increasing school enrolment, promoting school attendance and preventing dropout. 
8 The Female Secondary School Stipend Project in Bangladesh was established in 1982 to increase girls’ 

enrolment in secondary school, thereby delaying marriage and childbearing. This project gave tuition and 

stipends to all girls in low-literacy areas of Bangladesh to help those in the poorest areas attend secondary 

school and graduate from Grade 10. As a condition for receiving the stipends, girls had to maintain 

satisfactory grades and attendance, and parents had to agree to delay their daughter’s marriage. 
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is regarded a world leader in pioneering education partnerships between government and 

non-government organisations (Global Education Report, 2013). 

 Bangladesh: Education Policy 

The Ministry of Education (MoE) and the Ministry of Primary and Mass Education 

(MoPME) are responsible for the implementation of the Government of Bangladesh’s 

education policies to achieve the EFA goals. The MoPME offers education to children up 

to the end of primary-level; that is, Class 5.  Secondary level education from Class 6–12 

is provided by the MoE. 

While inclusive education is on the agendas of both these ministries, the responsibility 

for children with disability and special needs lies with the Ministry of Social Welfare 

(MoSW). As this ministry is not concerned with achieving the EFA goals, this has 

resulted in such education being siloed away from those in charge of education in general. 

The role of the MoSW is to provide specific services to marginalised communities to 

reduce poverty (Ministry of Social Welfare, 2001). Some of these services include social 

protection and security, training and rehabilitation, counselling, destitute allowances and 

empowerment through the dissemination of information about rights. Children with 

disability mostly receive education through special schools and integrated programs at a 

few government schools (Olk, 2019). 

EFA is prominent in Bangladeshi education acts and policies. Government legislation 

enshrines inclusive education. Article 17 of the 1972 Bangladesh Constitution states that 

effective measures will be adopted: (a) establishing a uniform, mass-oriented and 

universal system of education, and extending free and compulsory education to all 

children and, (b) relating education to the needs of society to remove illiteracy and 

produce trained and motivated citizens. This resonates with Article 26(1 & 2) of the 

Universal Declaration of Human Rights (UDHR) (United Nations, 2015b). Article 19(1), 

(2) of the UDHR upholds the equality of opportunity and the adoption of effective 

measures to ensure equitable distribution of resources among a country’s citizens. In 

particular, Article 19(2), Article 28(1) and Article 28(3) stipulate non-discrimination, on 

any grounds, regarding access to any public place or educational institution. 

The first Bangladeshi education policy was developed in 1974 by the Dr Khudrat-e-

Khuda Commission, led by renowned scholar, Dr Khudrat-e-Khuda. This education 
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policy failed to progress because of serious ongoing political conditions that engulfed the 

country for the next few years. Several education commissions were formed successively 

from 1975—including the Mazid Khan Education Commission in 1983 and Bangladesh 

National Education Commission in 1987—but even their associated acts, such as the 

Interim Education Policy 1978, failed to be introduced.  

From 1990 to 2013, Bangladesh initiated many education acts and policies that brought 

significant changes and improvements to the education sector. Table 2.2 presents an 

outline of those enacted acts and policies, whose objectives have been to mainly bring 

quality changes to the education system, reduce poverty and meet the demands of 

international funding organisations (MoE, 2010). 

Table 2.2: Education Policies, Acts and Legislation in Bangladesh Since 1990 

Year Policy/Act/Legislation 

1990  Compulsory Primary Education Act  

1992–2000, 2003–15  EFA National Plan of Action I and II  

1994 National Child Policy 

1995 National Disability Policy 

2000 National Education Policy 

2001 Persons with Disability Welfare Act 

2005 Social Welfare Policy and Disability 

2006 National Action Plan on Disability 

2006  National Non-Formal Education Policy  

2010  National Education Policy  

2011  National Skill Development Policy  

2011  National Children Policy, National Women Development Policy  

2011–15  The Sixth Five-Year Plan  

2011–21  Vision 2021/Perspective Plan  

2013  Comprehensive Early Childhood Care and Development  

2013 Disabled Persons Rights and Protection Act  

2013  Education Act (Draft)  

2014  Non-formal Education Act  

Source: MoPME, Bangladesh (2014) 
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Bangladesh also pledged support for EFA (UNESCO, 1990), the Salamanca Statement 

(UNESCO, 1994), the Biwako Millennium Framework for Action (United Nations 

Economic and Social Commission for Asia and the Pacific, 2002) and the Dakar 

Framework for Action (UNESCO, 2000). Bangladesh was one of the first countries to 

ratify and enforce global documents with a view to ensuring educational inclusion of 

every child and protecting the rights of children with a disability under the United Nations 

Convention on the Rights of the Child (UNICEF, 1989) and the UNCRPD (UN, 2006). A 

comparative policy summary is provided in Table 2. 3. 

Table 2.3: Comparative Policy Summary 

International Policy Bangladesh Policy 

1989 Convention on the Rights of the 

Child 

1990 Compulsory Primary Education Act  

1994 Salamanca Statement 1995 National Policy for the Disabled 

2000 Dakar Framework for Action 2001 Bangladesh Disability Welfare Act  

2006 UNCRPD 2010 National Education Policy  

2013 Disabled Persons Rights and  

Protection Act  

2016 National Education Act (draft) 

2018 Fourth Primary Education 

Development Program (ongoing) 

2019 Integrated Special Education Policy  

Source: UNICEF (2021) 

The comparative policy summary shows that education for children with disability has 

increasingly gained currency in government policies and initiatives for education in 

Bangladesh. In support of the international trend of inclusion, the Government of 

Bangladesh enacted the Disability Welfare Act 2001 (MoE, 2010) and the Disabled 

Persons Rights and Protection Act 2013 and the Integrated Special Education Policy 

2019. These acts provide legislative support to promote the protection of rights and equal 

opportunity for those with disability.  

The commitment to providing education to all is reflected in the conceptualisation and 

development of projects including the Reaching Out of School Children program (ROSC 

I, II) (Directorate of Primary Education, 2020) and the Primary Education Development 

Program (PEDP I, II, III, IV) (Directorate of Primary Education, 2020). These projects 
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are undertaken by the MoPME and funded by international donors such as Asian 

Development Bank (ADB), Japan International Cooperation Agency (JICA), Department 

for International Development (DFID), UNESCO, UNICEF, United States Agency for 

International Development (USAID) and the World Bank. As an intervention program 

conceived by the Bangladeshi government (The World Bank, 2016) and operated by the 

Ministry of Primary and Mass Education, ROSC has provided primary education to out-

of-school children in targeted under-served upazilas (sub-districts) by facilitating access 

to formal primary education with grants to learning centres and education allowances, 

especially for the disadvantaged children (The World Bank, 2010). This project also 

provided alternative education9 to out-of-school children living in urban slums in 8 cities 

and pre-vocational training to school drop-outs and adolescents. “Ananda Schools” 

(Ananda meaning joy in English) were set up targeting 60 upazilas out of a total of 460 

rural upazilas in Bangladesh. The upazilas selected were based on poor performance on 

the following indicators: (a) net enrolment rates (b) the gender gap in enrolment; (c) the 

primary cycle completion rates, and (d) poverty levels (Ahmed, 2006). The main focus 

of PEDP I, II, III and IV projects has been on infrastructure development and school 

facilities improvement since 1997. PEDP IV is currently operating and will cease 

operation in June 2023 (Centre for Research and Information, 2019). 

 National Education Policy 2010 

With the NEP10, the aim is to eliminate all forms of discrimination against marginalised 

and socially excluded people to promote inclusive education (MoE, 2010). Another aim 

is to prevent socially excluded children and students with disability from dropping out of 

school by ensuring a 100 per cent enrolment rate and attendance up to Year 12. To achieve 

these aims, the NEP10 states that all children have equal access to their local school with 

support services reaching out to children with disability and underprivileged children 

(Ministry of Education, 2010, p. 5). Building schools and providing educational 

                                                           
9 The alternative education program aimed at resisting the drop out of children from slum school areas 
by an accelerated model syllabus to appear in a formal examination at the end of Class 5. The curriculum 
included painting and drawing, drama, story book reading, songs. This program was a blend of formal 
education with non-formal means of delivery to the young learners, providing them with an opportunity 
to complete grade five and transition to secondary education. 
https://dpe.portal.gov.bd/sites/default/files/files/dpe.portal.gov.bd/publications/dff9a5f1 f974 4da5
98ce 3b8348e05ce0/ROSC-II%20SIMF%20July%2029,%202012(Revised%2015Aug).pdf 
https://bitactg.org/present activities/test/ 
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opportunities to socioeconomically marginalised children from slums, hilly, remote and 

wetland areas has been prioritised (NEP10, p. 8). 

Equally, the policy seeks to empower all children to be successful academically and in 

their social life by catering to their needs. For this purpose, the publication of textbooks 

in Indigenous languages and the recruitment of teachers from the relevant ethnic 

background has been emphasised (NEP10, p. 8). Over and above this, addressing 

disparity between rural and urban schools has been stressed (Ministry of Education, 2010, 

p. 9).  

In addition, the NEP10 was strengthened in 2011 to uphold the rights and entitlements of 

children with disability in Articles 6.8 and 6.9 (Ministry of Women and Children Affairs, 

2011). The Government of Bangladesh endorsed the National Children Policy 2011, and 

the Rights of Persons with Disabilities Act 2013 and Education Act 2013 were then 

enacted. The principles of the National Children Policy 2011 are focussed on, 1) Ensuring 

child rights in accordance with the constitution of Bangladesh, Child Act and 

International Charters/ Conventions, 2) Poverty alleviation, 3) Elimination of all forms of 

child abuse and discrimination, 4) Elimination of all forms of abuse of and discrimination 

to female child and 5) Participation of the children and accepting their views for their 

protection. The Rights of Persons with Disabilities Act 2013 and Education Act 2013 

emphasise inclusive values and practices to address the rights and needs of children with 

disability. However, the term, ‘inclusive education’ is not clearly stated or conveyed in 

these policies either in English or Bangla although they show a strong commitment by 

the Government of Bangladesh to achieve the post-2015 EFA goals (UNESCO, 2017b) 

and sustain the pressure to prioritise education within the aid budgets of donor countries 

(Global Education Report, 2013; Wood, 2020). Equal access to education for all children 

with disability in every school in Bangladesh is highlighted. But the scope for special 

education in segregated schools also exist in the National Children Policy 2011, the 

Rights of Persons with Disabilities Act 2013 and Education Act 2013 (Ministry of Law, 

Justice & Parliamentary Affairs, 2019). As a result the NEP10 document remains the most 

relevant to inclusive education policy in Bangladesh. 

Despite the strengths of the NEP10, the educational exclusion of children with disability 

remains a significant concern. Ambiguity in policy statements, use of terminology that 

belittles inclusive values, and insufficient direction and guidelines to implement this 
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policy have contributed to its limited success (Malak, 2013). Like many developing 

countries, for these reasons Bangladesh did not meet EFA goals by 2015 (UN, 2017). 

 Education Policy Development 

In the development of education policies, there is a top-down policy and administrative 

framework in Bangladesh. National initiatives to develop policies correspond with 

UNESCO guidelines on inclusive education to promote equity and quality (UNESCO, 

2009). They reflect the principles stated in the Organization for Economic Co-operation 

and Development (OECD) Equity and Quality in Education: Supporting Marginalised 

Students and Schools report for establishing an equitable education system by allowing 

individuals to receive education and training (OECD, 2012). 

Primarily, the MoE develops policies and acts to uphold the Bangladesh Constitution. 

These policies are executed by the DSHE in secondary schools (Year 9–10) and colleges 

(Year 11–Masters). The MoPME formulates, plans, monitors and implements policies 

relating to compulsory primary education and non-formal education in Bangladesh 

(Ministry of Law, Justice and Parliamentary Affairs, 2019). Policy decisions are taken  

by the Directorate of Primary Education (DPE). The DPE controls, coordinates and 

regulates field administration of primary education. From the district, through the Upazila 

(sub-district) school level, the local education authority plays a mediating role between 

central-level policy and school-level practice in Bangladesh. 

Bangladeshi and international researchers have criticised this top-down policy system and 

characterised the Bangladeshi bureaucracy as complicated, authoritative, sluggish and 

conservative (Hossain, 2017; S. Rahman & Tosun, 2018; Slee et al., 1998). Research on 

how the bureaucracy operates shows that political actors focus on risk minimisation and 

rules rather than individuals (Slee et al., 1998). Analysing and remediating problems 

through differentiation procedures and care for individual or community requirements 

does not occur (Boussaguet & Faucher, 2020; Davie, 2015). Based on empirical evidence 

of policy development, it has been argued that policy bureaucrats often seek to pursue 

policy goals and objectives, giving less consideration to the conceptualisation of methods 

used to achieve them, and their effectiveness (Hudson et al., 2019; Slee et al., 1998). As 

a result, despite national and international policy frameworks and policy development, 

inclusive education for all Bangladeshis does not appear to have been achieved. 
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 Bangladesh: People with Disability 

The definition of physical condition relates to the level of wellbeing in relation to the 

functioning of all internal and external body parts, organs, tissues and cells. Good 

physical condition is defined as, for example, the ability to see properly, hear normally, 

walk, jump, run and generally carry out all other normal activities without struggle, and 

to adapt to living conditions (Butenko et al., 2017).  

In Bangladesh, there is strong evidence of exclusionary practices in the education system 

with people without good physical condition, i.e with a disability (Beutel et al., 2019; 

Chandan, 2020; Olk, 2019). Bangladeshi research on the education of children with 

disability demonstrates that while some children with mild and moderate disability attend 

school, a high proportion of these children are being left behind because of negative 

attitudes that contribute significantly to stigmatisation and a high rate of school 

absenteeism (Chandan, 2020; Nazeer, 2018; Rahaman, 2017). In thinking about 

disability, a general perception in Bangladesh is that people with disability have no ability 

to contribute, are good for nothing, someone to be ignored, a curse, a burden and an object 

of charity (Olk, 2019, Thompson, 2020). For many children with a disability, 

participation in regular classrooms in Bangladesh remains allusive. 

Recent Bangladeshi research reported a decline in the enrolment of children with autism 

in 2019 in public schools but an increase in those enrolled in specialised schools 

(Directorate of Primary and Mass Education, 2019). An alarming lack of compassion, 

tolerance and understanding towards children with disability and their families forces 

them to live in seclusion (Olk, 2019; Tazrian, 2020). Despite the many government 

initiatives, children with disability remain ignored and excluded from receiving education 

(Thompson, 2020). Those who enrol either drop out or are gradually or intentionally 

pushed out of the school system because schools are not prepared or equipped to cater to 

the different learning styles and requirements of students. 

Although Article 11 of the Bangladesh Constitution upholds basic human rights, and 

Article 28 guarantees non-discrimination to all citizens (Ministry of Law, Justice and 

Parliamentary Affairs, 2019), disparities in the education of children belonging to 

different groups continue to be evident in Bangladeshi society (Tazrian, 2020). 

Stereotyping and discrimination against children with disability reflect the existence of 
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social conditions such as inequality, absence of equity in education and employment, slow 

progress and poverty (Ingraham, 2018; Oando & Akinyi, 2019; Sarker, 2020). 

Deprivation and the unequal distribution of opportunity in Bangladesh contributes to the 

vulnerability of children with disability (Tazrian, 2020). Scarcity and disproportionality 

reflect policy gaps and human development deficits in policy strategies that affect the 

country’s economic growth and the empowerment of children with disability (Beutel & 

Carrington, 2018; Olk, 2019; Yunus, 2010). 

In regular schools in Bangladesh, attitudes towards children with disability are profoundly 

negative. Although the primary school enrolment rate in Bangladesh is high, only four 

per cent of children with disability out of an estimated 1.6 million of primary school age, 

have access to education (Zulfiqar, et al., 2018). Disability is understood as a curse and 

burden force parents to withdraw their children and enrol them in special schools or 

schools that provide non-formal education (Al Noor, 2017; Islam, 2020; Lamichhane & 

Kawakatsu, 2015). These schools are operated primarily by two non-governmental 

organisations: the Bangladesh Rural Advancement Committee (BRAC)10 and Bangladesh 

Protibondhi Kallyan Shomity.11 

When children with disability face exclusion, their human rights, and the social and 

economic security that education offers, become restricted (Lamichhane & Kawakatsu, 

2015). There are, however, other effects of exclusionary practices. A hostile environment 

often tends to exacerbate the living conditions of children with disability as well as their 

economic condition (Lamichhane & Kawakatsu, 2015; Olk, 2019). In addition, 

discriminatory attitudes have shown to increase the risk of violence, abuse and 

exploitation for them (Olk, 2019). Families with children with disability have been found 

to live what appears to be a miserable life of marginalisation and seclusion (Anis & 

Ahmmed, 2009; Olk, 2019). 

  

                                                           
10 The Bangladesh Rural Advancement Committee (BRAC) is the largest non-governmental development 

organisation in the world. It was established by Sir Fazle Hasan Abed in 1972 after the independence of 

Bangladesh. A BRAC is present in all 64 districts in Bangladesh, as well as 11 other countries in Asia, 

Africa and the Americas. 
11 Bangladesh Protibondhi Kallyan Shomity was established in 1985. It is a non-governmental, voluntary 

organisation that aims to mainstream people with disability into the national development process. It also 

ensures their equal rights and opportunities so that they can play a responsible role as equal citizens. 
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Chapter 3: Literature Review 

 Introduction 

This chapter discusses and analyses significant literature about inclusive education, 

specifically, its characteristics and worldwide practices, focussing on human rights and 

social justice. Definitions of inclusive education exist in abundance in the literature. To 

avoid repetition, this chapter provides a brief history of some theories of inclusive 

education together with their key aims and objectives. The concepts of borrowed and 

symbolic policies have also been detailed. Further, how the conceptualisation of inclusive 

education can be addressed in developing countries to provide access to education to all 

children has been examined. Then, the chapter briefly examines how inclusive education 

has been conceptualised by international organisations and some researchers and, 

crucially, what policy bureaucrats in developing countries can do to re-orient to this 

educational change. 

The review of the literature, investigates (1) the understanding of inclusive education, 

characteristics, practices and the general theories that underpin it, (2) approaches to 

theorising inclusive education, and (3) Policy discourse. The point of examining this 

literature is to provide an important international and national context for this study. Also, 

to respond to the research question for this study. 

 Inclusive Education 

Inclusive education grew out of a desire to reach out to all learners and address all forms 

of inequality, exclusion and school participation. Inclusive education is built on a set of 

values, principles and practices that seek meaningful, effective and quality education for 

all students, and that do justice to the diversity of learning conditions and requirements 

not only for children with disability but for all students (United Nations, 2006, p. 19). 

This perspective of inclusive education points out that inclusive education is beneficial 

for all learners with its focus on diversity, equal participation and responsiveness to the 

different needs of children.  

For UNESCO, inclusion is a process of addressing and responding to the diversity of 

needs of all learners. The aim is to increase participation in society and reduce 
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exclusionary practices (UNESCO, 2006; pp. 13, 15). UNICEF sees inclusive education 

not as a marginal issue, but as central to the achievement of quality education for all 

learners and the development of more inclusive societies. For UNESCO and UNICEF, 

inclusion is a broad concept that includes children being at risk and excluded from 

education and participation. 

Researchers, practitioners, scholars and organisations have conceptualised inclusive 

education from the perspective of human rights and social justice. The human rights and 

social justice stance includes—but is not limited to—equality and non-discrimination, 

participation and inclusion, acceptance and belonging, respect and recognition, and 

empowerment and equity.  

Different interpretations of inclusive education can be attributed to national, educational 

and bureaucratic contexts and being influenced by international organisations and their 

goals, philosophies and ideologies. The diversity of definitions has resulted in different 

conceptualisations and understandings of disability and inclusive education policy 

(Armstrong et al., 2010; Verger et al., 2018).  

 Understandings 

Inclusive education is controversial because of the absence of an agreed perception and 

definition, which seems to be an amalgamation of propositions. These propositions have 

been shown to arise from personal feelings and sentiments (Allan & Slee, 2008). In this 

way, inclusive education has impacted thinking and its conceptualisation. As a result, 

even within a single country or school, understandings of inclusive education differ 

(Ainscow & Miles, 2008; Mura et al., 2020). Consequently, the personal understandings 

of inclusion affect the way inclusive education is translated into practice by policy 

bureaucrats. 

As studies show, the understanding of inclusive education develop in terms of a country’s 

specific educational system, and consideration of local circumstances, culture and history 

(Boyle & Anderson, 2020; Carrington et al., 2019; Muthukrishna & Engelbrecht, 2018; 

Zangmo, 2018). Inclusion requires changing ‘the ways of thinking, being and doing, and 

recognising that education needs to be open and responsive’ to diversity (Cologan, 2019, 

p. 3). Rather than creating systems and practices for which each person must shape 

themselves or be shaped to fit – or else be excluded – education systems and pedagogies 
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need to be transformed to be open to, value, and be shaped for the many ways of being 

human. Importantly, the promotion of inclusive practices depends on the development of 

a clear understanding of the concept of inclusive education within a country’s cultural 

context. The core argument is that understanding the concept of inclusion is different 

from understanding its implementation. Inclusion, at all levels, implies non-

discrimination. This emphasises the need for governments to recognise differences in 

terms of local and contextual needs, including human differences. Accommodating 

diversity and creating a conducive learning environment for all children are crucial in the 

conceptualisation of policy (Cologon, 2019; Mahlo, 2017; Pasha et al., 2017). Most 

importantly, Slee (2018) contends that a ‘commitment to the principles and practice of 

inclusive education’ must be reflected in reality for policies to be successful (p. 20). 

Vargas (2017) found that meeting the needs of every child in a fair and democratic way 

offers hope for advancing inclusive education. For schools to become more accessible 

and render effective services to all children with disability, having a clear understanding 

of inclusive values and ideals is crucial. Similarly, Rose (2017) highlights the significance 

of informed policy. An informed policy is particularly important to gain a deeper 

understanding of the local needs and identify what will work to create and sustain 

inclusive school environments.  

Given this definitional debate, and knowing that researchers have not agreed on an 

acceptable definition of inclusive education, attempting to identify a theory with which 

everyone agrees will inevitably be difficult. Instead, it seems logical to muster several 

theories provided on inclusive education since its inception in 1994 (UNESCO, 1994), to 

be equipped with the knowledge of how it is conceived and enacted. 

 General Inclusive Education Theories 

As inclusive education gained prominence, various perspectives on inclusion emerged, 

as have significant debates and discussions on inclusion as a movement, philosophy and 

rights issue. These debates have contributed to the development of new perspectives on 

inclusion. However, researchers argue that attempting to ascribe a general theory to 

inclusive education is not possible (Armstrong, 2005; Foreman & Arthur-Kelly, 2017; 

Slee, 2018). A plethora of literature draws on a philosophy that inclusion does not 

necessarily mean to include. It is only by emphasising and addressing access, acceptance, 
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equality and rights that inclusion can be established (Carrington et al., 2019; Graham & 

Slee, 2007; Muthukrishna & Engelbrecht, 2018). 

Graham and Slee (2007), for example, note that ‘to include is not necessarily to be 

inclusive’ (p. 278). Their argument is geared towards the identification of factors that lead 

to discrimination and exclusion. They challenge the conceptual foundations of inclusive 

education. They argue to conceptualise and interpret inclusive education in new ways to 

better understand inclusion. Their theoretical perspectives about inclusion are not limited 

to including children with disability in regular classrooms. The principle of inclusion 

according to Graham and Slee entails valuing people, recognising individuals and 

building connections with the community. In considering these principles, a commitment 

to recognising, networking and working in collaboration with all education stakeholders 

is highlighted. These principles can help reduce the barriers that impede and restrict all 

children’s access to education. Through collective effort, individual and community 

development can also occur. 

Other proponents of inclusive education, for example, Ainscow (2005, 2020), Armstrong 

and Armstrong (2019), Barton (1997), Booth and Ainscow (1998), Clough and Corbett 

(2000) and Vargas (2017) provide supporting theoretical perspectives on inclusive 

education. Together, their theories describe inclusive education as a social movement 

against educational exclusion that responds to all learners as individuals. From the human 

rights perspective, they inform that creating conditions for all children to access and 

receive an education with others is essential for social inclusion. 

Inclusive classrooms have been shown to benefit children with and without disability and 

have long-term benefits in life for both (Sakellariou et al., 2019; Smogorzewska et al., 

2020). It can play a significant role in challenging disabling attitudes by transforming the 

attitudes of children without disability towards those with disability. These studies show 

that through social interaction, attitudes towards children with disability improve, 

resulting in the development of positive social skills and an attitude of acceptance in the 

community, therefore contributing to building a more inclusive society. Further, social 

engagement provides children without disability to be tolerant and empathic, and to 

interact appropriately with children with disability (Duque et al., 2020). As a result, 

children with disability will not feel they are ignored and discriminated against in their 

environment. The social justice perspective of this research points to acceptance, 
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recognition, belonging and non-discrimination. Fundamentally, it emphasises the 

democratic theory of inclusive education that accentuates diversity in terms of race, 

gender, ethnicity, culture, age, religion and disability. Predominantly, from the human 

rights perspective, the focus is on how society guarantees freedom to everyone to equally 

access education without being discriminated against, and to belong. 

Those supporting inclusive education from a human rights perspective view inclusive 

education as a right for people with disability to make choices and be part of the 

community (Foreman & Arthur-Kelly, 2017). To others, inclusive education is more 

aligned with the system of delivering educational services to every child, with or without 

disability, and to those who suffer from poverty (Vargas, 2017). These perspectives 

recognise that all children are part of the general education system, rather than a system 

within general education. Taking the inclusive perspective further, enhancing physical 

access, social equality and the allocation of resources to respond to the individual needs 

and capability of each learner in the same classroom was found to be necessary (Ainscow, 

2020). In this sense, it may be appropriate to state that inclusion implies recognising 

diversity and supporting every student to access education and learn together, with the 

aim of providing education to all. 

As indicated above, for inclusive education to be deemed a practical term rather than just 

rhetoric, understanding is crucial (Slee, 2013, 2018). This means that policy needs to 

recognise the right to education from the points of social justice and then put into action 

by ensuring that no learner is excluded from school, respecting the diverse needs and 

abilities of students, and eliminating all forms of discrimination in educational institutions 

and society. This will help establish a democratic and equitable society (Armstrong & 

Armstrong, 2019). 

 Approaches to Theorising Inclusive 

Education 

The UNICEF’s approach to inclusive education is based on the principles of human rights 

and social justice (UNICEF, 2015). Inclusive education signals not only to include 

children with disability and those who are discriminated against in regular schools. 

Developing inclusive practices by bringing a shift in the values and beliefs of all 

education stakeholders is crucial. Furthermore, inclusion places an onus on policy to 
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support the learning and development need of every student (Knight & Crick, 2021). A 

learner centered-pedagogy within a flexible curriculum is critical to minimise educational 

inequalities and promote rights (Power et al., 2020). Thus, inclusive education is shaped 

by many considerations that can promote social justice and develop the right of every 

person to access education without discrimination or exclusion, both in society in general 

and in institutions in particular. Inclusion does not have clear limitations (Jiménez-

Ramírez et al., 2020) and therefore the success of a policy may be affected by the attitudes 

towards inclusion and its conceptualisation (Krischler et al., 2019; Poveda & Roberts, 

2018). 

Theories about inclusive education have been shown to be related to perceptions of 

inclusion (Armstrong & Armstrong, 2019). Those who conceive of inclusion as a process 

of reducing educational barriers to meet the demands of marginalised children consider 

inclusion as transmitting information to education stakeholders. Conversely, researchers 

who conceive of inclusion as attitudinal changes, consider it in terms of changing the 

perceptions of community members (Chand & Karre, 2019). These approaches have 

considerable merit for understanding inclusive education. They explain that strategies 

need to be considered to provide an environment that is conducive to learning and 

promotes individual development. For inclusive education to be effective, consideration 

must be given to the child, the family, the school, the environment and society. Their 

views highlight that it is essential to reduce the gap between theory and practice. 

Similarly, Ainscow, et al. (2019) argue that an inclusive approach will require shifts in 

policy bureaucrats’ values, attitudes, behaviour and ways of thinking. Fostering inclusion 

and equity will also require equal opportunities and equal participation by removing the 

barriers and providing freedom to access and choice. Depriving people with disability of 

the right of access to different services and to make choices is based on weak policy, 

which needs to be overcome by legislation (Slee, 2011; Webster, 2018). 

The discussion that follows considers the arguments in support of the principles and 

theories of inclusive education from different perspectives. The theories of Sen, Slee and 

Spivak have been emphasised to examine issues that influence how inclusive education 

is conceptualised in Bangladesh. These theories explore the differences and similarities 

in the conceptualisation of inclusive education, inclusion and disability for rural education 

stakeholders. Further, the theoretical underpinnings of Carol Bacchi’s WPR approach 



30 

(Bacchi, 2012) is introduced for policy analysis as a way of knowing and understanding 

problems and problematisations. 

 Combatting Exclusion 

Proponents of inclusive education—for example, Ainscow (1999, 2020), Armstrong et 

al. (2010), Booth and Ainscow (1998) and Clough and Corbett (2000) provide several 

theories to combat exclusion in education. They describe inclusive education as a social 

movement against educational exclusion that responds to all pupils as individuals 

(Ainscow, 2005, 2020; Armstrong & Armstrong, 2019; Shebba & Ainscow, 1996). Their 

views suggest that theoretical concepts of inclusion must be inextricably linked to their 

application, to combat exclusion. 

Other inclusive education researchers point out that providing conditions to educate all 

children from a human rights perspective is necessary to reduce exclusion in society 

(Barton, 1997; Slee, 2018; Vargas, 2017). This democratic theory of inclusive education 

addresses diversity in terms of race, gender, ethnicity, culture, religion and disability. 

Predominantly, the focus of inclusion is to include all children in education systems to 

establish their rights and freedom, and to receive the education to which they are entitled 

as guaranteed by policy. Highlighting the importance of reducing exclusion from 

education and achieving equality of educational outcomes for all, researchers argue that 

a commitment to the fundamental principles of inclusive education is necessary 

(Ainscow, 2020; Graham et al., 2020). 

Inclusion, at all levels, implies rights, equality, equity, recognition, representation and 

non-discrimination. This requires governments to recognise differences in terms of local, 

contextual and individual needs. Equity requires that individual rights are recognised and 

appropriate services are provided; this is required to prevent exclusion. These practices 

must be reflected in reality for inclusive policies to be successful and reduce exclusion 

(Slee, 2018).  

Further, social structures and systems need to be explored and research investigating 

systemic and systematic barriers (discrimination and disparity) to inclusive education 

must occur. These include: power structures, policies, practices or procedures, funding, 

curriculum, transportation, communication and resources. Also, the understanding of 

inclusive education as a concept and the role it has to play in the development of a just 
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society must also be explored (Boyle & Anderson, 2020). This will allow a better 

understanding of successful and sustainable policies that can combat the exclusion of 

children with disability living in rural and remote areas in developing countries and why 

the progress towards full inclusion has slowed in many countries, including Bangladesh. 

 Promoting Rights and Social Justice 

One important underlying aspect of inclusive education is human rights and social justice. 

However, the notion of justice concerns not only equality and equity. Justice in education 

according to Bell (2016) is, “to enable people to develop the critical analytical tools 

necessary to understand the structural features of oppression and their own socialisation 

within oppressive systems” (p.4). Here Bell draws attention to awareness and knowledge 

on the issues of social justice and discrimination to disrupt and change oppressive and 

exclusionary behaviours, actions and beliefs at personal, institutional, cultural and 

societal levels. Bell argues that a social justice perspective can provide individuals with 

knowledge and skills to assess inclusive education policies, contest dominant discourses, 

and create inclusive schools and society.  

A further example of justice shows the recognition of individuals is fast becoming a social 

and political milieu (Bonomo et al., 2017; Rizvi, 2017; Slee, 2019). According to Smit 

and Nel (2018), justice is about managing social benefits in a fair and equitable way by 

recognising the potential and capability of every individual. The idea of justice in terms 

of rights and recognition shows that the opportunities and freedoms available to 

individuals in society will affect their wellbeing, self-respect and sense of belonging 

(Slee, 2018; Terzi, 2014). 

Spivak’s (1988, 1999) vision of social justice is premised on the identification of power 

structures in society that lead to discrimination, marginalisation, expulsion and the 

subjugation of the subaltern. Her subaltern theory relates to non-recognition, being denied 

the right to participate in social activities and the inability to share views and be listened 

to. Spivak argues that equity is not only a matter of changing the system for the better. It 

requires valuing democratic ideals, such as basic human rights, equal opportunity, 

recognition and the freedom to express, participate and give opinions, so that everyone 

can receive what they require. Not belonging, not being represented and not being listened 

to justify the existence of an unjust society in which the power hierarchies dominate 
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individual rights and lead to uneven development (Spivak, 1988). There is little to suggest 

that non-representation demonstrates an individual’s choice to abstain from participation. 

Instead, non-representation shows a flaw in society and law that transcends justice and 

rights. It denies subaltern rights and celebrates authority (Spivak, 1999). 

To realise rights and justice in terms of equality, equity and recognition, Sen (1999) alerts 

us to conceptualise equity within a social and distributive justice framework. He 

advocates for those who are marginalised and discriminated against in his concept of 

justice, and points out that equal priority needs to be given to address policy 

disequilibrium and invite new possibilities to ensure equal participation in society. The 

right of children with disability to access education and function with resources available 

according to their capabilities is crucial. He argues for minimising exclusionary practices 

and discrimination in society. As explained by Sen (1999), equality is important for social 

participation, establishing a democratic society and acknowledging diversity. More 

broadly, Sen (1999) echoes Rawls’s (2001) justification of fairness and equality. He 

insists on maximising liberty (opportunities) and minimising inequalities (differences and 

disadvantages) to establish human rights and promote social justice:  

Social and economic equalities must satisfy two conditions: first they must be 

attached to offices and positions open to all, under conditions of fair equality of 

opportunity; and second, they are to be to the greatest benefit to the least-

advantaged members of society (Rawls, 2001, pp. 42–43). 

Looking closely, Sen’s idea of justice is anchored in a vision of the elimination of 

inequality and discrimination. The right to education on one hand and the importance of 

being fair on the other, implies an understanding of justice, rights, equity and equality. 

To put it another way, the concept of equity in education policy from Sen’s perspective 

involves giving every learner the same opportunity to access schools and providing all 

students with resources from which to choose to acquire knowledge and skills. Equity 

also entails how best to ensure the equal distribution of resources so that everyone in 

society benefits without discrimination. A crucial factor emphasised in determining 

equity in resource distribution is the ability of a person to access resources and their 

capability to use those resources (Sen, 1999). Ignoring the capabilities of those with 

disability dismisses the right to be treated equally. Rather, ignorance accentuates the 

violation of human rights (Spivak, 1988, 2015) and the fundamentals of inclusion and 
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inclusive practices (Graham et al., 2020). From the above, it can be seen that governments 

are key actors in creating more equitable societies, protecting the most excluded people 

from the negative effects of society and ensuring their benefits. 

Substantial evidence exists to demonstrate that a lack of the right to education and 

freedom can thwart a country’s economic growth (Frank, 2018; Sen & Tasioulas 2018). 

With specific reference to economic development in developing countries, several 

researchers strongly advocate for the meeting of the educational demands of marginalised 

communities (Appiah, 2017; Cologon, 2019; Murmu, 2019; Thompson, 2020). They 

show that education can empower marginalised people and lead to their emancipation 

from subjugation. This makes education an important strategy to achieve the MDGs. 

Many education experts and researchers maintain that education is a human right to 

achieve necessary capabilities for those who are disabled by social, cultural, 

environmental or physical conditions (Eryong & Xiuping, 2018; Sen & Tasioulas 2018). 

More specifically, education can help attain ‘educational equality’ and ‘equal 

participation’ (Nussbaum, 2006, pp. 322–323). Therefore, the need to eliminate injustice 

by diverting policy focus from achievement and productivity to respecting individuals 

and inclusive values is necessary (Slee, 2011). Otherwise, tensions will arise as educators 

are required to follow policy guidelines of inclusion, which may conflict with their 

personal values and understandings of inclusion (Slee, 2011). Although Australian 

research shows that education cannot be considered a ‘quick fix’ to reduce 

marginalisation (Crewys et al., 2013, p. 22), research conducted in Africa and India 

confirms the right to education can equip people in low-income countries with skills to 

participate in the global knowledge economy and enhance social mobility (Chand & 

Karre, 2019; Tromp & Datzberger, 2019).  

As has been documented in other research, the right to access education is important for 

developing countries in the realisation of economic empowerment and individual 

development (Schroeder, 2020; Sen, 1999, 2000; Wykstra, 2019). Studies conducted on 

marginalised communities in developed and developing countries show that inequality in 

rights has debilitating effects on individuals and communities (Cruwys et al., 2013; 

Goldberg, 2019; Haile, 2020; Ingraham, 2018). Ensuring equal access and rights, freedom 

of opinion and expression is viewed as critical to the success of inclusive education 

(Armstrong et al., 2011; Foreman & Arthur-Kelly, 2017; Slee & Allan, 2001; Terzi, 



34 

2010). These studies critique social and cultural systems that affect policy. Several factors 

have been identified in relation to strategies to conceptualise inclusive education, and 

reduce exclusionary practices. While disability awareness and addressing marginalisation 

are vital to enhancing human rights, key to the realisation of these rights is understanding 

what the rights are (UNICEF, 1989, Article 28, 29) and how to make them accessible 

(UNICEF, 1989, Article 4).  

 Individual Development 

It has been argued that individual development is a social justice stance and fundamental 

to the human rights and well-being of everyone (Carrington et al., 2019; Sen & Tasioulas, 

2018; Spivak, 1988). It can affect positive social and economic change (Yunus, 2010). 

Sen (1999) argues that development entails five kinds of freedom: ‘political freedom, 

economic facilities, social opportunities, transparency guarantees, and protective 

security’ (p. 4). Sen maintains that the freedom to choose available resources according 

to individual capability is crucial for individual development. It can lead to economic 

growth and social development. Significantly, these are interlinked and strengthen one 

another. For example, political freedom and social opportunities can lead to economic 

security and economic participation. Seen in this light, opportunities are essential 

elements to achieve valuable functioning and developing capability. This is important for 

improving quality of life and individual empowerment. 

Supporting Sen, other studies also show that the ability to function with available 

resources is particularly important in developing countries where poverty is intrinsically 

linked to disability and development (Akyeampong & Fofack, 2019; Datzberger, 2018). 

Most notably, these studies suggest that often marginalised communities are unable to 

access and use available facilities provided by the government. The top-down policy 

approach is unfavourable, as is inflexibility in the education system. Therefore, to 

stimulate individual development, the capability of every individual needs to be respected 

and recognised. Adjustments are required so that learners can access appropriate 

knowledge and develop their skills. As empowered individuals, they can contribute to the 

social and economic development of a country (Goldberg, 2019; Sen, 1979). 

Sen (1992) suggests that policies will not succeed unless governments address challenges 

faced by those who are marginalised and discriminated against. This view is supported 
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by recent studies showing that policies must consider how to accomplish their task (Rizvi, 

2017). What is required is for policy bureaucrats to recognise the heterogeneity and 

diversity of the population and the context, including rural and remote areas (Jiménez-

Ramírez et al., 2020; Poveda & Roberts, 2018). 

In recognition of the heterogeneity and diversity of the population, Individualised 

Education Plans (IEPs) for children with disability are central to classroom practices in 

developed countries to support students’ learning (Agran et al., 2020; Elder et al., 2018, 

Timothy & Agbenyega, 2019). This pedagogical strategy is aimed at identifying student’s 

capabilities and needs and adapting teaching and learning materials to meet the capability, 

needs and pace of each learner. It indicates an inclusive approach, rather than a special 

educational approach whereby the system needs to adjust to the learner instead of the 

student adjusting to the system. Inclusive education and IEP development require the 

collaboration between parents, teachers and students (wherever possible) to exchange 

information and develop a mutual understanding of the child’s abilities and needs. In this 

process, school and parents become partners in developing a more inclusive system where 

decision-making and the responsibility for student outcomes are shared (Elder, et al., 

2018). The absence of IEPs on a whole school level significantly affects inclusion 

(Timothy & Agbenyega, 2019). This is linked to the argument for an increased focus on 

rights, recognition and equality to reflect government commitment to inclusion and 

democratisation of education. There is little doubt that if these conditions are not met and 

continue to persist, human development will be difficult to achieve, as will inclusive 

education (Goldberg, 2019; OECD, 2019; Slee, 2011). 

Other factors that affect individual growth concerns acute inequality in resource 

distribution, physical facilities and support for those with disability, which negatively 

impacts school participation and individual empowerment (Thompson et al., 2022; 

Tierney et al., 2018). This is discussed below. 

 Equitable Distribution 

Findings from numerous studies confirm that unequal funding and resource allocation 

contribute to great inequity (Charema, 2010; Davie, 2015; Muthukrishna & Engelbrecht, 

2018; Tierney et al., 2018). Countries with the slowest national growth also show 

significant levels of inequality in the education sector (Eunice et al., 2015; Phasha et al., 
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2017; Rahman, 2020). These studies suggest equitable funding and needs-based resource 

allocation systems can provide equal opportunity in access to education and achievement 

of quality educational outcomes.  

One fundamental characteristic of inclusive education is homogeneity and equal 

participation, where inclusive education upholds inclusive values and practices. Another 

characteristic rests on the principles of heterogeneity to ensure that the needs of every 

child are met in the same manner as others. The gap between urban and rural areas and 

inequalities in education systems in terms of ethnicity, race, gender and stakeholder 

involvement are long-standing problems in many developed and developing countries. 

Discrimination in education systems has been documented in a significant number of 

studies, for example, Carrington et al. (2019), Corbett (2016), Diwan (2015), Tamayo et 

al. (2019), Tierney et al. (2018) and Wu and He (2017). As indicated in such research, 

education can be a powerful tool for social transformation and achieving development 

goals, if it is equitable.  

However, a study in rural China found that not only funding and resource distribution, 

but the distribution of schools, can affect learning opportunities (Yan et al., 2018). Yan 

and colleagues found that school dropout and migration to urban areas were the result of 

uneven distribution of schools. They argue that ‘the basis of fair education’ can be 

transformed by the balanced distribution of schools (p. 651). In this setting, the lack of 

resources restricted access to use those resources and the location of schools was major 

determinant that affected inclusive education in developing countries (Charema, 2010; 

Dubin, 2019; Sen, 2002; Slee, 2013). Dubin (2019), Slee (2013) and Yan and colleague 

(2018) argue that consideration needs to be given to eliminating discrimination in the 

distribution of resources. This raises awareness that equitable distribution can help 

minimise contextual gaps and allow for individual and economic development (Davie, 

2015; Sen & Tasioulas, 2018). Other studies highlight that without adequate and equitable 

distribution of resources, the lives of many—particularly those who are marginalised and 

discriminated against—will be affected (Beutel et al., 2019; Carrington et al., 2019; 

Rahman, 2020). Therefore, the need to maintain equality and equity in funding is an 

important consideration in the conceptualisation of inclusive education policy. It can 

facilitate inclusion and help meet the EFA goals and SDGs by 2030 (United Nations, 

2015a, 2018; UNESCO, 2017b).  
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Research suggests that the proportionate distribution of benefits (Sen, 2002; Smit & Nel, 

2018) and economic restructuring is essential for developing countries (Akyeampong & 

Fofack, 2019; Nussbaum, 2006, 2011; Price, 2018; Rizvi, 2017; Yunus, 2010). In this 

sense, the idea of justice and equality in inclusive education entails a fair distribution of 

resources, equal opportunities for everyone to seek education and the securing of basic 

rights. Otherwise, unequal education facilities will adversely affect individuals’ and the 

country’s development (Eunice et al., 2015; Roy, 2018). It is evident from these studies 

that the equal distribution of resources and the distribution of schools needs to be 

prioritised in policies for learning to happen in all schools and justice to prevail.  

Unequal resource distribution between rural and urban schools is indicative of economic 

disparity and macro-level inefficiency (Davie, 2015; Rahman, 2020; Wu & He, 2017; 

Yan et al., 2018). Social justice emphasises access, recognition, respect and equity, as 

well as equal distribution of resources (Sen, 1979, 1994) so that marginalised 

communities can achieve equality (Diwan, 2015; Muthukrishna & Engelbrecht, 2019). 

From this perspective, social justice can help achieve inclusive and equitable societies 

and address the issues of inequality and human rights targeted by the 2030 EFA goals 

(Rahman, 2020; Silva-Pena et al., 2020; UNESCO, 2017b). A social justice approach in 

policy conceptualisation can narrow the gap between inclusion and exclusion, and 

equality and equity (Sen, 2011; Slee, 2013). 

In contrast, several studies present different notions of justice from a wider perspective 

when considering the equal redistribution of material resources to achieve justice and 

equality. Some researchers contest the definition of justice and argue that the term lacks 

conceptual clarity (Munger et al., 2016; Nozick, 1974). A particularly potent argument 

made by Nozick (1974) is that redistribution implies charity. Nozick (1974) emphasises 

the importance of acquisition and production. The fundamental basis of his argument is 

to exercise rights, freedom and autonomy. 

Along similar lines, Goldberg (2019) investigated the rising inequalities in developing 

countries and found that equality implies more than equal distribution. According to 

Goldberg (2019), inequality goes beyond disparities in income and wealth. The 

perception of being ignored is a significant issue. Goldberg goes on to point out that the 

lives of marginalised people are not reflected totally in the logic of distribution. In regard 
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to inclusive education policy, Goldberg suggests the need to step outside the 

understanding of justice and clarify its meaning from a different perspective. 

To Goldberg, thinking about inclusive education involves the creation of separate 

provisions for every individual and the recognition of the reality that equality does not 

equal sameness. Her study reveals that justice and fairness can prevail if an individual’s 

potential is acknowledged and marginalised people receive appropriate support to learn. 

Her perspective of distribution is dominated by theories of inclusive education that 

emphasise differentiated and individualised support based on abilities and interests. More 

importantly, Goldberg’s findings support Sen’s (1979) view of justice, equality and 

differentiation in the distribution of resources by recognising individuals’ capabilities and 

needs. 

 Recognising Disability and Diversity 

Building on the studies by Goldberg (2019), Price (2018) and Rizvi (2017), recent 

research by Carrington and colleagues (2019) and Boyle and Anderson (2020) on the 

learning of children with disability and special needs, points out that the distribution of 

resources should consider different criteria to cater for different needs given that 

marginalised communities are made up of heterogeneous individuals and groups. For 

example, for those with disability and special needs, Carrington and colleagues (2019) 

and Anderson (2020) suggest that taking into account the interests and capabilities of 

individuals to function is important. They claim that positive effects of educational 

outcomes for those with disabilities can be achieved when the individual’s capability is 

recognised and education programs and service adjustments are made. Whereas, 

‘othering’ those with disability for impairments and unable to perform marginalises, 

excludes and construes them as ‘objects of pity or charity’ (Nachman & Brown 2019, p. 

213).   

Zembylas and Bozalek (2014) argue that the capacity to respond to diversity and render 

each other capable is important in inclusive classrooms. They have stressed that 

responding to diversity needs to be cultivated for a pedagogy that acknowledges and 

addresses the potential of students. Thus, critical to addressing educational exclusion is 

seeking a more comprehensive vision of justice, a critical engagement with human rights 

(Zembylas & Bozalek, 2014) and viewing capability as equality (Terzi, 2014). More 
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attention to the identification of the power structures in which human rights violations are 

ingrained, remain unaffected and prevent the social justice agenda is crucial to establish 

the rights and capabilities of every child at all levels of the education system and ensure 

unrestricted access to education and learning. All in all, the above studies found that 

recognising diversity is important for the understanding of inclusion and exclusion and 

respond to prevailing injustices. This must be accounted for and addressed if the desire is 

to legitimise difference and make inclusive education a reality. An effective pedagogical 

approach has transformative possibilities for all children. Therefore, these studies call for 

a policy that is built on an inclusive philosophy of rights, recognition, belonging and 

equality (Ainscow, 2020; Slee, 2011, 2018; 2019).  

The inclusion of children with disability into regular schools emphasise a multitude of 

requirements to support their learning and participation. The following sections describe 

the ways in which borrowed policies can be understood and what this means for 

developing countries. The distinction in policy conceptualisation in developed and 

developing countries is unpacked and what effective policy conceptualisation entails is 

discussed. This is followed by a discussion on how inclusive education can be addressed 

in developing countries to provide access to education to children with disability. 

 Policy Discourse 

In this section policy discourse is examined with a brief overview of policy 

conceptualisation, borrowed policy alongside symbolic and effective policy to enable a 

theoretically informed investigation of inclusive education in Bangladesh undertaken in 

this study. 

 Policy Conceptualisation 

A favourite text of mine, Alice in Wonderland, poses the question, ‘What is the use of a 

book, without pictures or conversations?’ (Carroll, 1871, p. 4). This question raises an 

interesting observation about policy conceptualisation, which explicitly states that 

policies that do not provide context-specific guidelines, are not adapted to local contexts, 

and exclude the participation of concerned stakeholders may be difficult to achieve. This 

is especially true for developing countries in regard to ideas and guidelines borrowed 

from developed countries and how they are adapted in policies. 
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Despite the controversies about inclusion, effective models of inclusive education policy 

have shown to empower marginalised children and help them play an important and active 

role in society (UNESCO, 2006). For a borrowed international policy, the 

conceptualisation is crucial. Braun et al. (2011) refer to policy interpretation and 

translation by policy bureaucrats as a process that involves making sense of policy texts, 

conceptualising and then translating them to fit the context. The policy content includes, 

what it sets out to be done, how it communicates the problem to be solved and how it 

aims to resolve the problem.  

Inclusive education begins with the assumption that all children have a right to be in the 

same school. From this perspective, it may be argued that inclusive education policy 

needs to be conceptualised from the moral view point. Such a moral position needs a 

theoretical grounding to steer developments in inclusive education policy (Penney, 2017). 

Inclusive education policy is not only about improving access, facilities and increasing 

the educational budget; but about continuous, systemic transformation of educational 

policy, cultures, and values. How inclusive languages and inclusive education is 

conceived in policy documents can also have a profound impact on the success of 

inclusive education policy (Erdocia, 2022). The language used in policy documents does 

not merely reflect the thinking of policy bureaucrats, it also shapes the thinking of 

everyone. For e.g. if words and expressions that imply that one group is inferior to another 

and is constantly used, that assumption of inferiority tends to become part of the mindset 

(Erdocia, 2022). Therefore, adjusting language when ideas evolve is crucial. In other 

words, contradictions between the understanding of inclusive education, and the use of 

language in policy is damaging from the human rights and social justice perspective. 

When policy conceptualisation is significantly prejudicial, social inclusion and the 

development of inclusive societies will not occur (Ellis & Rowe, 2020; Guerrina & 

Murphy, 2016; Messiou, 2019).  

Worldwide, policy design practices demonstrate that making policies as reasonable as 

possible to support practices underlies sound decision making (Ball, 2017). As a 

consequence, providing only guiding principles or legislative reforms cannot improve 

access. More attention to the contextualising of policy and direction for implementation 

is crucial (Beutel et al., 2019; Hudson et al., 2019).  
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Research shows that for this to happen, policy bureaucrats can play a significant role, 

especially when policy is conceptualised. It has been documented that critical elements 

of inclusion and its conceptualisation include engagement and cooperation, being 

sensitive to culture and context, and access to information (Poveda & Roberts, 2018; 

Singal, 2016; Tuia & Iyer, 2015). The researchers have found that insufficient 

coordination between governments and education stakeholders hampers progress towards 

achieving inclusive education. These studies stipulate that having a pragmatic 

understanding of inclusive values, ideals and practices is crucial for policy bureaucrats 

(Boyle & Anderson, 2020; Haug, 2017; Rose, 2017). Valuing for whom, the local context 

and how all education stakeholders can be benefitted is essential to achieve positive policy 

outcomes (Ball, 2017).  

Ball (2017, p. 11) reminds policy bureaucrats that to move forward, the complexities of 

inclusion should be considered. That is, if policies exist but remain under-resourced or 

are not enforced, they will act as barriers to inclusive education. Progress towards 

inclusive education can be made by fully engaging all education stakeholders during 

policy conceptualisation. This will help connect philosophies and procedures. From 

Ball’s viewpoint, community experiences and good practices are crucial to gathering 

reliable information for the conceptualisation of an effective policy.  

Among the many approaches identified in the literature, important recommendations to 

consider are those suggested by two international organisations, UNESCO and UNICEF, 

as well as a few inclusive education researchers whose work focusses on rural areas in 

developing countries. The current study is limited within this frame as numerous studies 

(e.g. Boussaguet & Faucher, 2020; Cologon, 2019; Guerrina & Murphy, 2016) have 

previously expounded upon this issue, although they have not exclusively focussed on 

developing countries.  

Positive policy outcomes may be understood as the successful results that a policy yields 

from the strategies and actions employed during its conceptualisation. However, the 

above studies do not include borrowed education policy implementation in rural areas in 

developing countries. As an overall principle, a common feature of those studies is that 

they show education policies and their conceptualisation needs to be based on the premise 

that education is a basic human right and the foundation for a more just and equal society. 

They also show how to make a borrowed international policy as reasonable as possible to 
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support the practices and help transform and strengthen the capacity of the education 

stakeholders and the education system. 

Mahlo (2017) and Pasha et al. (2017) reinforce the need for education policy to 

accommodate diversity as this can create a conducive learning environment for all 

children. Their arguments suggest that while developing an understanding of inclusive 

education is crucial, policy bureaucrats must be committed to the principles and values 

of inclusive education. In developing countries, the challenges appear to be culturally 

embedded (Chand & Karre, 2019; Gettleman & Raj, 2018; Muthukrishna & Engelbrecht, 

2019; Zangmo, 2018). Inclusion will be difficult if policy bureaucrats fail to consider the 

effectiveness of a policy that has been adopted, monitor processes or respond to the needs 

of communities (Haug, 2017; Vargas, 2017). Respecting diversity and acknowledging 

learner capabilities by providing necessary support for all children with and without 

disability to fully participate in schools is important to minimise disadvantage and 

promote inclusion. Furthermore, reducing exclusion and discrimination is equally crucial, 

as this may lead to practices that are consistent with the 2030 EFA goals and the SDGs 

(United Nations, 2015a; UNESCO, 2017b). 

 Effective Policy 

In the next few sections, literature about how policy can be effective, in particular for 

Bangladesh is examined.  

3.4.2.1 Pragmatic Considerations 

In the myriad studies on the effectiveness of policy, the targeted environment in which a 

policy is implemented is considered vital (Rizvi, 2016; Rose, 2017; Tan, 2016; Steiner-

Khamsi, 2016; Zangmo, 2018). Different geographical locations, demographics, budget 

allocation, resources, attitudes, culture and social class patterns have been shown to 

impact policy outcomes (Chand & Karre, 2019; Dubin, 2019; Jiménez-Ramírez et al., 

2020; Okeowhor et al., 2019; Yan et al., 2018). This variety of barriers shows that no one 

difficulty is unique to any specific country. As characteristics differ between countries 

and within local areas, inclusive education for all children will be difficult to address with 

a single policy (Ainscow et al., 2019; Davie, 2015). 
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In addition, problems with policy will arise if a policy is not context-specific and the 

different perspectives and involvement of all local members are ignored (Ball et al., 2012; 

Maguire et al., 2015; Otieno & Onyango, 2018; Rahman, 2020). Such policies can 

continue to challenge the success of inclusive education as they are unsustainable, 

complex and fragile (Maguire et al., 2015). Policy requires the consideration of practical 

mechanisms, flexibility and accountability in bureaucratic processes and procedures 

(Rose, 2017; Thompson, 2020). This leads to recognise the importance of contextualising 

policy for its effectiveness. 

Policy emerging from international requirements is effective when it is shaped by national 

practices and has a proven record of effectiveness (Mphahlele 2020; Rose, 2017; Silva-

Pena et al., 2020; Zangmo, 2018). The introduction of a new policy has been found to be 

risky as old policies are demolished to legitimise the new one (Ball, 1990; Zangmo, 2018). 

Conversely, the conglomeration of practice and theory has proven to positively affect 

policy. This can facilitate policy dissemination and interpretation. Better policy outcomes 

can also be achieved (Maguire et al., 2015; Singal, 2016, Steiner-Khamsi, 2016). 

The above studies suggest a borrowed policy will become a bricolage of ideas and 

practices that will eventually fail when applied, if theory and practice are viewed 

separately and do not meet the needs of local conditions (Ball et al., 2012; Chandan, 2020; 

Tan, 2016; Zangmo, 2018). The adoption of pragmatic policies that have local relevance 

is highlighted by these studies. The idea is that a well-integrated policy that uses the 

resources at hand can be more effective than a policy that focusses on enforcement. 

Policies that consider cultural and regional characteristics can be sustainable and 

successful (Mphahlele, 2020; Mura et al., 2020; Tamayo et al., 2017). 

The conceptualisation of inclusion demands social and cultural change (Scott et al., 2016; 

Slee, 2001a, 2004). From this perspective, what causes exclusion and inclusion are crucial 

factors for inclusive education policy (Price, 2018; Scott et al., 2016). For example, the 

rights of all children—including children with disability—to participate in regular 

classrooms needs to be recognised, as must the fact that inclusive education should be 

accepted as a framework for institutional, political, geographical, historical and cultural 

reform to address inequality and exclusion (Mura et al., 2020;  Sarker et al., 2019). These 

concepts aim to find different ways to establish rights and social justice; such as 
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addressing social disintegration, social struggle and inequality through education 

(Chowdhury & Sarkar, 2018; Datzberger, 2018; Messiou, 2019; Price, 2018). 

Further, diverse approaches to achieve positive academic, individual and social 

development outcomes, and progress towards social justice is important and should not 

be foregone in the conceptualisation of inclusive education policy (Shaeffer, 2019; Sen, 

2000). Inclusive education as a concept now has a wider definition. The conceptualisation 

goes beyond a focus on children with disabilities and special needs and to reduce barriers 

to access schools. The broader definition of inclusion is now concerned with responding 

to the diverse needs of all children by promoting participation in learning and in society 

(inclusion through education) access and equity (exclusion from education) and quality 

(exclusion within education) (Booth & Ainscow, 2011).   

Recent conceptualisation of inclusion and inclusive education demands a continuous 

evaluation and critical examination of the system (policies, curricula, structures, and 

strategies) and of the classroom (content, pedagogy, and learning environments) to make 

it effective (Schuelka, 2018). There is no one-size-fits-all policy approach. Policies can 

be successful and sustainable if they relate to the worldviews of local community 

members and the local context (Rizvi, 2016; Silva-Pena et al., 2020; Zangmo, 2018). At 

the same time, it is essential for policy bureaucrats to extend access to education and 

promote system-wide intervention policies to address multifaceted exclusionary practices 

(Carrington et al., 2019; Chand & Karre, 2019). These studies suggest that policy 

bureaucrats should consider examining the local context to reduce the gap between policy 

conceptualisation and processes of implementation. A key strategy is to bridge the rural–

urban gap and recognising rural people as critical education stakeholders who cannot be 

ignored in policies (Corbett, 2016; Mphahlele, 2020; Okeowhor et al., 2019).  

3.4.2.2 Stakeholder Engagement 

A significant body of research in inclusive education found that the lack of collaboration 

perpetuates inequality in society and emphasises the need to promote social cohesion 

(Cologon, 2019; Li et al., 2019; Otieno & Onyango, 2018). For example, by creating a 

welcoming environment, building the capacity of marginalised communities and 

positioning the needs of those who are excluded at the centre of the inclusion agenda 

(Otieno & Onyango, 2018; Spivak, 2012a). Other studies conducted in rural areas reveal 
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the valuable contribution local people can make to policy (Malkani & Rose, 2018; 

Rudolph, 2017; Sen & Tasioulas, 2018). Insights from rural communities can contribute 

to rich knowledge and inform research (Malkani & Rose, 2018). This stresses the 

importance of face-to-face contact with education stakeholders. 

Many researchers have sought to include the views of education stakeholders in an 

attempt to gather the opinions that underpin equality and rights. For example, Slee (2011) 

contends that the views of marginalised people are important to reduce social exclusion 

and uphold recognition and belonging. He maintains that the perspectives of marginalised 

education stakeholders can help to develop sustainable policy, rather than to simply 

‘respond to crises’ (p. 169). Thus, Slee suggests that the perspectives of those who are 

discriminated against hold an important key for the success of policy. Drawing on Slee’s 

argument, it can be understood that it is the government’s responsibility to increase social 

interaction among all education stakeholders as this can lead to the conceptualisation of 

inclusive education policy that is sustainable and successful. Along with reducing social 

exclusion, it will show evidence that society has in terms of recognition and belonging to 

ensure inclusivity. 

Providing people with the opportunity to give opinions can empower communities to 

change their lives. Governments can gain increased positive effects by including the 

everyday experiences of marginalised communities in the conceptualisation of policy 

(Bonomo, e al., 2017; Messiou, 2019)—in this regard, the development of knowledge 

that can take place through social interaction. Conversely, the restricted participation of 

education stakeholders in discussions will promote exclusion, not inclusion. Given that 

every country has its own challenges, constraints and opportunities, Davie (2015) stresses 

the importance of incorporating marginalised stakeholder perspectives to promote 

diversity and establish rights. Although stakeholder perspectives cannot correct all social 

and cultural inequities, collaborative actions and dialogues can help identify specific 

problems and conceptualise solutions. Therefore, stakeholder perspectives can be seen as 

a tool that policy bureaucrats can employ to achieve the best outcomes of an international 

policy as has been found from Australian studies on communities living in remote areas 

(Cologon, 2019; Slee, 2019). 

Similarly, Maguire et al. (2015) reported that conversations can help policy bureaucrats 

to shape effective policy. This would allow stakeholders to cope with differences, as well 
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as acknowledge diversity—a combined action in which the power of the individual and 

society is recognised, individual dignity is upheld and everyone contributes to reducing 

exclusionary practices. Conversations allow knowledge to be shared and help translate 

collected beliefs into policies, and policies to yield positive outcomes (Maguire et al., 

2015; Otieno & Onyango, 2018; Rose, 2017; Slee, 2018). With this newfound knowledge, 

both the speaker and the listener can be empowered to bring positive changes to their 

lives and the lives of others (Freire, 2014; McKay, 2018; Slee, 2013; Spivak, 1988). This 

underlines the idea that educational change is not primarily about the restructuring of 

organisations. Further, the development of more inclusive approaches does not arise from 

policy reform and structural alterations; rather, inclusive practices require social learning 

to contextualise the policy (Li et al., 2019; Slee, 2013, 2019). 

Slee (2008, 2011) points to structures in a society that disadvantage people and perpetuate 

inequalities, which include non-recognition, the absence of limited resources, and the 

rural–urban gap in support services for those with disability. According to Slee, these 

conditions disconnect and exacerbate social inclusion. Therefore, engaging in 

communication with marginalised communities is critical to upholding democratic ideals 

and for the effective implementation of inclusive education policy. Such actions can 

extend the learning experience and knowledge far beyond the theoretical into the practical 

(Armstrong et al., 2010; Rose, 2017; Rudolph, 2017). Issues of fair representation and 

rural-urban inequity can be addressed (Martinus & Reilly, 2020; Spivak, 1988).  

To further address rural urban inequity in developing countries, it is crucial that literature 

on funding is considered. I examine this important factor below.  

3.4.2.3 Funding 

Research shows that the understanding of inclusion is often tied up with funding, which 

can have an adverse effect on how inclusion is conceptualised (Graham & Spandagou, 

2011). In developing countries, the practical implementation of inclusive education 

policies suffers because of finance and resource challenges (Armstrong et al., 2011; 

Asongu et al., 2020; Chand & Karre, 2019). In particular, Chand and Karre (2019) 

reported that poorly resourced policies cannot be enforced effectively; for example, a lack 

of teaching resources has been seen to affect classroom teaching and teachers’ negative 



47 

attitudes when engaging with children with special needs. Poorly resourced policies act 

as barriers (Ball et al., 2012; Datzberger, 2018; Maguire et al., 2015; Mueller, 2020). 

Substantial levels of international funding have been crucial for the conceptualisation of 

policies and programs that have led to achieving gender parity in education in Bangladesh 

(Anis & White, 2017; Rahman, 2020; Nazeer, 2018). These studies show that funding 

and resource allocation significantly affects all aspects of policy implementation and its 

success.  

In recent years, decreased global funding has been threating the Education 2030 

Framework for Action (Albright, 2018; Tromp & Datzberger, 2019). Particularly for 

developing countries, matching national budget allocation with international funding and 

prioritising services has been difficult. With reduced finances, children with disability 

living in developing countries are denied access to education and continue to experience 

exclusion in rural and remote areas (Datzberger, 2018; Rahman, 2020). Although 

international aid doubled between 2002 and 2010, and reached a record high of US$1,348 

billion in 2013, it fell by 12 per cent from 2013, to 16 per cent in 2014 (International 

Disability and Development Consortium, 2013; Rahman, 2020; UN, 2014). 

Underfunding of education systems is a concern for developing countries because it is 

common for children with disability to receive less financial support and suffer the 

consequences of reduced aid (Asongu et al., 2020; Cruz et al., 2020). Without adequate 

funding, access to education cannot be guaranteed, nor can ‘the production of human 

capital needed for national development’ (Rizvi & Lingard, 2010, p. 148; Rizvi, 2017). 

There is international evidence that education funding in developing countries is not being 

spent effectively, and that it is channelled towards only a few children and schools, rather 

than distributed equitably (Nazeer, 2018; Rahman, 2020). It has been reported that, ‘In 

Bangladesh, the lack of schooling and employment for people with disabilities and their 

caregivers, could be losing the country US$1.2 billion of income annually, or 1.74% of 

GDP’ (Baboo, 2016). This report indicates that international aid impacts the development 

of inclusive education policy and its progress for low-income countries. Thus, while 

governments are conceptualising inclusive education policy, effective budgeting is 

fundamental to ensure equitable distribution of resources and for governments to meet 

the 2030 EFA goals (UN, 2018). Further, as education is more expensive for developing 
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countries, redirecting 20 per cent of the national budget to education is essential to meet 

basic education needs for all (UNESCO, 2017a). 

Advocates supporting international financial grants contend that developing countries are 

dependent on foreign aid for development purposes and the implementation of projects 

(Haq et al., 2020; Mahembe & Odhiambo, 2017; Niyonkuru, 2016). Therefore, 

addressing social and economic inequalities, and resource allocation and distribution in 

education will require a multifaceted policy approach. Changes in policy such as equitable 

funding and resource distribution for all schools in rural and urban areas, and stipends for 

children with disability may accelerate the global push towards the 2030 EFA goals and 

SDGs. Such policies have promoted female education and helped achieve near gender 

parity in education in Bangladesh (Anis & White, 2017). With effective budgeting, 

monitoring and data collection processes, similar outcomes for inclusive education might 

be possible (Nazeer, 2018). 

Although recent research on inclusive education (Chand & Karre, 2019; McKay, 2018) 

suggests that inclusive education can only occur when the development of attitudes and 

adaptation for students with disabilities is ensured, other research shows all of the above 

elements are necessary to shift schools towards inclusive practices (Albright, 2018; 

Carrington et al., 2019; Miller, 2018). 

3.4.2.4 Systemic adaption 

Numerous studies consistently show that in the interpretation of inclusive education, the 

goals of inclusive education cannot be met if policies do not reflect inclusive values 

(Ainscow, 2020; Cologon, 2019; Rose, 2017; Shaikh, 2019). Shaikh (2019) states 

succinctly that ‘Change on paper can be easy; in practice it is often more complicated’ (p. 

16). His study demonstrates that policies may look excellent on paper but when it comes 

to implementing them, support processes and procedures for policy success are crucial. 

Recently, Akyeampong and Fofack (2019) and Eryong and Xiuping (2018) investigated 

the importance of education in Africa and China. They reported that addressing social, 

cultural and political views is necessary to transform societal perceptions of exclusion 

and conceptualise inclusive practices. Following Sen’s (1999, 2003) concept of poverty 

and education, their studies emphasise the need for policy to correlate with and cater to 

the needs of marginalised communities. Their argument is built on the study findings of 



49 

Kuper et al. (2018) that demonstrate the effects of social barriers on access to education 

and health, and on the economic mobility of people when a policy is not adapted. They 

show that social barriers have an emotional and psychological impact. Social barriers 

create a sense of alienation and powerlessness among marginalised communities. 

Akyeampong and Focak’s (2019) and Eryong and Xiuping’s (2018) views raise several 

concerns regarding inclusive education policy in developing countries. A consideration 

of contextual barriers to achieve the maximum level of success in inclusive education 

they argue is important in policy and cannot be ignored. The increasing gap between 

urban and rural areas should also be considered, and this needs attention in policy to 

minimise the equity gap (Akyeampong, 2019; Corbett, 2016; Fuchs, 2015; Sen, 2002). 

According to Akyeampong (2019), if continuing exclusionary practices threaten society, 

and if the continuing political play of a one-size-fits-all policy is mandated, policy will 

fail to succeed. This is consistent with arguments by Cologon (2019) and Smit and Nel 

(2018) that inclusive education requires the transformation of educational systems; for 

example, personalising learning rather than changing children to fit within the system. 

The crux of policy change entails changing how policy bureaucrats and educators relate 

to contextual factors and negotiate between power, authority, individual principles and 

values and political interests to move towards inclusive practices (Carrington et al., 2019; 

Weir, 2017). 

Overall, the findings from Akyeampong and Fofack’s (2019) and Eryong and Xiuping’s 

(2018) studies indicate the importance of inclusive education to achieve SDG1, 4, 10 and 

16 (United Nations, 2018). These goals aim to eradicate social, cultural and economic 

barriers and bring changes to established systems, with the SDG era concluding in 2030. 

However, changes associated with borrowed policy will require policy to focus on 

reducing or removing exclusion and catering for and valuing diversity. For example, the 

strategic positioning of institutions forms an important component of democratic learning 

and advancing the rights of children with disability (Rizvi, 2017; Smit & Nel, 2018). 

What emerges from Akyeampong and Fofack’s, and Eryong and Xiuping’s arguments is 

that inclusive education must adapt to contextual changes to help translate the philosophy 

of inclusion into policy. For e.g. attitudinal change, ensuring the rights of everyone, and 

recognising equality and equity and putting this into action. This is discussed in the next 

two sections that follow.  
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3.4.2.5 Attitudes 

A major focus noted in several studies is the attitudes of those in power and the 

positioning of the subaltern at the centre of reform. According to Spivak (1988), the 

subaltern are the heterogeneous marginalised communities who do not have a say in 

society. They are unable to represent themselves as they are spoken for by the powerful. 

They are silenced by a system of societal organisation in which all positions of power are 

held by the influential people and social hierarchy.  

Studies conducted in Africa and Asia illustrate the negative effects of policy when social 

and cultural norms influence its conceptualisation (Diwan, 2015; Khan, 2016; Mitchell, 

2017; Tierney et al., 2018). Diwan (2015), Khan (2018), Mitchell (2017) and Tierney and 

colleagues (2018) found that a rigid bureaucratic system, racism, hierarchy, class and 

caste distinction and discriminatory practices in services contribute to disparities in the 

delivery of education to all. Their investigations draw mostly on social exclusion and 

inequalities and stress how class hierarchy affects social cohesion and causes disparity. 

As explained in these studies, class hierarchy is unjust as the monopoly of power is vested 

in a particular group, leaving out those belonging to the lower social stratum and creating 

unequal access to social benefits. Further, their research demonstrate that the inclusive 

education policy is affected in societies with class hierarchies, and those governed by 

rules created by the powerful (Chand & Karre, 2019; Cologon, 2019; Rudolph, 2017). 

Another study demonstrates that in developing countries, submissiveness is an issue for 

people without power or position, and those who belong to the lower hierarchies of the 

social class system (Slee, 2018). This issue becomes clear in inclusive practices where 

those in power and positions of authority tend to avoid marginalised communities. The 

political argument lies in the assumption that inclusive education requires effective policy 

action (Beutel et al., 2019; Mueller, 2020). Many different attitudes and demands prevail 

in society and therefore education for children with disability cannot just happen with 

having policies. Generating different developmental paths, such as accountability systems 

which are highlighted as a disability inclusion policy focus by the United Nations (United 

Nations, 2019), and interacting and collaborating with all education stakeholders are 

necessary to reinforce and promote inclusion (Cologon, 2019). 
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3.4.2.6 Recognition 

When examining policy, Slee (2011, p. 171) provides guidance to policy bureaucrats to 

govern their actions. He describes this as, ‘a necessary prelude for consideration of the 

origins and “progress” of inclusive education’ (Slee, 2011, p. 39). That is, inclusive 

education cannot be achieved without the recognition of the unequal social relationships 

that lead to exclusion. Further, he informs us that policy conceptualisation should proceed 

with a clear understanding of exclusion across all sectors—the government and the 

community. 

According to Slee (2011), non-recognition in policy such as inflexible curriculum and 

school assessment processes significantly contribute to the exclusion of marginalised 

communities. Central to inclusive education policy is the need to address educational 

failure; for example, by focussing on formative rather than summative assessment, 

disadvantage and poverty. Most importantly, Slee argues for accountability measures in 

the policy. The move to inclusive education suggests that human rights, equality, equity, 

recognition and belonging should not be abandoned; rather, they should be strengthened 

by offering viable social and political alternatives. If policies fail to inform practices the 

goals of inclusive education cannot be met (Hudson et al., 2019; Mueller, 2020). 

From the perspective of human rights and social justice, and the review of the national 

and international contexts discussed in this chapter, it is clear that the perspectives and 

conditions required to promote inclusive education justify the need to investigate 

inclusive education policy in Bangladesh. It is this quest for the equality of opportunities, 

human rights and recognition for all children with disability that leads me to consider 

Amartya Sen’s theory on social justice, development and capability (1979, 1999, 2000, 

2011), the subaltern theory of Gayatri Chakravorty Spivak (1988) and the 

inclusion/exclusion theory of Roger Slee (2011, 2013, 2018, 2019). I discuss these 

theories in detail in the following chapter. 

 Borrowed Policies 

With the objectives, the literature related to borrowed policies is examined in the next 

few paragraphs to provide an understanding of how the notion of policy borrowing can 

be applied to analyse the situation in Bangladesh. 
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With the objectives to adhere to inclusion, rights and justice, and development goals, and 

to keep up and connect with the processes of global transformation, policy borrowing has 

become a common phenomenon, especially for developing countries (Zangmo, 2018). 

There is an assumption that borrowing policy will ensure ‘best practices’ are embedded, 

but can overlook the educational context of the host nation (Steiner-Khamsi, 2014).  

Policy borrowing has been shown to benefit developing countries. It has shaped global 

knowledge production and created channels for the inflow of international aid to 

developing countries (Tromp & Datzberger, 2019; Zangmo, 2018). In tandem with these 

changes, governments from, for example, Africa, Bangladesh, Bhutan, China, India, 

Nepal, Pakistan and Samoa have borrowed and introduced inclusive education policy 

(Beutel et al., 2019; Rizvi, 2016; Sharma et al., 2016; Verger et al., 2018; Zangmo, 2018). 

However, it has been found that that borrowed policies are influenced by the values of 

the developed countries; hence it is not value free (Zangmo, 2018). Also, educational 

policy change is heavily influenced by the ‘surrounding socio-political milieu’ (Burdett 

& O’ Donnell, 2016, p. 113). For example, Bhutan’s decision to borrow policy was based 

on its need to transform its monastic system of education, end its self-imposed policy of 

isolation and fit into a globalised world (Zangmo, 2018). For Samoa, there was the need 

to keep up with global trends in education and comply with donor requirements (Tuia & 

Iyer, 2015). This is similar to the Bangladesh case. 

In assessing the implications of policy borrowing, Tan (2016) argues that policy 

borrowing for developing countries is not a ‘straightforward, predictable and 

uncontested’ process (p. 196). Tan’s study shows that when conceptualising an 

international policy, systemic challenges are inevitable. Several researchers argue that a 

borrowed policy requires a reformation of the whole education system to align with 

Western thought and ideologies (Rizvi, 2016; Tuia & Iyer, 2015, Zangmo, 2018). 

Otherwise, there may be significant impacts. Therefore the adoption of an international 

policy requires adaptation.  

Even Rizvi and Lingard (2010) warn against blind borrowing of a ‘glossy document’ 

without considering the context (p. 19). They argue that policy borrowing from developed 

countries has significant implications for developing countries without its proper 

conceptualisation. Also, without understanding and ‘exploring the realities of practice’ 
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(Booth & Ainscow, 1998, p.3). Consequently, the replication of borrowed policies from 

developed countries is not reflected in the pragmatics of implementation (Reiser, 2012). 

The result, for those with disabilities, are continued societal, environmental and 

institutional barriers.  

According to Tromp and Datzberger (2019), the blind borrowing of policy without any 

consideration of the local context and appropriateness, when the adoption is not culturally 

appropriate, has been shown to lead to policy complications and failures. Disparities 

between rural and urban educational institutions arise. Developing nations borrow 

international policy but it is less clear how these address the needs of rural communities. 

This literature argues forcefully that in the process of translating borrowed policies into 

practice, policy bureaucrats need to consider the contextual realities of their own nation. 

The borrowing of policy highlights that a lack of understanding, cooperation, 

collaboration, and agreement and discussion between policy bureaucrats and stakeholders 

contributes to the development of symbolic policies. Thus these gaps in policy may 

explain why developing countries are lagging behind in achieving the 2030 EFA goals. 

If these goals are to be achieved, there is a need to minimise the policy gap. This would 

enable children with disability to access education and other services within their 

environment (Boussaguet & Faucher, 2020). 

Borrowed policies require continual adaptation and adjustment to local conditions as they 

do not conform to local values, needs or contexts (Beutel et al., 2019; de Bruin, 2019; 

Tan, 2016; Tromp & Datzberger, 2019). Often, bringing changes to educational systems 

may not be acceptable and applicable to local contexts. Changes may involve a lack of 

community involvement, initiative and support for policy bureaucrats seeking to 

implement a borrowed policy. Policy may be challenged as it may have a significant 

impact on beliefs and practices in a country’s education system (Slee, 2011). 

Nevertheless, policy borrowing is a very important strategy for national development 

(Nguyen & Obaidul, 2015; Rizvi, 2017; Zangmo, 2018). 

In their consideration of borrowed education policy, inclusion researchers maintain that 

the goals of inclusive education cannot be met if policy conceptualisation (Ainscow et 

al., 2019; Mueller, 2020; Muthukrishna & Engelbrecht, 2018; Slee, 2006). The challenges 

of conceptualising an appropriate policy have been known for some time. There is no 
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single education policy that is best suited for all countries and that could be equally 

effective in all environments. Therefore, Rose (2017) concludes that developing countries 

can benefit from borrowed policies when they are adapted to local conditions and shaped 

by national practices. A key strategy suggested is the appropriation of inclusive education 

policy through a unified education system and its contextualisation to local demographics 

(Muthukrishna & Engelbrecht, 2018). 

Alur (2009) suggests that having an understanding of policy failures and addressing the 

reasons for failures can promote inclusion. Alur’s (2009) study of inclusive education in 

developing countries found evidence of exclusionary practices. She regards this as the 

failure of government systems to ‘operationalise policy’, demonstrating ‘institutionalised 

discrimination from the top’ (p. 86). 

While Alur argues that a lack of well-considered policy and a top-down approach affects 

inclusion in developing countries, Li et al. (2019) contend that balancing the top-down 

and bottom-up process when policy is conceptualised is crucial. Their study focussed on 

balancing the Western and Eastern philosophies of policy strategy management. They 

argue that policies have traditionally been guided by the Yin–Yang perspective, which is 

a top-down process. Therefore, they propose an alternative philosophy, the Zhong–Yong, 

which values the perspectives of marginalised people to make informed decisions, as 

recommended by Spivak (1988) and Slee (2013). This process involves listening, 

analysing collected views and opinions, accepting positive solutions and providing 

unbiased information. It can be seen as an effective way to promote inclusive values. The 

Zhong–Yong perspective supports human rights and social justice, such as inclusion and 

participation, acceptance and recognition, interaction, representation, equality and 

respect. Central to the Zhong–Yong perspective is reducing systemic inequities and being 

open to ideas. These strategies can help avoid policy failures. 

Observations from Alur (2009) and Li and colleagues (2019) are striking and demonstrate 

how inclusive education policy can exist in developing countries but have slow or 

ineffective outcomes because of how it is conceptualised. Adding to Alur (2009), recent 

Bangladeshi research on inclusive initiatives emphasises the need for change in society 

so that marginalised children can have equitable access to education (Begum et al., 2018; 

Chowdhury & Chakma, 2019; Olk, 2019; Tazrian, 2020). These studies indicate that 

developing countries are faced with significant national and global constraints and 
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challenges during implementation, yet borrowed policies are positive developments that 

ought to be implemented. 

 Symbolic Policies  

Symbolic policy is defined in the literature as meaningless government programs that 

does not yield any result as the intention is to attract public attention that government ‘do 

something’ (Elder & Cobb, 1983, p. 22) or ‘policy statements with no teeth’ (Mazur 1995, 

p. 2), which, in contrast to policy silences, involves ‘an intensive dissemination of 

symbols that have no tangible effect on resource allocation’ (Anderson 1990, p.15; 

Edelman, 1964, p.26). Symbolic policies provide many benefits to politicians who 

support them—in general public recognition, coalition-building capabilities, interest 

group support, [ … ] but cost little in administrative resources and money’ (Mazur 1995, 

p.2). Moreover, they fail in the long term ‘to generate an active network of state and 

societal actors interested in the success or failure of the policy’ (Skocpol 1988, p. 22).  

Several studies document the existence of symbolic policies in developing countries 

(Chandan, 2020; Okwayn & Kamusiime, 2017; Opoku et al., 2015; Tuia & Iyer, 2015). 

These studies provide evidence that although policies are proposed and developed, local 

authorities often ignore them and strategies are not goal-oriented. They are cited 

occasionally to shape beliefs and expectations (Boussaguet & Faucher, 2020). Rizvi and 

Lingard (2010) define these as symbolic policies, which are vague, ambiguous and have 

‘abstract goal statements’ (p. 9). They also contend that symbolic policies lack 

commitment from governments, that their conceptualisation is faulty and that their ability 

to convey clear understandings is non-existent. Generally, symbolic policies exist in 

written form but are inactive, ineffective and unsustainable (Megan, 2015). 

The implications of such research for borrowed policies include a lack of understanding, 

agreement and collaboration between policy bureaucrats. This all contributes to the 

development of symbolic policies. It seems, therefore, that symbolic policies can be seen 

as a reason for developing countries to be lagging on the 2030 EFA goals. Inclusive 

education policy emphasises the rights of all children to access education and, therefore, 

recent studies on inclusion stress the importance to broadening the definition of inclusion 

(Boussaguet & Faucher, 2020; Krischler, et al., 2019; Tromp & Datzberger, 2019).  
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Issues with symbolic policies have repeatedly surfaced on discussion agendas at 

international conferences (Rizvi, 2017). The common message that comes through about 

inclusive education policy is a marked trend by governments to express compliance as 

signatories to international declarations and establish political priorities (Rizvi, 2017; 

Wood, 2020).  

To prevent a culture of symbolic policies, governments have been advised to prioritise 

investments and strengthen the legal systems so that everyone can participate in society 

and no one is left behind, including people with disabilities (United Nations, 2018). These 

initiatives and actions are preferable as they can help meet SDG17 of the 2030 Agenda 

for Sustainable Development. This is particularly relevant for strengthening partnerships, 

solidarity and multi-stakeholder involvement (United Nations, 2018). Critically, these 

actions of a government will uphold inclusive principles and values. Inclusive education 

will be sustainable and accessible to all education stakeholders (United Nations, 2018).  

 Summary 

This chapter has discussed and analysed significant literature about inclusive education, 

specifically, its characteristics and worldwide practices. The generally accepted theories 

that underpin inclusive education have been discussed, focussing attention on human 

rights and social justice. The literature on equality and recognition in terms of social 

justice has been highlighted. The literature review has highlighted the difficulties 

involved in policy conceptualisation in developing countries, particularly in relation to 

borrowed international policies. Policy discourse and the concepts of borrowed and 

symbolic policies have been discussed. Further, how the conceptualisation of inclusive 

education can be addressed in developing countries to provide equal access to education 

to all children with disability has been examined. The literature offers a vision of justice, 

rights, equality, inclusion and systemic transformation, and highlights the positive effects 

of the borrowing of global policy on developing countries. 
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Chapter 4: Theoretical Perspectives 

 Introduction 

In this chapter, I introduce the three theories that have informed my thinking. The 

theoretical perspective includes the theories of social justice, development and capability 

by Amartya Sen, the subaltern theory of Gayatri Chakravorty Spivak and the 

inclusion/exclusion theory of Roger Slee. The need to apply the three theories arose to 

understand the emerging themes from the small number of interviews conducted as part 

of this research and to supplement policy analysis. The theories are complementary to the 

related and manifold processes involved in understanding policy conceptualisation. 

The works of Sen (1979, 1999, 2011), Slee (2013, 2014, 2018, 2019) and Spivak (1988, 

1990, 2015) independently argue for the rights, recognition, acceptance, representation 

and non-discrimination of marginalised communities. For Sen, Spivak and Slee, justice, 

inclusion and rights are political issues requiring a fairer and more equal consideration 

for everyone in society. Many of their ideas align, including circumventing exclusion and 

empowering those who are marginalised. Sen (1999, 2011) speaks of social justice, the 

development of capabilities and the rights of marginalised communities. Spivak (1988) 

argues for rights, social justice, recognition, non-discrimination and the empowerment of 

the subaltern. To bring about changes following the fundamentals of inclusion, Slee 

(2013) advocates for the right of children with disability and of marginalised communities 

to belong, be recognised and be accepted. As demonstrated below, their theories provide 

a solid justification for the argument I put forward later in the thesis that stakeholder 

perspectives from the ideals of human rights and social justice cannot be ignored and are 

crucial for the success of inclusive education policy. Sen, Spivak and Slee maintain that 

local knowledge can help with the gathering of substantial information for contextual 

development and inclusive practices, whereas the detachment of local people can only 

contribute to the ineffectiveness of policy. The three theories are introduced in the 

following sections. I have provided the justification for the application of the three 

theories in Section 5.5.2. 
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 Amartya Sen 

  Social Justice, Capability and Functioning Theory 

To realise justice, rights and equality, Sen (1999) argues for minimising exclusionary 

practices and discrimination in society. For Sen, social participation is crucial to establish 

a democratic society. Capability, according to Sen (1999) is the activity one is able to 

undertake (‘doings’), and the kinds of people one is able to be (‘beings’). This means that 

capability is not merely the formal freedom to do or be something, but the consideration 

of being given the equal opportunity to achieve it. Central to Sen’s capability is 

functioning and social justice. Sen’s (1999) theory highlights functioning as equal access 

to and the distribution of appropriate resources from which individuals can benefit from. 

This means that the capacity to be productive depends on wellbeing, such as one’s ability 

to use available opportunities and participate in activities as an equal member in a 

democratic society. The capability approach focusses on ends (what people are able to do 

and be with those resources and goods) rather than on means (the resources people have 

and the public goods they can access). 

Sen’s concept is echoed in Article 19 in the Convention on the Rights of Persons with 

Disabilities and Optional Protocol (UN, 2006), which emphasises full inclusion and 

participation in the community by: 

1. providing persons with disabilities the opportunity to choose where and with 

whom they live 

2. providing a range of support services for inclusion and preventing exclusion 

3. ensuring that all community services are provided to persons with disabilities on 

an equal basis. 

Each of these three components is important to realising community living. Another way 

to think about functioning is one’s ability to use available resources to achieve positive 

outcomes (Sen, 1999, p. 53). Because of the nature of human diversity and contextual 

conditions, the capability of one person will differ from that of another. Therefore, Sen 

(1999) argues that how a person can function will depend on the distribution of resources 

and the capability of individuals to use those resources. Sen explains that individuals have 
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to be given the right and freedom to not only choose to function according to their own 

capabilities, but also to live in any given way with available resources.  

An examination of the right and equal freedom to choose for individual growth and 

development is examined below.  

 Growth and Development Theory 

Literature shows that development can affect positive social and economic change and 

improve services. It is viewed as a social justice stance and fundamental to the human 

rights and wellbeing of everyone (Carrington et al., 2019; Sen & Tasioulas, 2018). Sen 

(1999) argues that development entails five kinds of freedom: ‘political freedom, 

economic facilities, social opportunities, transparency guarantees, and protective 

security’ (p. 4). The freedom to choose available resources according to individual 

capability is a crucial element to wield power for individual and economic growth as well 

as social development. Significantly, these are interlinked and strengthen one another. 

For example, political freedom and social opportunities can lead to economic security and 

economic participation. Seen in this light, opportunities are essential elements to achieve 

valuable functioning and developing capability, which is important for quality of life and 

wellbeing. Policy will fail unless governments address the challenges faced by those who 

are marginalised and discriminated against. This view is supported by educational 

research showing that policy must consider how to accomplish the task (Rizvi, 2017). 

Only when policy bureaucrats recognise the contextual realities, remove barriers and 

provide opportunities for equal participation and the freedom to choose, can policy be 

successful (Jiménez-Ramírez et al., 2020; Poveda & Roberts, 2018). 

 Sen’s theory in the Bangladeshi context 

Sen’s view of freedom and capability has been described as myopic and contradictory 

(Laruffa, 2019; Patrón, 2019; Selwyn, 2011), and his ideas on democracy as ancient and 

impractical (Bonvin & Laruffa, 2018; Laruffa, 2019; Selwyn, 2011). Nonetheless, Sen’s 

(1979, 1999, 2011) ideas of freedom, facilities, opportunities, justice and rights are 

reflected in the SDGs. They are also reflected in the UNCRPD (UN, 2006), which 

recognises the importance of ‘access to the physical, social, economic and cultural 

environment, to health and education, and to information and communication, enabling 
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persons with disabilities to fully enjoy all human rights and fundamental freedoms’ 

(UNCRPD Preamble, 2006, p. 3). 

Sen’s concept of equality is articulated in the Universal Declaration of Human Rights12 

(United Nations, 2015b), which proclaims, ‘all human beings are born free and equal in 

dignity and rights’ (Article 1). On addressing the issues of global inequality, Sen (1999) 

highlights that development ‘consists of the removal of various types of unfreedom that 

leave people with little choice and little opportunity of exercising their reasoned agency’ 

(p. xii). Agency is the ability to engage in actions. 

According to Sen (1999), society creates barriers, and marginalised communities are 

required to enact their agency to challenge existing barriers. Considering freedom and the 

process of development, Sen’s view is agency oriented. He challenges the concept that 

development is concerned with economic growth (Mendonca, 2018; Poveda & Roberts, 

2018). Rather, he argues that economic development does not reflect economic growth. 

His perspective on development focusses on human prosperity and the creation of 

opportunities and individual capability to exercise social, economic and political freedom 

(Poveda & Roberts, 2018). 

Sen (1999) argues that agency can be affected by, ‘poverty as well as tyranny, poor 

economic opportunities as well as systematic social deprivation, neglect of public 

facilities, as well as intolerance or overactivity of repressive states’ (p. 1). Respect for 

human rights and freedom, opportunities for development and eliminating the disparity 

in education are important for marginalised communities to function effectively. This can 

improve the human condition and help alleviate global inequality. Sen’s perspective 

suggests that power control by bureaucrats, such as that in Bangladesh, can hamper 

individual, social and economic development (Rahman, 2018). Therefore, effective 

policies are needed to create freedom and offer opportunities for greater democracy (Sen, 

1999, p. 41). 

Within inclusive education, equality and equity can be viewed as one’s freedom to 

exercise the right to participate in learning (Chand & Karre, 2019). Bearing the notion of 

                                                           
12 The UDHR is a document on human rights. It recognises the fundamental human rights to be 
universally protected and it has been translated into over 500 languages. The UDHR is widely recognized 
as paving the way for, the adoption of more than seventy human rights treaties, applied today on a 
permanent basis at global and regional levels (all containing references to it in their preambles). 
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equality and equity in mind, individual function, capability and ability will depend on the 

skills one has and can perform. This is crucial, yet being able to choose and participate in 

all activities is just one aspect of inclusion. This shows the agency aspect is regulated by 

the availability of resources and negotiating socio-cultural and political processes 

(Carrington et al., 2019; Eunice et al., 2015). For policy bureaucrats, this means making 

educational services not only available but also accessible and compatible with individual 

needs, this especially applies to children with disability. This approach can enhance the 

capacity of everyone (Oando & Akinyi, 2019; Sen, 2005; Sen & Tasioulas, 2018). 

Sen’s theory provides a lens to investigate equality, rights and freedom for children with 

disability to access education in mainstream schools. This can help with an understanding 

of whether children with disability have choices in how they access available resources. 

It can also help to understand if available resources and the curriculum can help them to 

function and participate in learning along with others in the same classroom. Sen’s 

concept follows the trajectory of changing bureaucratic principles to concepts of 

democracy deeply rooted in the discourses of justice, rights, freedom, recognition and 

development. 

In addition, Sen’s idea of human capital and the freedom and right to choose according 

to one’s capability is crucial for inclusive education. Inclusive education implies 

‘recognition and representation’ (Slee, 2011, p. 164). Resource determinism also seems 

to be a concern for Sen’s concept of functioning and the ways in which equality in 

education can be maintained. These are among the major fundamental philosophical aims 

to be considered in inclusive education. 

In a keynote lecture at Harvard University on the issues of insecurity and inequality, Sen 

(2018) pointed to the transformative powers of education on society and individual 

wellbeing. He maintains that the creation of a just society requires acknowledging 

differences in human identities. Sen contends that education in this globalised world is 

marred by classification systems (Sen, 2003), that classifying people in a world of 

profound inequalities will contribute to individual, social, political and economic 

insecurity, exclusion, violence and conflict. It is evident from Sen’s view of classification 

that the most significant barrier to learning and exclusion is discrimination and inequality 

in services offered to people. Also, in the equal redistribution and the availability of 

resources to function with. Sen’s views point out that the social participation of 
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marginalised people and the lack of school participation by children with disability is 

characterised by neglect, non-recognition, discrimination and extreme exclusion. For 

example, in the availability of social and medical services and resources to function with. 

This is evident in both developed and developing countries, (Boyle & Anderson, 2020; 

Cologon, 2019; Otieno & Onyango, 2018). 

Sen (1992) argues that a right, ‘gives a person a certain opportunity’ (p. 141) to function 

in society. It gives individuals the choice to live in any given way with the resources 

available and capabilities they have (Sen, 1979). Moreover, it allows individuals to 

contribute to economic development, and the ‘freedom to live well’ (Sen, 1999, p. 2). In 

other words, factors such as the social environment and options from which to choose can 

affect capabilities. 

Sen (1999, 2011) suggests that many will miss out on the benefit of inclusive education 

if capability and functioning are not valued. From a human rights perspective, the ideas 

of capability and functioning are intertwined. Sen argues that the capability to choose in 

the form of political and individual freedom and the right to education in the form of 

social opportunity can promote financial security and social participation. When 

individuals can function without restrictions and with the available resources, this can 

promote individual and national development (Kandulu et al., 2019; Munger et al., 2016). 

 Roger Slee 

  Inclusion/Exclusion Theory 

Slee’s inclusion/exclusion theory is concerned with students with disability in regard to 

whether they should stay in mainstream classrooms full or part-time. The theory began 

by arguing whether regular or special schools are better equipped to handle children with 

disability (Slee, 2001a).  

According to Slee’s more recent work (2018, 2019), governments worldwide have 

incorporated inclusive education into their education policies. In addition, international 

organisations such as UNESCO and the OECD have shown their full commitment to 

education for everyone and have upheld the key principles, as well as the practice of 

inclusive education. Nevertheless, despite strong global support for inclusive education, 

there is extensive debate among policy bureaucrats, parents, teachers and researchers 
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concerning aspects of inclusive education. Various parties continue their discussions on 

both the nature and degree of inclusion. 

For Slee, a continuous focus on regular schools or even a focus on special schools hinders 

the progress of inclusive education. Slee’s theory emphasises a better understanding of 

exclusion from education. Slee contends that the associations between exclusion and 

attainment are not often addressed directly with school reforms to accommodate inclusive 

schooling. He advocates for practices that develops an understanding of the ways in which 

children with disability become excluded. Policy conceptualisation on the basis of these 

understandings will benefit all children and help promote democratic learning. 

Importantly, the main themes in Slee’s theory (2018, 2019) are humanity, justice, rights, 

recognition, belonging, inclusion and exclusion. 

In order for inclusive education to occur, Slee (2011, 2014, 2018) advises schools to 

engage in systemic and systematic reformation that involves the transformation of 

education systems in legislation, policy and the mechanisms for financing, administering, 

designing, delivering and monitoring education. These reform efforts are needed to 

eliminate the deficits that exist in the current mainstream provision. This is also crucial 

to move away from social structures that are focussed on ‘most’ and ‘some’, to ones that 

are compatible for ‘every’ and ‘all’ (UNICEF, 2017, p. 4-7; United Nations, 2016). 

Slee’s (2014, 2018) vision to reducing exclusion is about school reform and school 

improvement. His idea on school improvement focusses on improving student 

accessibility and outcomes. That is, leadership, teachers, culture, resources, pedagogy and 

community all working together to effectively change school practices. Slee’s inclusive 

school reform extends the concept of structural improvement to that of addressing 

diversity. This is crucial for all students to access, participate and make progress in their 

learning and in classrooms. When inclusive school reform is combined with school 

improvement, it can lead to change process to be accessible and sustainable. 

 Slee’s theory in the Bangladeshi context 

Slee’s theory takes the approach that inclusion contains an essential idea of diversity 

which is not found in the idea of integration. By using the term inclusion, changes in the 

educational system is implied, leaving the idea of equality as an illusion behind. His 

perspective makes clear that recognising children with disability and respecting their 
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equal rights to education by the enactment of laws by the Bangladeshi government is not 

enough. Factors that affect attitudes, relationships and systemic and systematic exclusion 

are important. Reducing exclusionary forces that operate within regular classrooms and 

disrupts class participation needs to be addressed. 

 Spivak 

 The Subaltern Theory 

In ‘Can the Subaltern Speak?’, Gayatri Chakravorty Spivak presents subalterns, as the 

marginalised people and groups who occupy a position without identity, a position ‘where 

social lines of mobility, being elsewhere, do not permit the formation of a recognisable 

basis of action’ (Spivak, 2005, p. 476). The term was originally used by Antonio Gramsci 

to describe cultural hegemony (Hoare & Nowell, 1971), to identify groups that are 

excluded, displaced and marginalised because of socio-economic institutions put into 

place, so their political perspectives are denied. However, Spivak uses the term 

metaphorically to describe someone who lacks mobility, ‘to be removed from all lines of 

social mobility’ (Spivak, 2005, p. 475). The subaltern is subjugated by the powerful, with 

lower status and belonging to subordinated social classes in post-colonial countries.  

Spivak’s focus is on violence that is not physical, rather inflicted through thought, speech 

and writing. She terms this as “epistemic violence”. For Spivak, epistemic violence 

occurs when subalterns are excluded from representation, when they are classified, when 

they are not allowed to speak for themselves, or to have their contributions recognised. 

According to Spivak, a socially-stratified system divides communities into groups and 

obliterates the existence of the subaltern from their place in the world. Spivak (1988) 

argues that this is especially common for the ‘‘general, non-specialists,’’ the ‘‘illiterate 

peasantry,’’ the ‘‘tribals,’’ and the ‘‘lowest strata of the urban sub proletariat’’ (p.282–

83) and the female (Spivak, 1988). These groups are routinely silenced, marginalised or 

subjected to neglect as can be seen from Spivak’s argument: “If, in the context of colonial 

production, the subaltern has no history and cannot speak, the subaltern as female is even 

more deeply in shadow” (Spivak, 1988, p. 287). 

At the heart of Spivak’s theory (1988) is the issue of representation and recognition of 

marginalised groups. She highlights how the problem of representation is linked to 
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problems of relations, between the West and the rest, rural and urban and aboriginal and 

national culture. Her views emphasise different methods of engagement with the 

subalterns, in particular the need to value the knowledge and perspectives of these 

population who belong to the lower strata of the society. The perception of these 

communities as unknowledgeable only further marginalises and prevents them from 

engaging in and contributing to the community and from participation.  

In her view about the development of those who are marginalised, Spivak (1988, 2012b) 

argues for the crucial necessity of the empowerment of subaltern groups and the need for 

developing social relations. Spivak emphasises this vision to help the subaltern transcend 

the existing authoritative domination, for a post-subaltern state to be possible (Spivak, 

1988). 

 Spivak’s theory in the Bangladeshi context 

In her discussion of the subaltern and pointing to the importance of contextual knowledge 

production, Spivak’s theory discusses the issue of listening and learning from subalterns. 

For this purpose, Spivak insists on the need to develop relationships between the 

powerful, the privileged member, the elite and the commoner (the subaltern). Spivak’s 

question, ‘Can the Subaltern Speak?’ directly speaks to the main objective of social 

justice and human rights theory—the opportunity and freedom to speak, the right to be 

recognised and participate, and be heard. In other words, the need for the Bangladeshi 

government to rethink the structures of power that divides is important as this can 

minimise, or even end the exclusion of the community members of society. Bangladesh’s 

colonial history of nearly 300 years under British rule before the Partition of India in 

194713, entails reaching across communication, cultural and geographical boundaries to 

build bridges in an attempt to connect societal divides. 

 Summary 

In this chapter, the three theorists and theories that informed my research are introduced. 

In order to apply the theoretical perspectives to the rest of this thesis, the work of Sen, 

                                                           
13 Information about this is given in Chapter 2, Section 2.2.1 
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Slee and Spivak have been introduced to inform the investigation of how inclusive 

education in Bangladesh is conceptualised. 

At the heart of Sen (1999), Slee (2013, 2018, 2019) and Spivak’s (1988) theories are the 

reduction of inequality, exclusion and discrimination. In situations where marginalised 

communities are not discriminated against or isolated in any way, their theories not only 

promote individual development and national growth, they can also lead to personal and 

economic empowerment. It may be applicable in the context of education in Bangladesh 

to promote rights, create social opportunities, and enhance individual capability and 

development. 

Although Sen (1979, 2011) and Spivak’s (1988) work does not primarily focus on 

education, their idea of rights, justice, capability, freedom and the notion of  equality can 

be best thought of as guidance for governments on how policy affects the function and 

achievement of individuals. As social justice emphasises, ‘people in a different economic 

situation should be treated differently’ (Hodgson, 2010, p. 5) and have equal access to 

services to achieve equal outcomes. Sen, Slee and Spivak’s perspectives on equality, 

recognition and non-discrimination are fundamental to establishing agency. Otherwise, it 

will be hindered by economic, social and political systems (Rawls, 1999). Therefore, to 

achieve the best results from policy, other strategies—such as guaranteeing the freedom 

to choose, equal opportunity to participate and be recognised, and the fair distribution of 

resources—are imperative. From this perspective, a social justice approach can provide a 

full rationale for education policy focussed on equality with an emphasis on human rights 

and economic development at all levels. Extending the argument put forward by Hodgson 

(2010), it can be argued that there is a need for Bangladeshi government officials and 

policy bureaucrats to situate themselves in the context and register questions about 

contextual barriers and strategies for the success of inclusive education. Subjective 

experience can empower and help in the designing of effective policy (Precious, 2020). 

Sen and Spivak’s observation of discrimination and social justice moves beyond Western 

thinking of discrimination and survival. Sen (1999) and Spivak (1988) highlight how 

marginalisation can affect individual rights, development and freedom. Inadequate 

education, illiteracy and innumeracy because of marginalisation leads to insecurity and 

impairs individuals in many ways. It reduces motivation and affects individual, social and 

economic development. The lack of capability to function effectively in society and the 
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lack of freedom to choose are forms of social injustice. According to Slee (2019), 

discrimination and marginalisation excludes and does not endorse respect, recognition 

and belonging. 

Rural areas in Bangladesh have fewer schools and are often remotely located at 

considerable distance from urban areas. This can make learning conditions difficult. 

Adding to this already challenging situation, marginalised children and those who are 

discriminated against are deprived of educational facilities. The question to ask about 

inclusive education policy in rural areas is how each student—especially those with 

disability and special needs—is benefitting in the context of capability expansion. As 

individuals vary greatly in their abilities, converting the same resources into valuable 

capacity to function will require the freedom of an individual to choose between different 

resources. 

The thinking prompted by Sen, Slee and Spivak’s theoretical arguments led me to a 

deeper search for the perspectives of rural Bangladeshis. Rural people can share collective 

views and help identify strategies to create a more receptive environment for change. 

They can help create a more inclusive environment (Slee, 2013, Spivak, 2015). 

The common view that the perspectives of marginalised people have no value and that 

these communities lack interest in communicating and being involved in social and 

political discussions needs to be dissolved (Slee, 2011; Spivak, 1988). Since rural people 

make up a significant proportion of the population in Bangladesh, it became imperative 

that this research engaged with rural people to ensure the local perspective is included. 

Such practice is valuable to reduce the exclusion of the subaltern from participation and 

validate the questions of representation and speech and nullify subjectivity. Sen, Slee and 

Spivak’s theory values marginalised people and present policy perspectives for their 

inclusion and recognition.  
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Chapter 5: Methodology 

 Introduction 

This chapter outlines the methodological approach undertaken in this study presenting an 

overview of methods, motivations, stance, research design and paradigm. The chapter 

begins with an overview of the philosophical stance of the researcher and introduces the 

question that guided the research, ‘How is inclusive education conceptualised in 

Bangladesh?’. The chapter proceeds with an explanation of the research design and 

paradigm. Then, Carol Bacchi’s ‘What’s the Problem Represented to Be’ (WPR) 

approach is explained in relation to my examination of Bangladesh’s National Education 

Policy 2010 (NEP10). 

This leads to an overview of the discourse of rights, justice and equality analysis 

undertaken in this research. The perspectives of Sen, Slee and Spivak, which have 

informed my thinking about inclusive values in developing countries—especially 

Bangladesh—and how to respond to the research question follows. After that, a small 

number of interviews undertaken in rural Bangladesh is introduced and justified. This 

study has been informed by these approaches and I draw together policy, social theory 

and educational practice. 

 Planning the Study 

This purpose of this research was to examine the conceptualisation of inclusive education 

in Bangladesh. The methodological approach to address the research question that seemed 

the most appropriate was qualitative inquiry. Qualitative inquiry allows the understanding 

of a phenomenon and the examination of practices, and helps advance the issue of social 

justice (Denzin & Lincoln, 2018). It has the potential to provide a deep understanding of 

the issues surrounding a research topic (Creswell & Poth, 2018; Denzin & Lincoln, 2018; 

Patton, 2015; Yin, 2015). 

 The Researcher in This Study 

The methodology for this study was influenced by my epistemological stance and the 

theoretical perspectives adopted. Epistemologically, this research is located within the 
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critical theory paradigm. In the following paragraphs, the decision to align with this 

paradigm is justified. 

I was raised in a privileged family. Being the daughter of a diplomat, I had the opportunity 

to live and study in schools overseas before Bangladesh was born. From a human rights 

stance, I strongly believe that everyone has a right to education, and to grow, develop and 

lead a life free from discrimination. I made the conscious decision to understand the 

experiences of others and how inclusive education is understood. I was particularly 

interested in the experiences of children with disability and the extent to which rural 

primary schools accommodate their needs. I learned that support services for education 

are most likely to be extended to schools within cities and nearby areas. I was also 

interested in finding out more about approaches that could positively influence inclusive 

education. From my work experience in Bangladesh’s Ministry of Education and the 

Directorate of Secondary and Higher Education, I was aware of the government’s 

commitment to ensure equal rights to education for everyone, including children with 

disability living in rural and remote areas. On a professional level, being a teacher, I felt 

the need to look at rural schools. Therefore, I wanted to gain knowledge from rural 

education stakeholders. My work experience at Ministry of Education assisted me to 

understand culturally how policy works in Bangladesh while the fieldwork added to that 

knowledge. It needs to be mentioned here that the motivation for the study has resulted 

from my personal interest, and with the aim of providing benefit for others (Cornwell et 

al., 2017).  

 ‘Am I an Insider or Outsider?’ 

In deciding my role as an insider or outsider, I procrastinated with the question: ‘Am I an 

insider or outsider?’, as it is important for qualitative researchers to situate or position 

themselves in the research (Shai, 2020). I sometimes saw myself as an outsider instead of 

an insider, and vice versa.  

It has been argued that insiders know their own disadvantages, in contrast, outsiders 

imagine what disadvantage is for insiders (Dunn, 2019). In this research I am an outsider 

as I see inclusive education from a Western perspective. I support equality of 

opportunities and participation, for example, the human right to education for all. As a 

Bangladeshi by descent, I share in this belief and also the human rights stance, with my 
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education being grounded in developed countries yet understood by living and working 

in Australia. This difference in views and experience has shown to have a profound 

influence on individual’s explanations and beliefs and could influence my interpretation 

of participant views (Dunn, 2019). 

At the core of the insider–outsider distinction is the notion that ‘insiders receive 

preferential access and, consequently, a range of excludable goods’ (Chang & Kerr, 2017, 

p.69). Chang & Kerr state that one’s insider-outsider status have significant implication 

on attitudes and behaviour. My insider role can be traced back to my being a Bangladeshi 

by descent, having a career as an officer at the Ministry of Education and having 

significant knowledge of Bangladesh and experience of the Bangladeshi education 

system. As an insider, I know what are acceptable behaviours and customs of Bangladeshi 

society. I can provide insights into the complexities of the local context that an outsider 

may fail to understand and notice, for example, Bangladeshi culture, tradition, 

environment, history and politics. This would not have been possible if I were not 

Bangladeshi. However, despite Bangladesh being my homeland, I was introduced to rural 

Bangladeshis as a researcher from Australia, making me an outsider in this study. This 

duality in my position as a researcher has been foremost in my mind throughout the 

research. I dwelled on questions such as, Who am I? How do I represent myself to 

Bangladeshis? What are my responsibilities as a researcher? How do I minimise power 

imbalances in relationships? 

My insider position facilitated my access to Bangladesh, reading the Education Act 2013 

in Bangla, as this was unavailable in English, and comparing the translated NEP10 policy 

document with the original Bangla version. But, at the same time, as a researcher from 

Australia, situated me as an outsider. There was a concern that rural people might treat 

me differently. The potential tension was between the desire to protect the rural people, 

and the desire to find out and contribute to the body of knowledge, making these 

understandings publicly available. On reflecting on my role as a researcher, I felt that I 

had insider knowledge of the experiences of rural Bangladeshi education stakeholders 

because of my Bangladeshi background and my working and teaching experience in 

Bangladesh. At the same time, having resided outside of Bangladesh, I was less familiar 

with the updated curriculum ideologies and combining English and Bangla while 
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communicating. These cultural and linguistic features served as patent emblems of 

difference in the Bangladeshi research context. 

In this study, I took an emic approach (Mostowlansky & Rota, 2020) whereby I engaged 

in the field of inquiry with an insider perspective. The emic approach helped to better 

understand rural Bangladeshi education stakeholder’s contextualised experiences, 

viewpoints, perceptions, meanings and interpretations of inclusive education. Over time, 

I found that positioning myself as an insider or outsider required balancing my position 

and role to manage inequalities and being sensitive to social, cultural, political and 

religious issues. This was crucial for me to deal with inequalities and establish empathy 

with rural Bangladeshis. My experience assisted me to understand culturally how policy 

works in Bangladesh while the fieldwork (Appendix O) added to that knowledge. I had 

more knowledge of education policy in this space. My insider knowledge of the language 

was helpful in analysing policy written in Bangla and English, and to transcribing 

interviews.  

Being a Bangladeshi was an advantage and there were some commonalities between the 

participants and myself in terms of speaking the same language. However, it could not be 

assumed that as a Bangladeshi having lived in Australia for many years I would be able 

to identify with rural conditions, and recent social and cultural developments. On further 

reflection of my role as a researcher, I find I am a researcher occupying ‘the space 

between’ (Dwyer & Buckle, 2009, p. 60), that is, the position of ‘insider and outsider’ 

rather than ‘insider’ or ‘outsider’.  

It is important to clarify that this study is situated under the critical theory paradigm.  

 Critical Theory and Paradigm 

The critical paradigm has a transformative dimension. Its aim is to effect positive social 

change in regard to existing ideas and actions by revealing all forms of exclusionary and 

power differences in society (Creswell & Creswell, 2018; Denzin & Lincoln, 2018; 

Horkheimer, 1982). Essentially, critical theory analyses social practices to uphold the 

principles of human rights and social justice (Creswell & Creswell, 2018), that is, equal 

participation and opportunities, recognition, non-discrimination and acceptance. 
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The critical paradigm is an appropriate choice to investigate and reveal practices that 

exclude, discriminate, marginalise and are unjust (Denzin & Lincoln, 2018). As the 

purpose of this study is to investigate how inclusive education policy is conceptualised 

within the Bangladeshi educational system, the critical paradigm is an appropriate choice.  

Importantly, the critical paradigm allowed me to analyse and uncover policy ideologies 

in the Bangladeshi NEP10 in regard to the conceptualisation of inclusive education, and 

provide suggestions of how to make policy just for all (Forester, 1993). 

To justify the suitability of my study within the critical paradigm, I assert that policy 

objectives that exclude and segregate any child with a disability is unjust and a form of 

discrimination. The critical paradigm enables this research to interpret, critique and 

analyse how policy informs unfair practice or ideology. It also allows to investigate 

exclusionary powers and expose conceptualisations and beliefs that marginalises, 

segregates and excludes, and advocate for a more just social system (Denzin & Lincoln, 

2018). 

 Policy and Policy Analysis 

Ball (2012) defines policies as complex social practices that require constant negotiations 

between the principles of social classification, the limitations of problem categories, the 

interpretation of common experiences, the conceptual framing of problems and the 

definitions of ideas. These criteria guide how shared meanings are created and motivate 

individuals to act (Fischer & Forester 1993, pp. 2–3). Ball’s definition suggests that 

policies are not free from political dimensions as interests are negotiated among policy 

bureaucrats and organisational actors that may influence policy conceptualisation. It is a 

choice that policy bureaucrats make between ‘competing alternatives’ to suit political 

commitments (Anyebe, 2018, p.8). Further, Ball (2012) sees the policy as both a product 

and a process. He argues that a policy can be seen as not only the statements of strategic, 

organisational and operational values (product) but also the capacity to operationalise 

values (process). The conceptualisation of policy as a product and a process emphasises 

the political character of policy. It demonstrates that policy is about both the identification 

of political objectives and the power to transform values into practice through 

organisational principles and operational practices. This emphasis on the policy as a 

process recognises that values are not neutral. They are contested and often the subject of 

negotiation, compromise and conflict. In this conception of policy, power, conceived of 
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as largely unproblematic, moves centre stage (Ball, 2012). For these reasons, it is 

important to look deeply into the conception of power in the conceptualisation of policy. 

“Policy analysis in education is grounded in the belief that it is crucial to understand the 

complex connections between education and the relations of dominance and 

subordination in the larger society—and the movements that are trying to interrupt these 

relations” (Apple, 2019). It provides a way for understanding the power relations 

embedded in them. It may assist to improve policy and inform practitioners in their 

advocacy. As such, policy analysis provides researchers with a powerful tool to develop 

an enhanced understanding of the values, interests and political contexts underpinning 

policy decisions. Such methods may enable more effective advocacy for policies that can 

lead to improvements in education.  

It is also well documented that the philosophy of inclusion is often not translated into the 

policy (Ainscow, 2005; 2010, Ainscow et al., 2019; Webster, 2018). Therefore, there is a 

need to analyse policy in order to understand how policy is conceptualised in particular 

contexts, ‘by who, for whom, based on what assumptions and with what effect’ (Somekh 

& Lewin, 2005, p. 97). However, it has been argued that analysing policy is not 

straightforward because disagreement exists about what public policy is and how it can 

be investigated and understood (Anyebe, 2018; Sabatier & Weible, 2014 ; Peters, 2021 ), 

with different approaches based upon diverse theoretical and methodological 

assumptions. 

5.5.1 Approaches to Policy Analysis 

Scholars have offered different approaches, strategies and models for examining 

education policy (Diem et al., 2019; Young, 1999; Young & Diem, 2016). More recently, 

the attention of critical policy analysis has shifted to examining the governance, 

accountability and policy advocacy processes, rather than purely focusing on the 

government itself (Apple, 2019; Anyebe, 2018; Diem et al., 2019; Fischer & Miller, 

2017). The focus has shifted as policy has become a central concept in the way that 

modern society is organized and managed—it is through policy that authority is 

exercised. Policy outcomes include not just the decisions about why and how to act but 

reflect societal values and the allocation of resources to support the enactment of policy. 

Critical policy analysis illuminates these important aspects of public policy (Anyebe, 
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2018). Another focus was examining the movement towards accountability in the policy. 

On the use of critical policy analysis in education, Diem et al., (2019) state that critical 

policy analysis “offers the promise of broader, deeper, and potentially more complex 

understandings of educational policy issues” (p. 7).  As attention and interest gained 

momentum, educational policy scholars moved towards using a critical framework rather 

than the traditional approaches to policy analysis (Diem et al., 2019).  

There are a number of approaches to policy analysis that I outline here.   

Dunn (2017) offers six procedures that should be incorporated into policy analysis: 

solving, defining, predicting, prescribing, describing, and evaluating. Blondel (2013) 

suggests a comparative approach to policy analysis. Kern and Rogge (2018) demonstrate 

three approaches to analyse policy. Young and Diem (2016) point out, a theoretical lens 

or framework is required; otherwise, it becomes difficult to distinguish what is likely to 

be important and what can be ignored, to which recently Anyebe (2018) highlighted six 

theoretical approaches. These include elite theory, group theory, political systems theory 

and institutionalism, policy output analysis, incremental theory and rational-choice 

theory. However, Anyebe contends that these theories are primarily concerned with 

public policy-making as a process. Browne et al. (2018) highlight three broad orientations 

to policy analysis. These are: (i) Traditional approaches that aim to identify the ‘best’ 

solution, through undertaking objective analyses of possible solutions. (ii) Mainstream 

approaches focusing on the interaction of policy actors in policymaking and, (iii) 

Interpretative approaches examining the framing and representation of problems and how 

policies reflect the social construction of ‘problems’.  In other words, the policy analysis 

approach depends largely on what aspect of the policy is under review. 

This research takes an interpretative approach (Browne et al., 2018) to examine and 

critique policy in the field of inclusive education. The study employs Carol Bacchi’s 

“What’s the Problem?” (WPR) approach to analyse policy and answer the research 

question, How is inclusive education conceptualised in Bangladesh? In addition, the 

theories of Sen, Slee and Spivak are included to analyse the small number of interviews 

and to supplement the policy findings from the perspectives of human rights, inclusion 

and social justice. 
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Before outlining the WPR approach utilised in this research, I provide a justification of 

policy analysis, the use of theory in research and the methodological issues in policy 

research. 

5.5.2 Justification of policy analysis 

Borrowed policy, as has been discussed in Chapter 3 (3.4.2) requires action at many levels 

of society. Policies inform these activities and policy analysis is crucial to understand the 

extent to which the rhetoric is supported (Marsden & Watt, 2003).  

5.5.3 Justification of using theory in policy research 

Apple (2019) and Fletcher (2017) contend that critical policy analysis approaches policy-

making as a dynamic and complex process.  It challenges objectivist assumptions that 

policy inputs will lead to intended policy outputs. It emphasises realism and views policy 

as the outcome of historical and social contexts and power relations rather than as rational 

and linear. Critical policy analysis examines policy interaction with philosophy, theory 

and methodology (Diem et al., 2019). For example, in an early critical policy analysis a 

‘multifocal policy analysis’ was conducted by Young (1999) that blended theory with 

methodology. In this approach traditional interview methods were combined with critical 

readings in a multi-theoretical ‘process [that] involved viewing from one lens and 

subsequently reconsidering the phenomena from another’ (p. 679). Young’s study 

demonstrated that methods of multifocal and critical policy analysis allowed to 

understand policy through the lens of critical theory. A critical frame helps expose the 

problematic nature of dominant ways of knowing and doing and offers alternative 

strategies to produce effective inclusive and equitable policies and practices.  

Young and Diem (2016) have argued that ‘Policy analysis is, by its very nature, 

theoretical; that is, it requires theorizing about the objects of study” (p.2). Their studies 

show the requirement for theories to guide the study of public policy, facilitate 

communication, and suggest possible explanations for policy action. Theories direct 

attention to important political phenomena, help clarify and organise our thinking and 

suggest explanations for political activities such as public policies (Anyebe, 2018).  

Cairney and Jones (2016) found that most empirical applications fail to sufficiently 

engage with broader policy theory and are mainly interested in understanding the 
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empirical case. These approaches to policy analysis have been characterised as 

theoretically narrow as they rely on the notions of reality and knowledge and are 

‘dislocated from any coherent explanatory or predictive framework’ (Ball, 1994, p. 1; 

Young & Diem, 2016). The analysis is descriptive and lacks attention to how policy is 

interpreted by policy bureaucrats (Young & Diem, 2016). On the other hand, theories can 

offer an invaluable guide to policy analysis, conceptualisation and advocacy (Anyebe, 

2018; Ball, 2012; Nisa et al., 2021). A policy can be successful when the policy goals and 

perceptions, actions and events are explained by theories (Hornberger, 2015; Nisa, et al., 

2021).  

The application of theories has led scholars to draw on different critical perspectives and 

methods in their exploration of policies, policy contexts, policy processes, policy 

communities and policy impact (Young & Diem, 2017). Moreover, as analysing 

educational policies through multi-theoretical approaches gained momentum, the interest 

in the results in policy analyses to show more depth and breadth arose (Diem et al., 2014; 

Kern & Rogge, 2018). These studies show that not only does theory impact the 

identification of the research topic or problem, it impacts the way the researcher thinks 

about the problem, and it impacts the questions that the researcher asks about the issue. 

Making sense of the world begins with the researcher’s notions, conceptualizations and 

theories about it. The analysis involves a close examination and distinguishing among 

various aspects of a data set and how to go about separating and examining.  

This study conducts an analysis of policy in Bangladeshi education. It responds to the call 

for theory-informed policy analysis as a valuable research method in inclusive education 

(Anyebe, 2018; Breton & De Leeuw, 2011).  The aim is to “discover and/or question the 

complexity, subjectivity, and equity of policy” while highlighting both “the intended and 

unintended consequences of the policy” (Diem et al., 2014, p. 1084). Theory is valued in 

the analysis of policy and interviews to understand the reality of the inclusion of children 

with disability. This builds on the assumption that theory is not value free (Donaldson & 

Walsh 2015). Theories of Sen, Slee and Spivak around inclusion and exclusion, equality, 

recognition, non-discrimination, capability, development and rights were employed to 

understand education stakeholders’ conceptualisation of inclusive education, disability 

and policy. The study aligns with previous work in Critical Policy Analysis and 

challenges the view of policymaking as a linear, deliberate, unbiased process (Young & 

Diem, 2017). As this study aims to situate policy within a theoretical framework of 
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interpretation, I draw upon Carol Bacchi’s (2012) ‘What’s the problem’ (WPR) approach 

to understanding the ideologies and social contexts that problematise policy 

conceptualisation (Young & Diem, 2017). The WPR approach is discussed in Section 

5.6.1. 

5.5.4 Methodological issues in policy research 

Policy analysis is important to understand the role of government systems, power and 

practices in society. Dunn (2018) argues that the methodology of policy inquiry is the 

critical investigation of potential solutions to practical problems. The aim of the 

methodology is to help understand and question, not only the products of policy inquiry, 

but the processes employed to create these products. The methodology of policy inquiry 

contributes to the reflective understanding of theories, methods, and practices (p. 3). 

Diem et al. (2014) have pointed out that ‘there is no single or correct critical policy 

analysis method ‘as long as the scientific methods produce reliable knowledge (Dunn, 

2018, p. 3).  Policy analysis process involves a number of steps, although these steps are 

not always sequential, and the process is iterative. Reasons for policy analyses may 

include research (i) for policy in order to contribute to the actual policy production 

process, and (ii) of policy, in order to contribute to the academic body of knowledge about 

policy and to contribute to our understanding of contemporary social life.  

Analysis of policy is research that is often carried out by bureaucrats and researchers to 

support the development and implementation of a particular policy in its actual production 

(Rizvi and Lingard, 2010). Analysis of policy, on the other hand, takes a more critical 

stance, in which the purpose may be to investigate the policy at any point in its 

development and implementation stage, with the goal of reviewing from disinterested 

stances (Nzinga et al., 2018; Rizvi & Lingard, 2010). This is the more academic study of 

policy, which aims to contribute to the academic field of educational policy studies, 

though as Rizvi and Lingard (2010) suggest, perhaps it is better to see the research for/of 

distinction as sitting on a continuum rather than as simple binary.  

This study conducts research of policy in Bangladeshi education and supplements with a 

small number of interviews. This is not intended as analysis of implementation or 

enactment, but to introduce the perspectives of rural Bangladeshis. In the concluding, 
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chapter recommendations are made for policy bureaucrats on the conceptualisation of 

inclusive education in Bangladesh.  

5.5.5 Application of “What’s the Problem?” Approach  

The analytical approach, the “What is the Problem Represented to be?” (WPR) has been 

adopted for this research. WPR is the Bacchi’s (2012) analytical framework that enables 

an investigation of issues or problems within policy and the effects of that representation. 

Bacchi distinguishes this approach (which focuses on problems) from policy studies 

(which are concerned with solutions). Bacchi differentiates between what she calls 

problem solutions analysis and problem representations analysis. Problem solution 

analysis, Bacchi contends, focuses on (a) a belief that problems exist “out there” and are 

available for objective analysis (comprehensive rationalists) or, (b) a belief that problems 

result from political processes that seek to give voice to all stakeholders and constituents 

(political rationalists). Bacchi’s framework is not merely focused on problem 

identification but also on what is silenced in this process. The framework reveals the 

assumptions and values that come into play in the policy. As such, she provides the 

following questions to frame this analytical approach:  

1. What is the problem represented to be, in either a specific policy debate or in a 

specific policy proposal?  

2. What presuppositions or assumptions underlie this representation? What effects 

are produced by this representation?  

3. How are subjects constituted within it?  

4. What is likely to change?  

5. What is likely to remain the same?  

6. Who is likely to benefit from this representation?  

7. What is left unproblematic in this representation?  

8. How would “responses” differ if the “problem” were thought about or represented 

differently? (p. 12).  

In a WPR approach this first step involves identifying the representation of a problem. 

The first few questions allow for an examination of the way in which the issue under 

consideration has been “problematized,” in other words, to give it importance. By asking 
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questions about representation, Bacchi highlights the human and political role played in 

the policy. She emphasises that policies and problems are constructed. Bacchi wants to 

provoke consideration of how the problem has appeared, not only in terms of its facets 

and constituent parts but also in the way that it has engaged interest and justification. This 

becomes evident when considering the assumptions and presuppositions on which the 

policy is based. This point goes to the heart of the value or moral base on which the 

representation is founded. 

In Question 3, where she asks how subjects are constituted in the representation, Bacchi 

refers to the way that various representations bring actors into play, what their roles are, 

and how they are likely to affect or be affected by the problem representation. Questions 

4–6 then direct the analyst to probe the solution or proposal for change, asking about the: 

‘rationales for the proposal, deep-seated presuppositions underpinning the proposed 

change, possible silences in the understanding of what needs to change, and the effects 

that are likely to accompany this particular understanding of the “problem”’ (Bacchi 

2009, p. x). In the last two questions, 7-8, Bacchi demonstrates how her analysis goes 

beyond a mere description of the problem representation. By asking what is left 

unproblematic and how the response would be different under another way of 

representing the problem, Bacchi seeks comparisons with alternatives, which forces a 

consideration of other more productive, equitable and socially just ways of approaching 

the same area. The application of the WPR approach (2012) can be used to analyse a 

number of contemporary policy contexts (Tawell & McCluskey, 2022). The policy 

chosen in this thesis demonstrates the current debates in Bangladesh and worldwide 

regarding the conceptualisation of inclusive education and the use of borrowed policy in 

this context. In this thesis I have adapted three questions from Bacchi’s WPR approach 

to respond to the research question,  

How is inclusive education conceptualised in Bangladesh? 

A justification for having chosen the three questions follows in the next section. 

5.6 Policy Analytical Process 

To analyse education policy, the investigation focussed on identifying scholarly literature 

on policy that addressed issues about inclusive education. The conceptualisation of 



80 

inclusive education in Bangladesh was the major focus of this study. The research 

analysed inclusive education policy and supplemented this with interviews to introduce 

the experiences of education stakeholders in rural Bangladesh.  

An investigation of two recent national policy documents for e.g. the National Children 

Policy 2011 (English Translation) and the Integrated Special Education Policy 2019 was 

initially conducted to identify how inclusive education has been conceptualised. The 

term, ‘Inclusive Education’ was applied during the search in the former document and the 

Bangla term, ‘Ekibhuto Shikkha’ in the latter policy document as the translated English 

document was not available. However, as neither the terms ‘inclusive education’ nor 

‘Ekhibhuto Shikkha’ appeared when the search criteria was applied, these two documents 

were not analysed as the intention was to understand how inclusive education was 

conceptualised in Bangladesh education policy. This meant the NEP10 document was the 

most relevant for this investigation.  

Carol Bacchi’s (2012) ‘What’s the Problem Represented to Be? (WPR) approach was 

adapted and employed to make sense of power and the political dynamics influencing the 

conceptualisation of inclusive education policy in Bangladesh. The WPR approach 

focuses on the ideas that: 

 Every policy seeks to solve a particular problem; 

 The policy represents the problem that it seeks to solve in a specific way; and 

 The choice of this representation advantages some groups and disadvantages 

others. 

The WPR approach fits within a critical paradigm because it refuses to take problem 

representations for granted. This approach questions what effects these problem 

representations have, and who benefits or is disadvantaged from these effects. Further, 

the underlying premises, assumptions and discourses that make certain problem 

representations dominant in policy and other problem representations unthinkable, is 

highlighted. THE WPR approach encourages to “identify and examine categories and 

concepts that are embedded within particular policies and to see them, to an extent, as 

pliable and variable” (Bacchi, 2009, p. 264). Bacchi’s approach can help investigate how 

inclusive education policy is conceptualised in Bangladesh and the effects the problem 

representations have on children with disability. 
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Bacchi informs that the consequence of positioning issues within a knowledge–power 

context leads to problems. She acknowledges a debt to Michel Foucault (1997), a social 

theorist, who had influenced her thinking in her “What’s the problem?” approach (Bacchi 

& Goodwin, 2016). In the section that follows, Bacchi’s WPR approach is briefly 

outlined. 

5.6.1 Bacchi’s ‘What’s the Problem Represented to Be’ 

Approach 

Bacchi’s WPR approach is designed to critically examine policies with a focus on the 

ways in which problems are initially defined. The WPR approach asks about proposals 

for change or solutions set out in a given policy, and then uses these changes or solutions 

to trace how the problem is constructed (Bacchi, 2012, p. x). The approach challenges the 

‘problem-solving’ paradigm in policy research and instead proposes a new ‘problem 

questioning’ paradigm (Bacchi 2009, p. xvii). Importantly, Bacchi’s WPR approach is an 

analytic strategy that is not concerned with rules and procedures to produce scientific 

knowledge, but rather with strategies that enable to obtain knowledge (Tawell & 

McCluskey, 2022). The approach consists of a series of six guiding questions that can be 

applied to effect social change, as follows.  

1. ‘What’s the “problem” represented to be in a specific policy?’ 

Problem definition can relate to an alleged cause (e.g. the lifestyle of certain 

populations), how far a government should go to address it (e.g. regulate, fund or 

exhort) and which part of government is responsible (e.g. whether it is a problem 

of public health, social security or criminal justice). 

2. ‘What presuppositions or assumptions underlie this representation of the 

“problem”?’ 

WPR focusses on the ‘deep-seated cultural values’ that are taken for granted even 

though they underpin debate. Examples include the rules we use to categorise 

populations and distinguish between normal versus deviant behaviour, and the role 

of government in ‘private’ or ‘family’ life.3. ‘How has this representation of the 

“problem” come about?’ 

Issues may be apparent for long periods before becoming problems for 

governments to solve. Explanations for intervention can include shifts in social 

attitudes or attention, changes in government, new information and new 
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technologies (e.g. in medicine, transport or communication) that change social 

behaviour or make new interventions possible. Further, old ways of solving 

problems can endure long after the problem seems to have changed. 

3. ‘What is left unproblematic in this problem representation? Where are the 

silences? Can the “problem” be thought about differently?’ 

The power to decide who—or what—is a problem and the powerlessness to 

challenge that choice. A population’s ‘problems’ could be caused by their 

lifestyle or the ways in which their behaviour is interpreted. The cause of traffic 

congestion could be over-reliance on cars or the absence of appropriate 

infrastructure. Comparing problem definitions and cultural reference points, in 

different countries, can help identify which frames dominate. 

4. ‘What effects are produced by this representation of the “problem”?’ 

Problem definition can help close off debate. They help alienate and stigmatise 

some populations. They have positive or negative material consequences and 

intended or unintended effects. Question 5 helps us ask who benefits from the 

current definition, and who might benefit from a new representation of the 

problem. 

5. ‘How/where has this representation of the “problem” been produced, 

disseminated and defended? How could it be questioned, disrupted and 

replaced?’ 

People exercise power to create or defend these ways to characterise problems, in 

a context in which certain practices and ideas dominate debate. Bacchi argues that 

researchers have a responsibility to question them, and their ‘origins, purposes 

and effects’, rather than ‘buy into’ them as a natural starting point for policy 

analysis. 

The key aspects of the WPR approach are problems, assumptions, policy silences, effects 

of these silences and the causes of the problems. In this study, Bacchi’s WPR approach 

to policy analysis was adopted to provide an overview to understand the conceptualisation 

of inclusive education within rural schools.  

To supplement the policy findings, a small number of interviews were undertaken as the 

purpose was to introduce the experience of rural Bangladeshis to this research and add to 

the major focus which was the policy analysis.  
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In Section 5.6.3, a justification for employing interviews is outlined. 

5.6.2 Policy Documents and Analysis 

Documents refer to a wide range of written, visual, digital and physical material 

(Merriam, 2009). A review of the National Education Policy 2010 (NEP10) was an 

important source of data. Other document sources (primary /secondary) included: online 

articles on issues of inclusive education, policy debates, and information about policy 

conceptualisation, university library Theses, articles, books and online newspapers.  

Document analysis as a method interprets and analyses documentation in a way that gives 

a voice and meaning to the content of this documentation (Bowen, 2009) in a systematic 

procedure for reviewing or evaluating documents including both printed and electronic 

(computer based and Internet transmitted) material. Like other analytical methods in 

qualitative research, document analysis requires that data be examined and interpreted in 

order to elicit meaning, gain understanding, and develop empirical knowledge (Corbin & 

Strauss, 2008). The analytic procedure entails finding, selecting, appraising (making 

sense of), and synthesising data contained in documents. Document analysis yields data, 

excerpts, quotations, or entire passages that are then organised into major themes and 

categories specifically through content analysis (Labuschagne, 2003). Following these 

processes, the documents that were analysed in this study led to the development of 

themes (Braun & Clarke, 2006).  

As all documents to be used require authentication and confirmation of accuracy 

(Merriam, 2009), government education policies, such as the NEP10, the National 

Children Policy 2011 and the Integrated Special Education Policy 2019 helped me to 

understand in detail, the objectives and significance of a policy. The method was useful 

as a tool to analyse policy and discover problematic issues within it (Dunn, 2015). The 

specific policy that was analysed for the study is the Bangladeshi ‘National Education 

Policy 2010’ (NEP10). This policy addresses education for all children including students 

with disabilities. The application of the WPR approach and the analysis process to analyse 

NEP10 questions the policy, particularly pertaining to its conceptualisation.  

Document analysis is often used ‘in the combination of methodologies in the study of the 

same phenomenon’ from different angles as a means to track change and development 

and verify findings from other sources (Abdalla, et. al., 2018; Bowen, 2009; Denzin, 
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1970, p. 291) such as interviews, participant or nonparticipant observation, and physical 

artefacts (Bowen, 2009; Flick, 2015; Yin, 1994). Data drawn from documents, for 

example, helped to contextualise interview data that supplemented policy data. Document 

analysis helped generate interview questions that needed to be asked and situations that 

needed to be observed as part of the research.  

5.6.3 Justification for the Employment of interviews 

Understanding how inclusive education is conceptualised in rural Bangladesh was vital 

to this research and informed the decision to include the experiences of rural Bangladeshi 

communities. Interviews were conducted with 12 education stakeholders from two rural 

schools located in two villages in Bangladesh. Interviews with rural education 

stakeholders supplemented the findings from policy analysis and introduced their 

perspectives to understanding the research question, ‘How inclusive education is 

conceptualised in Bangladesh?’. The method allowed direct interaction and the 

documenting of the perspectives of rural education stakeholders.  

Second, interviews are important to introduce the experiences of marginalised people in 

research (Jagtap, 2022). The small number of interviews here focused on relationships 

and knowledge about individuals and communities in rural Bangladesh (Rossman & 

Rallis, 2017). There are debate though around researchers justifying generalisations from 

a limited number of interviews (Dooley, 2002) also, the potential for researcher bias, 

validity of the research and problems of replication (Baldwin, et al., 2022; Tincani & 

Travers, 2019). This has been addressed in this research by my reflection of my role as 

an insider or outsider, on page 94. 

The interviews in this thesis became supplementary to the policy analysis and theories 

applied, because the researcher’s purpose was to use these to supplement the critical 

policy analysis. Primarily, the goal was analytic generalisation (Flick, 2015). This means 

that the intention was to expand and generalise theories, not enable statistical 

generalisation. Supplementing the policy analysis with a small number of interviews was 

important to follow up on and add context-specific evidence to a significant amount of 

Bangladeshi inclusive education research, as mentioned in Chapter One (Section 1.6). 

Also as mentioned in Chapter 1, the existing research has primarily focussed on semi-
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urban and urban areas, with less consideration given to the perspectives of rural education 

stakeholders. 

The use of a small number of interviews in the fieldwork component of this study is 

justified because it was appropriate to gain additional knowledge from relevant 

stakeholders around the conceptualisation of inclusive education in Bangladesh’s 

education policy (Flyvbjerg, 2006; Liamputtong, 2019). Using multiple data sets, 

collected through different methods, helped to expand on findings and reduce the impact 

of potential biases that can exist in a single study (Bowen, 2009). The next section 

discusses this approach in more detail.  

5.7 Methods for Data Collection and 

Analysis 

To investigate the research question, careful consideration was given to the choice of 

methods to conduct the study. Decisions had to be made to ensure methodological and 

theoretical rigour. The fundamental philosophical assumptions that guided me as the 

researcher to make sense of the world, my worldview and my concept of what constitutes 

knowledge had to be taken into account (Creswell & Poth, 2018; Denzin & Lincoln, 

2018). Second, the types of research question posed and the approaches to the inquiry—

that is, the collection, analysis and interpretation of data to gain insights into the research 

question—required consideration (Creswell & Poth, 2018; Jackson & Mazzei, 2012; 

O’Leary, 2017). 

The primary data emerged from my analysis of the NEP 10, to investigate the 

conceptualisation of inclusive education in Bangladesh. This was supplemented by a 

small number of interviews to investigate the current situation of inclusive education in 

rural areas. Policy analysis and interview transcripts provided the data on which the 

findings are based. 

To address the research question, ‘How is inclusive education conceptualised in 

Bangladesh?’, an exhaustive literature review was undertaken and relevant documents 

examined. A thorough analysis of the Government of Bangladesh NEP10, the inclusive 

education policy for children with disability was performed. In addition, published reports 

and documents from international organisations such as the Global Monitoring Report, 
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Save the Children, The World Bank, UNDP, UNESCO, UNICEF and WHO about the 

right to education for children with disability were examined. International literature on 

policy and stakeholder perspective was reviewed as well as journals and articles on 

inclusive education, with a particular emphasis on the South Asian context as the situation 

in other developing countries, for example, Afghanistan, Ghana, Hong Kong, Nigeria, 

Tanzania, Vietnam and Zimbabwe, which have quite similar situations to that in 

Bangladesh. 

Information from grey literature provided the context and detail about the formal 

structures and processes which supported the existing policy of inclusive education. 

These documents helped to understand in detail, the objectives and significance of the 

policy that came into existence and to the analysis of the NEP10 as an important source 

of data.  

Next, Sen, Slee and Spivak’s conception of rights, development and justice was applied 

to the reading of the policy, in particular the NEP10 policy. This assisted with the 

development of patterns and themes related to the research question. Key concepts—for 

example, inclusive education, disability, understanding, policy, equality, rights, 

recognition, acceptance, belonging and social justice—were examined closely to 

understand the conceptualisation of policy each time it appeared in the policy. Other terms 

or inferences that emphasised conceptualisation, inclusive education or practices of 

governments and phrases or clauses that implied an attitude towards children with 

disability and their education (e.g. inclusive education, exclusion, negative, recognition, 

acceptance/belonging, resources) were considered and placed into categories (e.g. 

inclusive practices, exclusive practices). The three theorists assisted in the analysing of 

NEP10. 

It was possible to examine NEP10 for its online availability both in Bangla and in English. 

In addition, as mentioned earlier in Chapter 2, Section 18 in NEP10 emphasises on the 

educational inclusion of children with disability, special needs and all other children. 

However, the policy objectives in the National Children Policy 2011 and the Rights of 

Persons with Disabilities Act 2013 focuses more on protection, development and social 

integration. The Education Act 2013 is not a policy, and Integrated Special Education 

Policy 2019 states integrated and special education programs for a particular group of 
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children with disability. For e.g. children with Autism, visual impairment and neuro-

development disability.  

 Terry et al (2017) insist that researchers revisit their research questions and examine how 

their analysis corresponds to their initial questions. This led me to realise that the research 

question was limited and warranted the incorporation of elements specifically related to 

the conceptualisation of policy. Thus, the analytical process served to respond to the 

research question and provide a more holistic account of the values policy bureaucrats 

hold and the impact on policy conceptualisation. The analysis of the data set followed the 

phases identified by Braun and Clarke (2006) and Terry et al (2017).  

Braun and Clarke (2006) method of analysis consists of six steps and is designed to be 

recursive, rather than linear. This process requires the researcher to circle back to earlier 

steps in light of new data or newly emerging themes that merit further investigation (Kiger 

& Varpio, 2020). The identified patterns were then considered in light of the theories of 

Sen, Slee and Spivak, which led to the development of four themes from the interviews. 

This approach was employed to deepen understanding and strengthen explanation from 

three perspectives. Examination of the rural perspectives from the interviews revealed 

several common patterns that led to the development of themes.  

I familiarised myself with my data by listening to the interviews repeatedly. Engagement 

with the recorded interviews was crucial as it allowed me to examine the responses to the 

questions, and translate the interviews. Some initial notes were applied which helped me 

process the data as a whole and led me to construct generic ideas. Then I created codes 

and examined each translated interview thoroughly. Comments were inserted next to the 

translated interview narratives. The initial codes from the data set were subsequently 

grouped into provisional themes. Excerpts from each data set were included in 

corresponding initial codes and a first attempt was made to assign codes into tentative 

themes. A number of themes, which included a multitude of sub-themes were identified 

and I began to organise these around central concepts (Terry et al, 2017) with the aim of 

establishing their coherence and their capacity to connect to other themes while remaining 

distinct. Themes were then reviewed for internal and external consistency to ensure that 

they were related (Braun and Clark, 2006) and presented meaningful accounts of the data 

excerpts they contained. Finally, themes were delineated and re-named to ensure their 

focus was sharp and clear. The intention throughout this process was to ensure that the 
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themes flowed naturally and presented satisfactory and well-argued evidence that 

answered the research questions.  

Braun and Clarke (2006) advise researchers to ascertain if their analysis will remain at 

the semantic level, thus examining the narratives of educators, as they are communicated 

and verbalised or will delve into the latent level thus attempting to interpret the 

sociocultural and historical framework that created these meanings. As this study is 

guided by an interpretive epistemology, it aims to understand meanings and views and is 

thus focused primarily on semantic meanings. The epistemological positioning of 

thematic analysis is to yield insightful, contextually grounded interpretations. It is also 

used as a systematic approach to the analysis of data that involves identifying themes and 

patterns of cultural meaning, to support the coding and classification of data, in this 

study’s interviews and policy documents. Thematic analysis helps to identify 

commonalities, relationships, overarching patterns and theoretical constructs that may 

emerge from the data.  

I have focused on the method as outlined by Braun and Clarke (2006) as it has become 

the most widely adopted method of thematic analysis within the qualitative literature 

(Clarke and Braun, 2017). Their method of analysis consists of six steps and is designed 

to be recursive, rather than linear. This process requires the researcher to circle back to 

earlier steps in light of new data or newly emerging themes that merit further investigation 

(Terry et al., 2017; Kiger & Varpio, 2020). The participants are placed at the forefront of 

the phenomenon of interest, so that understanding is developed from the participants’ 

perspectives, not the researcher’s (Freebody, 2003; Merriam, 2009);  

 The researcher is the primary instrument of data collection and analysis (Patton, 1990; 

Merriam, 2009);  

 A deductive approach to thematic analysis was used where I constructed data to elicit 

themes and concepts for consideration against existing theoretical frameworks (Merriam, 

2009);  

 The research design was emergent and flexible to respond to the conditions of the 

project in progress (Merriam, 2009); and  
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 The data were developed into rich descriptions of the education stakeholder perspectives 

(Freebody, 2003) and research findings were presented as a richly descriptive narrative 

(Merriam, 2009). 

In selecting an interpretive method, I needed to ensure that findings were presented in 

such a way that would allow scrutiny and challenge (Freebody, 2003). Transparency in 

my descriptions of how data were collected and analysed has been important.  

To understand the contexts and content of the policy, a detailed textual analysis of policy 

text central to the conceptualisation of inclusive education in Bangladesh has been 

undertaken, in addition to semi-structured interviews to supplement policy analysis. The 

analysis of policy documents was done inductively and deductively. Semi-structured 

interviews also used inductive and deductive methods for the derivation of major themes, 

using thematic and content analysis. In the next section, the data strategies will be 

explained in greater detail. 

5.7.1 Data analysis and interpretation  

Ball’s (1994, p. 97) suggests that analysis of interview data needs to consider the form of 

interview and the way the information has been produced. Inductive and deductive 

reasoning were applied in the data analysis. I used an inductive approach (Boyatzis, 1998) 

to analyse the interviews. At the same time, deductive methods (Crabtree & Miller, 1999), 

working from theories drawing on critical policy sociology and themes identified in the 

research literature around inclusive education for children with disability, were used to 

derive important themes or categories. Both induction and deduction are reasonable 

strategies and social scientists frequently make use of one or the other, or both approaches 

to analyse the theoretical arguments to determine which the researcher relies upon (Clarke 

& Braun, 2017).  

The inductive and deductive methods identified four major themes. The data analysis 

followed a linear process of, first, collecting data then analysing it.  

5.7.2 Data coding and thematic analysis  

Open coding was used when analysing the interview transcripts. Holloway (1997) 

described open coding as a process of breaking down and conceptualising the data (p. 

84). Each of the ideas within the data was given a code and similar ideas were marked 
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and labelled with the same code. The coding was used to identify the main concerns and 

perceptions of the interviewees and these were developed into patterns. These themes 

were obtained after the data were coded, a method identified by Creswell (2005) as being 

useful when analysing qualitative data. The coding system did not use computer 

generated codes, but undertook the process manually through a matrix analysis.  

Below are the protocols that were used for analysing the interview data based on the 

thematic analysis.  

5.7.3.1 Phases of thematic analysis  

1. Familiarisation with data: reading and re-reading the data, noting down initial 

ideas  

2. Generating initial codes: Coding interesting features in a systematic fashion for 

the entire data set, collating data relevant to each code  

3. Searching for themes: Collating codes into potential themes, gathering all data 

relevant to each potential themes  

4. Reviewing themes: Checking if the themes work in relation to coded extracts 

(level 1) and the entire data set (level 2), generating a thematic map of the analysis.  

5. Defining and naming themes: Ongoing analysis to refine the specifics of each 

theme, and generating clear definitions and names for each theme  

6. Producing the report: Selection of vivid, compelling extract examples, final 

analysis of selected extracts, relating back of the analysis to the research question 

and literature, producing a scholarly report of the analysis (Boyatzis, 1998).  

The six stages coding process involved recognising important moments in the data and 

encoding it. These were the stages prior to the process of interpretation (Boyatzis, 1998). 

A “good code” is one that captures the qualitative richness of the phenomenon being 

researched (Boyatzis, 1998, p. 1). Encoding the information organises the data to identify 

and develop distinct themes. During the coding of transcripts, inductive codes were 

assigned to segments of data that described new themes observed in the texts (Boyatzis, 

1998). According to Miles and Huberman (1994), the process of data analysis has a few 

stages, including the data collection period, where there are a few stages in data collection 

processes, including pre-, during and post-data collection; that is, the data identified 

during post-collection, and the conclusions and verifications drawn before, during and 

after the interviews.  
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To analyse the interview results, I went back to my research question, ‘How is inclusive 

education conceptualised in Bangladesh?’ to reflect on why I undertook the interviews 

and consider the analysis that would help me gain the best insights. Organising the 

material under these original headings was done to distinguish between direct quotations 

from the interviews and impressions or conclusions I deduced from the data. Comparing 

views and findings among several participants when responding to similar questions also 

triggered variations based on knowledge and background. As outlined earlier, see pages 

69-70, the ‘positionality’ of the researcher is important, so too the ‘positionality’ of 

research participants is central to understanding their experience. These useful findings 

helped me to construct new themes and categories to enhance the interpretations of the 

policy data. The new categories influenced the interpretations, as did my own experiences 

and the reading of the literature about inclusive education policy in Bangladesh. 

5.7.3 Fieldwork  

In deciding how to undertake the fieldwork, it was necessary to devise approaches that 

would capture rural experiences. The inquiry questions of this thesis meant that 

conducting semi-structured interviews would allow participants to share their ‘what’, 

‘how’ and ‘why’ experiences. Earlier I noted that I was both an insider and outsider. This 

insider/outsider positioning provided me with access to rural Bangladesh and to 

communicate with research participants, while also allowing me to take a more 

theoretically framed stance to both data collection and data analysis.  

5.7.4 The Location of the Fieldwork 

Bangladesh has a little over 68,000 villages. Most have plain lands, riverine areas and lie 

in close proximity to urban areas, with the exception of those located in the hilly, Haor14 

and Char areas.15 The site for this study is located geographically within the district of 

Munshiganj. Two villages, 1 kilometres apart from each other, approximately 30 

kilometres from Gulistan16 in Dhaka were the focus of this study. The travel time to these 

                                                           
14 A Haor, also known as a backswamp, is a wetland ecosystem in the north-eastern part of Bangladesh that 

is a bowl- or saucer-shaped shallow depression. The Haor basin is an internationally important wetland 

ecosystem situated in the Sunamganj, Habiganj and Moulvibazar districts and Sylhet Sadar Upazila, as well 

as the Kishoreganj and Netrokona districts. 
15 The word char is used to refer to floodplain sediment islands in the Ganges Delta region. The islands of 

Bangladesh are scattered along the Bay of Bengal and the river mouth of the Padma. 
16 Gulistan (The Nur Hossain Roundabout), is considered the ‘zero point’ to calculate driving distances 
from Dhaka city to other places. 
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two villages from zero point in Gulistan, Dhaka, is close to four hours by car and five 

hours by bus, when traffic volumes are low. Munshiganj is famous for its 5,000-year 

history and archaeological heritage dating back to the 13th century. The district is 

crisscrossed by six rivers and is the largest potato production area in Bangladesh. 

The inhabitants of the two villages are largely Muslims and minority Hindus. Relative to 

other Bangladeshi districts, Hindus from the district of Munshiganj—in particular these 

two villages—make up a large proportion of the minority group. The villagers are mostly 

engaged in paddy farming, poultry, hawking, street vending and operating their own or 

rented rickshaws, pushcarts or vans. Over recent years, the number of men living in these 

two villages has shown a significant decrease. Urban migration in search of work, and the 

export of human resources overseas are key factors that have created an enormous gender 

imbalance. 

People with disability constitute 1.5 per cent of the total population in Munshiganj 

(Bangladesh Bureau of Statistics, 2015). Demography, the rate of literacy, the number of 

educational institutions, social services and poverty level differ slightly among the 

villages. Of the six upazilas17 in the district of Munshiganj, Sirajdikhan Upazila was 

suggested by an informed colleague and, therefore, was chosen for this study.  

The study villages of Sonali and Rupali18 are located within a half-hour walk of each 

other. They were recommended based on the understanding that schools located in remote 

areas are less advantaged than schools closer to the capital city. As educational facilities 

and the distribution of resources are not equally distributed between urban and rural areas, 

these two schools would provide important insights into the enactment of inclusive 

education policy.  

Other factors that required significant consideration when choosing the villages to 

interview rural stakeholders were researcher safety, electricity disruptions, 

accommodation, unpredictable weather, sickness, political unrest and availability of 

travelling companions. Because of socio-cultural expectations, travelling with both a 

                                                           
 
17 The upazila, pronounced ‘upojela’, is a sub-unit of a district. Upazilas are the second lowest tier of 

regional administration in Bangladesh. In total, the administrative structure consists of 8 divisions, 64 

districts and 495 upazilas. 
18 Pseudonyms for the two villages. 
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female and a male was important. Even with a well-planned travel schedule, these issues 

could not have been ignored in Bangladesh.  

5.7.5 Participant Recruitment 

The process of recruiting participants was facilitated by my ‘insider’ position (see section 

5.3.1, Mostowlansky & Rota, 2020; Shai, 2020) that made contacting a friend and 

accessing interview locations relatively easier than it may have been for an outsider  

However, prior to recruiting participants and setting up interview sessions a few 

important attentions were necessary. 

Before participant recruitment, a thorough review of the academic literature, policy 

documents was completed to determine who to approach for interviews to enable the 

collection of quality data and enable me to address and answer the research question 

underpinning the study. A purposive sampling technique was applied for recruiting 

participants as specific kinds of people may hold different and important views about the 

ideas and issues at question and therefore need to be included in the sample (Mason, 2017; 

Robinson, 2014; Yanow, 2017). I selected the sample based on my research training, 

judgement and the purpose of the research (Yanow, 2017).  

Interview flyers (Appendix A, B) and a short description of the purpose of the interviews 

(Appendix C) was sent from Australia to the village elder to provide primary information 

to potential participants. The flyers were used by one village elder, who was in charge of 

both the villages, to inform the villagers about the interviews. The village elder were a 

conduit for access to rural homes and meeting potential participants upon the researcher’s 

arrival. 

Gaining access to villagers’ homes was enabled as the village elder travelled with the 

researcher and introduced her to the villagers. The presence of the village elder made the 

villagers feel comfortable when speaking to an outsider. This was evident from their 

interactions and as they shared personal information. Also, a recent African study 

confirms the close connection a village elder has with community members for rural 

development activities (Mutua & Kiruhi, 2021). Access to rural households would likely 

have been problematic, if not impossible, for a stranger. The presence of the village elder 

also provided a sense of security for the researcher in this male-dominated society.  
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A compromise had to be reached between the number of interested participants and the 

number of participants approved by the Victoria University Human Research Ethics 

Committee (VUHREC) (APPENDIX P). Further, the need for participants to return home 

for work and rest created time pressure, so interviews were conducted on a first-come-

first-serve basis. This led to a low representation of participants from the second village, 

Rupali, who were mostly Hindus and were engaged in farming and fishing and came later 

at night. Insights into villagers’ experiences were also gained by engaging in casual 

conversations, a few days before the interview, in the mornings when they cooked and 

cleaned, when villagers offered to have lunch with them and at teatime in the evenings. 

These were not recorded by phone or notes but informed my thinking around the 

contextual environment of the two villages. 

Participant recruitment from the two villages required travelling with the same village 

elder by foot, rickshaw and baby-taxi (a small, motorised vehicle able to carry only two 

people on the back), for the initial introduction and distribution of flyers (Appendix B). 

The village elder was the first point of contact to access to the two villages and his support 

was vital for the success of the field visits. He advised ways in which participant 

recruitment and interviews might be feasible, for example, how to adapt to and adopt rural 

living conditions, how to interact with rural people and why establishing connections 

before interviews would allow for more open exchange during interviews. This helped 

develop an understanding of rural life, culture and expectations of the community. 

Participants provided written and verbal consent prior to the interview. 

The need to balance the role of being an insider, outsider, student, professional and 

woman, and coming from a privileged urban family was crucial. This was done by for the 

minor part of the study, the interviews, I focussed on addressing my privilege and 

adjusting to rural and cultural expectations. I stayed in each of the villages and had casual 

conversations with many rural Bangladeshis, wanting to know more about their lives and 

the education of their children often helped develop a friendly relationship. In a male-

dominated society, it was preferred that I followed behind rather than walking beside a 

male. Although these local and cultural expectations are not demanded, the researcher 

was aware of them as essential actions. Aiello and Nero (2019) note that  as the ‘insider’ 

and ‘outsider’ roles are complex and multi-layered, the researcher ‘must be nimble in 

balancing training, identities, and positionings in response to the complexity of the 
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context, and must be perceptive of the implications of the power inherent in her researcher 

role’(p. 262). 

To gain knowledge it was more important that I considered, ‘whom I had to become’ than 

to represent ‘who I am’. As the Bangla proverb goes, Bhalo kichu pete hole, kichu deete 

hoi. The literal translated meaning of this sentence is, ‘If you want something good, you 

need to give something’. Self-reflection was important to enable me to integrate within 

the rural environment and interact with less fortunate people, with the intention of 

achieving the goals of the study. 

5.7.6 Participants 

Twelve participants were involved in this study. The literature suggests that in studies 

involving in-depth qualitative interviews, there is no minimum number of participants; 

rather, the question is whether there is “sufficiency” of information to reflect a range of 

experiences, without having “oversaturation” (redundancy) (Seidman 2006, p.55). 

Participants were parents of children with and without disability, two college students 

aged 18 and 19 years, a school managing committee member and two recently retired 

primary school teachers. Retired teachers were purposively selected as the literature 

suggests they are much easier to access, usually have the time to participate in interviews, 

are a valuable source of information (Audenhove & Donders, 2019) and the availability 

of current teaching staff was a concern. It was important for the research to capture 

teacher experiences because currently employed teachers may have felt obligated to 

conform to employer expectations, including speaking well of policy and programs. 

Whereas as Walford (2012) suggests, retired personnel are also able to speak without the 

constraints on them when still in powerful policy positions.  

Abbreviations are used in this thesis to refer to participants of different kinds (see 

Appendix N) to ensure confidentiality and anonymity regarding the identity of 

participants and their workplaces.  

5.7.7 Interviews  

Interviews provide insight into human understanding of the social realities and how 

participants create meaning about their experiences and their positions in different social 

environments (Silverman, 2016). As one of the main objectives of this study was to 
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understand about education stakeholder experiences, undertaking interviews was the most 

appropriate tool to employ to supplement other data source (Powney & Watts, 2018), i.e. 

policy analysis. Flick (2015) advocates for researchers to conduct interviews in a way that 

motivate participants to go beyond general, superficial answers. What Flick suggests is 

to create conditions for interviewees to present experiences they have had by asking them 

to recount relevant situations. This can help gain an understanding of the situation and 

the answers to ‘what’ and ‘how’ questions.  

Semi structured interviews were considered as it offers flexibility for both the researcher 

and the participants and hold the meeting with a more conversational tone (Corbin & 

Strauss, 2015), to ask spontaneous questions, or ask for more clarification that is linked 

to the research questions and for new information and knowledge to be generated by the 

participant as well. Furthermore, participants have more freedom to present comments, 

concepts, ideas or questions (Brennen, 2017; Corbin et al., 2014).  

The open-ended, semi-structured interview mainly focussed on the understanding of 

inclusive education, disability and rights to education rather than on enactment or 

implementation. Interviews were held after written permission was given by participants. 

The questions were initially written in English (Appendix E, F, G, H) and later translated 

into Bangla (Appendix I, J, K, L), the language spoken in Bangladesh. 

Relationship-building with the participants occurred every day by engaging in casual 

conversations. This was done to encourage rural Bangladeshis to elaborate on any 

concerns they may have had about the interviews, such as the length of sessions, or feeling 

embarrassed if they failed to understand the questions and respond appropriately. 

Engaging in casual conversations helped resolve problems, consider alternatives and take 

action to ensure the interviews were successful. Participants were encouraged to share as 

much as they could from their personal experiences and understanding. The benefit of 

these casual conversations was that they seemed to have provided a level of comfort for 

the villagers. Another advantage of casual conversations was that they enabled the 

participants to be aware of the benefits they may gain, and prepared them to manage their 

time and respond to the questions at the time of the interview a few days later. Culturally 

appropriate behaviour dictated that I accepted the invitation for food prepared by the rural 

people. The interview with the managing committee member was also followed by an 
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invitation to dinner. A casual conversation was held about inclusive education in 

Australia and other developed countries.  

Reflective notes were written at night to record experiences and ideas that emerged from 

the initial visit. These notes led to the modification of words and phrases to make the 

interview more feasible. For example, the Bangla term for inclusive education, ekibhuto 

shikkha needed to be changed to ekottrobhuto shikkha—the prefix eki seemed confusing 

to the participants because to them it meant ‘coeducation’.  

When participants arrived at the interview, every interview question was explained. This 

took approximately 15 minutes followed by recorded interview sessions of up to 20 

minutes. Interviews were held in the evening as that was preferred by the participants. 8 

participants requested to be reminded after 10 minutes of the recording. The need to say 

prayers, prepare dinner and return home before their husbands arrived, was important for 

women to observe. Male participants wished to rest if they had undertaken intense 

physical work in the field, tending cattle far away from home and travelling long distances 

on foot. These requests were respected as Yin (2015) counsels interviewers to “be 

respectful but not condescending, friendly but not ingratiating, and attentive to others but 

not pandering to them” (p. 126). 

Written consent on forms (Appendix D) was sought from participants, as well as verbal 

consent for audio-recording after the interview questions (Appendix I, J, K, L) had been 

read out in Bangla more than once to clear doubts about words, phrases and language 

used. Two mobile phones were used to record the interviews in order to undertake what 

Bhattacharya (2017) notes that the interviewer must record everything in the interview. 

Recordings were copied onto a USB each day.These strategies helped manage the time 

and conduct of the interviews (Olson, 2016).  

Extra care was taken to avoid sensitive and offensive questions directed at rural 

Bangladeshis (Bell & Waters, 2014; Cole, 2018). More emphasis to listening was given. 

There were occasions where a dilemma naturally arose in regard to whether to intrude or 

remain silent, to allow conversations to continue and information to be revealed. This 

temptation to enquire was overcome by being an active listener rather than not engaging 

in conversations and remaining detached (Green & Thorogood, 2018). 
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Knowing that participants may have had a low level of Bangla, consideration was given 

to the vocabulary of rural Bangladeshis when the research question were developed. The 

language of several questions was simplified and explained in different ways to make 

concepts more comprehensible because of the varied abilities of the participants (Powney 

& Watts, 2018). For example, a question might be broken into segments and the meaning 

of what was being asked explained using synonyms and shortening phrases (e.g. 

neetimala pronoyon translates into English as ‘the enactment of policy’ and was 

explained using a simplistic phrase neetimala banano, meaning ‘making policies’). 

Follow-up questions were used to confirm that important information was not missing, 

that information collected were balanced and thorough, and to gain a deep understanding 

of words, phrases and concepts introduced by participants. 

Another important consideration was responding with patience and kindness when 

participants asked that the researcher repeat or explain a question. There were instances 

where moments of silence occurred. Showing empathy and patience was important at 

such times (Powney & Watts, 2018; Yin, 2015). These actions helped participants to 

respond with confidence and created conditions to gain valuable information. 

Each interview began by capturing personal information about the participant. Then each 

of the interview questions was explained. The recording of responses followed this. 

Throughout the interviews, it was important to be mindful about overcoming difficult 

moments. The low level of literacy of rural Bangladeshis required maintaining awareness 

of the researcher’s role and responsibility in dealing with the limited vocabulary available. 

Therefore, moments of unresponsiveness from participants required patience, kindness 

and the awareness of vulnerability (Cole, 2018; Yin, 2015). It was critical to remain 

conscious of power hierarchies (Doucet, 2019) for knowledge to be constructed and 

shared (Ming & Goldenberg, 2021). Questions were rephrased several times to help 

participants gain the confidence to respond. Instead of actually using the exact wording 

of questions, probing questions such as, ‘Did you mean to say…?’, ‘What else can you 

tell me about…?’ and ‘Do you think…?’ were used for clarification and to gain specific 

and in-depth information. Powney and Watts (2018) advise researchers to probe and 

pause in the questioning process to hear and give the participants the opportunity to 

respond to a question fully, connect with the participant and elicit more valid information 

(p. 139). When using different prompts, caution was necessary to not impose any personal 
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views. It was important to remain unprejudiced and neutral to the responses participants 

gave, as bias could have created problems. For e.g. the rigour of findings (Buetow & 

Zawaly, 2022). 

The study applied the thematic approach (Braun and Clarke, 2006) to analyse interviews 

as the approach offered flexibility to fit into different epistemological and theoretical 

assumptions. The analysis was guided by ‘specific analytical interests’, that is, to respond 

to the research question (Braun and Clarke, 2006 p.79). The identified patterns were 

considered in light of the theories of Sen, Slee and Spivak, which led to the development 

of four themes, which are discussed in Chapter 6 (Section 6.4). The three theories helped 

deepen understanding and strengthen explanation from three perspectives. Interviews 

revealed several common patterns.  

5.8 Bilingual Information Analysis 

An unavoidable problem in this study was analysing and interpreting bilingual 

information. Interviews for this study were conducted in Bangla, and findings reported in 

English. The reason for conducting interviews in Bangla was that it is the language spoken 

throughout Bangladesh, even among tribal communities who also have their own 

languages. Local dialects and colloquialisms are another aspects of the Bangla language 

that people use, especially in rural and remote areas. This was an important consideration 

during the analytical process. It should be mentioned that during the British Colonial rule, 

the Bangla language incorporated numerous English words into its vocabulary that are 

now used by everyone. Some of the most commonly used words even in rural areas are 

school, high school, husband, committee member, hospital, doctor, TV, radio, video, 

mobile, photo and light. Many of these words were used by participants during the 

interviews. 

The analysis of bilingual information was a complex process. The most important 

decision that needed to be taken was whether or not to transcribe the information gained 

from the participants, that is, listen to the recordings and write the responses in text form 

using the exact wording used by the original speaker. A plethora of literature states that 

analysing interviews require the process of transcription followed by translation 

(Hammarberg et al., 2016; Liamputtong, 2019; Rossman & Rallis, 2017; Strauss & 

Corbin, 2015). These qualitative studies describe transcribing bilingual information as 



100 

lengthy and time consuming. Nevertheless, transcription is generally followed by 

translation of interviews into the target language (Malkani & Rose, 2018; Punch, 2014). 

The Bangla translation of the English term inclusive education, according to Google 

Translator, is shorbobaepee shikkha. Translation of this term from Bangla to English 

results in ‘united education’, although in government legislation and policy documents 

the term used for inclusive education is ekibhuto shikkha. This demonstrates clearly that 

verbatim translations can have different meanings. Therefore, the process of transcribing 

interviews was intentionally avoided as details would have been lost, distorting the 

essence of the spoken words. Emphasis was placed on repeated listening before the 

spoken words were translated directly from Bangla to English text (Appendix M). 

5.9 Ethical Considerations 

All research studies must follow ethics and integrity guidelines regarding safe and 

acceptable researcher conduct. Keeping these guidelines and ethical considerations in 

mind, the study was carefully considered by weighing the risks and benefits to 

participants against the benefits for the larger community, and accepting whichever 

method seemed ethically reasonable and brought maximum outcomes. 

Maximum attention was given to ensure the safety and wellbeing of participants and the 

researcher. The process involved respect for consent, confidentiality, anonymity, risks 

and harms, human dignity and rights, inclusiveness, marginalised people, power 

differential in relationships, document management, and health and safety (Cole, 2018; 

Doucet, 2019). 

The interviews with rural people were conducted following the ethical approval of the 

study (Appendix P). Informed consent was obtained and confirmed at each subsequent 

contact. All participants were informed about the purpose of the research and their 

permission was sought before they were briefed about the risks and benefits involved, 

their rights, and information protection methods. After giving their verbal consent, 

participants signed a consent form. Then interviews were conducted. Participants were 

not pressured to participate in the research and to not take advantage of their kindness, 

their decision was respected at all stages of the interview (Powney & Watts, 2018). 
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The NHMRC (2007) research guidelines insist on safeguarding and protecting people’s 

identities and respecting anonymity of respondents (National Health and Medical 

Research Council, 2007). For this study, confidentiality and anonymity was maintained 

by using pseudonyms for villages and abbreviations for group participants, and ensuring 

there were no identifying aspects in the analysis. By maintaining confidentiality, it was 

hoped that all participants would feel comfortable to speak freely, and provide open and 

honest responses. 

It was essential to not belittle the rural Bangladeshi participants. Bangladeshi cultural 

norms of submissiveness, speaking in a low tone, being gentle and careful to use specific 

words when addressing participants, and using less direct language had to be observed. 

Respect was shown by being polite, avoiding pressured participation and arguments, 

avoiding asking sensitive questions, making participants feel valued and knowledgeable 

and paying attention (Cole, 2018; Doucet, 2019). Participants were encouraged to speak 

naturally instead of using sophisticated Bangla. Informal Bangla was used during the 

interviews. This was necessary to provide the interview participants with the confidence 

to speak about their experiences without hesitation (Powney & Watts, 2018). Having to 

articulate formal Bangla words would have restricted spontaneous conversation. 

Power and status was an important factor when engaging with these rural communities 

(Glas, 2021). I was aware that the participants may perceive me to hold a position of 

power. Making informal contact with rural Bangladeshis and observing rural customs was 

important to balance unequal power relationships. Holding casual conversations with 

rural people before the interviews helped develop a mutually respectful relationship. 

From the cultural perspective of Bangladesh, one of the risks involved in this study 

pertained to addressing rural participants by their names and use of terms to address 

someone younger in age. The literature emphasises the need for researchers to preserve 

participants’ dignity as human beings (Creswell & Poth, 2018; Denzin & Lincoln, 2018). 

To minimise harm by demeaning rural participants and giving rise to discomfort, use of 

culturally insensitive words and blending English and Bangla was avoided during 

conversations, and local practices were followed. To illustrate this point, even though it 

is socially and culturally acceptable in Bangladesh to address someone younger in age by 
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their first name and use an informal local term, preserving the dignity of young rural 

people by using the formal term normally applied to show respect to elders was observed.  

The National Statement on Ethical Conduct on Human Research (National Health and 

Medical Research Council, 2007, p. 13) recommends that researchers empower 

individuals with capacity, and protect them. When researching rural people, it was 

important to take into account participants’ vulnerabilities and minimise risks. This study 

adhered to the code of ethics endorsed by the NHMRC (2007). 

5.10 Trustworthiness of the Research  

Bailey (2007) states that, "trustworthiness does not mean that the reader necessarily has 

to agree with the researcher; rather it requires the reader to see how the researcher arrived 

at the conclusion he or she made" (p. 181). Providing a detailed methods section in 

research write-ups is necessary (Bailey, 2007). Rolfe (2004) argues that issues of validity 

in qualitative studies should be linked not to “truth” or “value,” but rather to 

“trustworthiness,” which becomes a matter of persuasion whereby the scientist is viewed 

as having made those practices visible, and therefore, auditable (p. 305). In this study, 

trustworthiness is enhanced using: credibility, transferability, dependability and 

confirmability (Lincoln & Guba, 1985).  

Credibility refers to researcher truthfulness and the amount of confidence in the achieved 

findings (Stahl & King, 2020). Credibility is promoted through using several sources of 

information or procedure from the field (Stahl & King, 2020). The study uses different 

methods to collect data. These methods include policy analysis and semi-structured 

interviews. In addition, three theoretical perspectives are applied to analyse data (Denzin, 

1970). These are: ‘What’s the Problem Represented to Be’ (WPR) approach, and the 

theories of Sen, Slee and Spivak. Another strategy to achieve credibility in qualitative 

research is as Shenton (2004, p. 65) states, "the development of an early familiarity with 

the culture of participating organisations before the first data collection dialogues take 

place". Consequently, my extensive experience in education administration and teaching 

enhances this strategy, which increases the credibility of this current study.  

As an insider and outsider, I engaged in reflective practice that requires one to be ‘self-

critical, analyse what you think, feel, and do, and then learn from the analysis’ to resolve 
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problems and biases for new learning experiences (Howe, 2009, p. 171). Additional 

techniques to establish credibility include the repeated reading of participant responses, 

analysing and theorising about them and revising the concepts (Korstjens & Moser, 2018, 

p. 122). These steps are applied and discussed in Chapter Five. Interviews with a range 

of participants allowed to cross-validate the information gained from different sources 

(Bryman & Bell, 2015; Patton, 2015). To enhance credibility participants were given the 

freedom to participate and provide any information they want, also giving them 

opportunities to refuse to participate and the right of withdrawal any time they want 

(Shenton, 2004).  

Ensuring dependability in this study involved detailed reporting to facilitate replicability. 

The intent was not on generalisability, but a specific focus on children with disability in 

Bangladesh, particularly those in rural environments. To allow transferability, sufficient 

detail of the fieldwork, interviews, participants and methods used is provided to decide 

whether the findings can be applied to another setting, “thereby enabling a future 

researcher to repeat the work, if not necessarily to gain the same results” (Shenton, 2004, 

p. 71). To ensure confirmability, the methods used and the researcher’s position is 

acknowledged and explained within the research (Shenton, 2004).  

5.11 Limitations of the Study 

While this study makes no claims with respect to generalisability, the policy analysis and  

the small number of interviews does contribute to knowledge. The small sample size does 

not support generalisability, nor does it address all aspects of inclusion and the 

perspectives of all rural Bangladeshis. However, as far as possible, the views of research 

participants were gathered and juxtaposed with the literature reviewed and theories 

employed. 

5.12 Summary 

This chapter has provided an overview of the research methodology for the study. This 

includes the methods used, the justification for the use of policy analysis and the theories 

and method for data collection. I outlined the significance of my positionality to the 

conduct of this research. The chapter introduces the theoretical approach undertaken in 

this research. The bringing together of policy analysis, the three theories and the 
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experiences of rural Bangladeshis in this research design enabled this study to undertake 

a critical analysis of the conceptualisation of inclusive education in Bangladesh. Having 

undertaken a detailed analysis of these three aspects, the next chapter now presents an 

analysis of the policy and interviews.  
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Chapter 6: Analysis 

 Introduction 

Having explained and justified the methods employed to conduct this study in the 

previous chapter, I now present an analysis of educational policy in Bangladesh. In this 

chapter, the educational goals stated in the Bangladesh Constitution (1972) are presented, 

before a critical examination of the English translated version of the NEP1019 by the 

Bangladeshi Ministry of Education is undertaken. This analysis investigates education 

policy for the inclusion of all children, in particular with children with disability living in 

Bangladesh. The policy findings are supplemented with analysis of the interviews 

conducted with rural Bangladeshis. 

The theories of Sen, Slee and Spivak, introduced in Chapter 3, informs the analysis 

presented here to investigate how justice, rights, recognition and educational exclusion 

continue to affect children with disability in rural Bangladesh. In this chapter, I introduce 

the perspectives of Sen, Slee and Spivak, before returning in the following chapter to a 

discussion of how their theories enabled my research to investigate the conceptualisation 

of education in Bangladesh, with a specific focus on children with disability in rural 

Bangladesh. The NEP10 analysis is informed by Carol Bacchi’s WPR policy analytical 

framework. As outlined in Chapter 5, three key questions from Bacchi’s six WPR 

questions enabled me to probe deeply into the NEP10. My analysis identifies several 

shortcomings in the NEP10, including exclusionary language and limited 

acknowledgment of children with disability, or those living in rural Bangladesh. This 

chapter concludes that Bangladesh’s conceptualisation of inclusive education does not go 

far enough to ensure truly inclusive education for all children in Bangladesh. 

 The Constitution 

Bangladesh is a signatory to international declarations such as the Education For All 

objectives (Ministry of Primary and Mass Education, 2015) and the Sustainable 

Development Goals (SDGs). As a signatory to international declarations, the Government 

                                                           
19 The National Education Policy 2010 was the first education policy to be enacted by the Bangladeshi 
government ever since the country’s independence in 1971.  
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of Bangladesh’s constitutional obligation is to ensure education for all its citizens. The 

Bangladesh Constitution outlines the fundamental principles of education in the nation’s 

state policy (Ministry of Law, Justice and Parliamentary Affairs, 2019). In support of the 

Constitution, the NEP10 (2010) was enacted by the Government of Bangladesh to fulfil 

its international commitment to SDG4: Quality education for all by 2030. The 

Constitution provides evidence of the Government of Bangladesh commitment to meeting 

individual needs, developing an awareness of human rights and a sense of justice, 

respecting people and human rights, and ensuring basic education for all. There are two 

key articles in the Constitution that address education and discrimination in Bangladesh. 

The first, Article 17, declares that the state shall adopt effective measures to: 

(a) Establishing a uniform, mass-oriented and universal system of education and 

extending free and compulsory education to all children to such stage as may be 

determined by law (b) Relating education to the needs of society and producing 

properly trained and motivated citizens to serve those needs, (c) Removing illiteracy 

within such time as may be determined by law. 

The second, Article 28, prohibits the discrimination of all citizens: 

(1) The Government of Bangladesh shall ensure equality to all citizens regardless of 

their religion, ethnicity, sex, geographical location, physical challenges, or mental 

challenges; 

(2) Both men and women shall be treated equally in all spheres of the country 

(Bangladesh). 

(3) All citizens shall be treated equally on matters about access to public places, resorts 

and admission to educational institutions regardless of their religion, ethnicity, sex, 

geographical location, physical challenges or mental challenges. 

The NEP10, signed in 2010, supports the Bangladesh Constitution, which was signed on 

4 November 1972 (Legislative and Parliamentary Affairs Division, 2019). The NEP10 

highlights the rights of all children, including children with disability and special needs 

to receive an education with a focus on inclusive education that the succeeding policies, 

as I have mentioned earlier in Chapter 2 (Section 2.2.5), have given less consideration. 



107 

 National Education Policy 2010 

The NEP10 emphasises equal opportunities for all children. It blends Dr. Kudrat-e-

Khuda's20 policy liberalism with the aspirations of modern Bangladeshi citizens. The 

policy introduces radical amendments to bring significant changes to the country’s 

education system if implemented (Khan, 2018). 

In brief, the overall aims of the policy (NEP10, p. 8) are to reflect the constitutional 

guarantee to provide education to all Bangladeshi citizens, eradicate social discrimination 

and respect human rights. Its goals are to: 

1. provide free and compulsory education 

2. develop a unified curriculum and mandatory syllabus for primary schools 

3. promote patriotic feelings 

4. encourage the growth of moral, spiritual and human values among all children to 

eradicate discrimination and superstitions 

5. promote positive attitudes and behaviour, social awareness and life skills among 

all students 

6. appoint primary school teachers and develop a favourable learning and teaching 

environment 

7. promote vocational education from Class VI to Class VIII and prepare students 

with practical job skills 

8. enhance student enrolment and retention 

9. monitor primary schools in backward areas 

10. promote learning in Indigenous languages for ethnic minorities. 

In Bangladesh, primary school education involves eight years of study. Primary school 

education was made free for all children aged six to ten years with the enactment of the 

Compulsory Primary Education Act 1990. Then, the NEP10 introduced a mandatory 

elementary school cycle of eight years, followed by four years of secondary education, 

beginning in 2011. This raised the age of basic education for students in Class VIII, 

educating 13–14-year-olds from the previous Class V, which educated 10–11-year-olds. 

                                                           
20 After the liberation of Bangladesh, the first education policy was prepared under the leadership of the 
renowned scholar, Dr Qudrat-e-Khuda in 1974. However, this education policy was shelved due to 
political issues. 
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Bangladesh is a developing country, and education is the foundation of its development 

(Trines, 2019). Of key importance for Bangladesh is a basic education system meeting 

individual needs, which include the performance of assigned roles both as a family 

member and society at large. Also, improving individual sensibility towards their 

responsibility as a Bangladesh citizen alongside nationalism, world humanity, patriotism, 

non-communality and respecting people and human rights. The NEP10 has several 

underlying assumptions that are highlighted in this chapter. The conceptualisation of 

inclusive education as evident in the policy have consequences for some children because 

central to the inclusion and exclusion of all children with disability arises from how policy 

perceives diversity and recognises the intended effects and the actual outcomes. One such 

conceptualisation is the continuous silencing of the views of vulnerable stakeholders in 

education policies (Oliver, 2018). The silences are identified in this analysis. 

 Carol Bacchi’s WPR approach 

As already outlined in Chapter 5, together with theory, Bacchi’s approach underpinned 

the analytical approach in this thesis. For the purposes of this small-scale study, three of 

Bacchi’s six questions are adapted to facilitate a critical reading of the NEP10, and the 

investigation of how inclusive education is conceptualised in Bangladesh. The questions 

are purposefully narrowed to focus the investigation on Bangladesh’s National Education 

Policy 2010 document that address disability and inclusive education.  

Choosing Bacchi’s ‘What’s the Problem Represented to Be?’ approach in this study is 

justified as it provides guidance in the examination of how a borrowed policy on inclusive 

education has been conceptualised in Bangladeshi. This study adapts and employs three 

questions of the WPR approach as the employment of all the six questions in the WPR 

approach was not relevant to the analysis of policy undertaken in this study. The 

overarching question under investigation is, “How is inclusive education conceptualised 

in Bangladesh?” This question requires international contextualisation of the policy. By 

contextualising the Bangladeshi policy within the international literature, the 

problematisation of the NEP10 policy is undertaken by an adapted version of the WPR 

approach. The three questions modified for this analysis were: 

2. What presuppositions or assumptions underlie this representation of the 

“problem”?’ 
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4. ‘What is left unproblematic in this problem representation? Where are the silences? 

Can the “problem” be thought about differently?’ 

5. ‘What effects are produced by this representation of the “problem”?’ 

 

These questions have been amended to the following: 

1. What assumptions underlie this policy? 

2. Where are the policy silences? 

3. What are the consequences of these silences? 

This analysis identifies several key foci from among the 30 objectives, see Appendix Q, 

in the NEP1021, which enable an investigation of the research question,  

‘How is inclusive education conceptualised in Bangladesh?’  

Arguably, these objectives are included in the policy to imply an inclusive approach to 

education. My analysis shows that fostering, promoting or speaking to inclusion, the 

objectives themselves perpetuate exclusionary practices at a systemic and local level. In 

this chapter, I share these insights through my analysis and the supplementary interviews. 

I begin by providing the relevant six objectives in the NEP10 in the table below. 

Table 6.1: Objectives of the NEP10 (MoE, 2010) 

Objective 

Number 

Objective Page 

Number 

08 To create unhindered and equal opportunities for education 

for all as per learners’ talents and aptitudes, irrespective of 

geographical, social and economic situations, to establish a 

society that is free from discrimination 

1 

15 To ensure a creative, favourable and joyful environment 

for the students at the primary and secondary levels for 

their proper protection and congenial development 

2 

17 To motivate the people to participate in the educational 

process at the primary, secondary and vocational levels 

2 

24 To ensure the education of the physically and mentally 

challenged learners 

3 

25 To create a society free from the curse of illiteracy 3 

26 To initiate special measures to promote education in the 

areas identified as backward in education 

3 

                                                           
21 Please see Appendix Q (30 Objectives in NEP10) 
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NEP10 in Bangladesh has, for the last 12 years, continued to emphasise ‘Ekhibhuto 

Shikkha’ (Inclusive education). The policy highlights non-discrimination and the rights 

of all children to education. It aims for inclusive and equitable quality education and to 

promote learning opportunities for all. This policy, that directs schools to provide 

education to all children marking the government’s commitment to international social 

model of disability, was developed as part of international declarations. The inclusion 

agenda is embedded within the overarching policy in Section 18, and the intent is for 

schools to translate the policy into practice. As the concept of inclusion, as noted by 

others, can be confusing and a complex issue (Armstrong et al., 2011; Foreman & Arthur-

Kelly, 2017; Slee, 2011, 2018), assumptions around inclusion in NEP10 may affect how 

these are translated into practice. I explore how these are portrayed in the NEP10 in the 

next section. 

 Assumptions 

 Understandings 

In the introduction (NEP10, p. 1), the policy underpins an education process that is 

oriented ‘to creativity, practice, ability and productivity’. It then suggests the policy will 

‘fight the challenges of the world’ (p. 2) and ‘cultivate the humanistic values’ (p. 5). A 

broader claim is that ‘A nation-wide awakening will be created to achieve the goals of 

literacy’ (p. 12) and that the policy aims to ‘to fulfil the Constitutional obligations’ (p. 

12). A focus on literacy and learning and enabling students to develop human values and 

dignity are highlighted in these statements. These statements demonstrate the aim is to 

meet both the Constitutional objectives and education goals.  

One of the assumptions Bangladesh construes about inclusive education is its being 

restricted to a certain group of children with disabilities. Despite the conceptualisation of 

a policy of rights to access and participate fully in education, little agreement among 

policy bureaucrats on strategies to translate inclusive theory into reality appears 

(Johannessen, 2019). There is a disconnect between theory, which is based on a social 

and human rights model and current practice, which is dictated by the medical model of 

disability being a problem with the child (Retief & Letšosa, 2018; Slee, 2013).  

The use of negative and non-inclusive words and phrases is evident throughout Section 

18, which has a focus on education for challenged learners, with its title ‘Special 
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education’ (NEP10, p. 43). Words used in this section include ‘handicapped’, ‘incapable’, 

‘physically and mentally handicapped’ and ‘acutely handicapped’. The word ‘dumb’ 

appears on multiple pages (i.e. pp. 43, 44, 58, 59) and is used in this policy to describe 

children with disability and special needs. The translation and interpretation of the words 

assigned to children with disabilities from Bangla is influenced by social and cultural 

norms and has been undertaken from the cultural perspective with Western values, but 

the detrimental labelling of children is apparent. The NEP10 labels those with disabilities 

as different, or a challenge for educators and marginalises them through a separate 

education system based on a unified and coordinated set of principles: ‘As per necessity, 

a coordinated education system will be initiated in some selected schools for the education 

of the challenged children so that they can quickly receive it in company with the normal 

children’ (p. 43). Slee (2011) emphasises the need to eliminate injustice by diverting 

policy focus from achievement and productivity to respecting individuals and inclusive 

values. He argues that tensions will arise as educators are required to follow policy 

guidelines of inclusion, which may conflict with their personal values and understandings 

of inclusion. The literature review confirms that confusing messages about inclusion can 

affect the beliefs and values of individuals and impact inclusive education (Boussaguet 

& Faucher, 2020; Carrington, et al, 2019; Slee, 2011).  

The use of the terminology about children with disability in NEP10 illustrates that 

disability in Bangladesh is a ‘social, cultural and emotional construction and 

interpretation’ (Maguire, Braun, & Ball, 2015, p. 2). In view of this, the notions of 

inclusion in NEP10 clearly operate within the medical model of disability in which 

‘othering’ children with disability is masked as a notion of inclusion but which places the 

responsibility on the child to adapt to the inflexible education system. The literature 

highlights that othering of people with disability arises from social and cultural beliefs, 

observations and myths that exist in Bangladeshi society (Olk, 2019, Rahaman, 2017; 

Thompson, 2020), and importantly, the lack of awareness about disability (Zuurmond, et 

al., 2015). Sadiki et al. (2021) in their recent study in rural South Africa, report on the 

existence of similar medicalised and oppressive views of disability that deter inclusion. 

Other studies also show that the understanding of inclusive education develop in terms of 

a country’s specific educational system, and consideration of local circumstances, culture 

and history (Boyle & Anderson, 2020; Carrington et al., 2019; Muthukrishna & 

Engelbrecht, 2018; Zangmo, 2018). Hence, disadvantaged children are brought under 
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intervention programs, projects and alternative education such as, ROSC I, II and PEDP 

I, II, III, IV or special needs schools. Intervention programs in inclusive education reflect 

a set of assumptions, which translates into a set of specific program goals and drives 

policy bureaucrats’ understanding (Jarvis & Henderson, 2014).  

The underlying assumption here is that children with disability are assigned to categories 

of defectiveness, which I will shortly explore. Later policy documents make no change to 

this. For example, The National Children Policy 2011, Section 6.9, p. 9, mentions Special 

Programs for Autistic Children (Ministry of Women and Children Affairs. (2011). 

Spivak (1988, 2012) vehemently challenges, among many other things, the human 

inclination to labelling subalterns, which she describes as colonised populations that are 

excluded from hierarchies of power. She equates labelling directly to unequal 

relationships and an attribute of subordination that leads to the denial of human rights. 

The language used in the NEP10 perpetuates the negative perception of children with 

disability, resulting in ongoing discrimination, social exclusion, marginalisation, their 

devaluation and belonging to the lower social strata. The implication is that we should 

‘accept wretchedness as normality’ (Spivak, 1999, p. 310). Slee (2012) contends that 

‘labels are not neutral medical descriptors, they are political artefacts’ (p. 29). Also, Sen 

(2011) alerts us to these issues that when labelling underlies social and cultural norms, it 

poses a risk for individual and social development. Labelling children with disability 

manifests prejudice. It casts a shadow over changes in thinking and practice. As can be 

seen, society handicaps and segregates, and, as a result, excludes and discriminates. 

 Disability and Rights 

The NEP10 emphasises the education of children with disability, by declaring that 

‘special education will be provided for those acutely handicapped children who cannot 

be enrolled in the general school system’ (Section 18, p. 43). Further, the NEP10 declares 

that ‘a coordinated education system will be initiated in some selected schools for the 

education of the challenged children so that they can quickly receive it in company with 

the normal children’ (p. 43). I have already addressed the language of ‘challenged 

children’ and ‘normal children’ above but this statement also declares a commitment to 

only ‘some selected schools’, not the whole education system. Literature has shown that 

policies are not likely to be effective when support is absent in other levels of education, 
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for e.g. secondary, higher secondary, university and vocational training.  The rural schools 

in this study demonstrate crucial disparities in access and resourcing for children with 

disability, but the study did not examine whether this was consistent for cohorts of 

students with other identified needs or requirements. Therefore, the adoption of inclusive 

education in Bangladesh places higher demands on pedagogical universities/colleges to 

produce teachers who are able to develop an inclusive curriculum and are prepared to 

teach an inclusive class.  

Slee (2018) makes clear that segregation, the devaluation and non-recognition of those 

with disabilities expose an unequal social system. On several occasions, Slee (2004, 2013, 

2018) argues that inclusive education based on segregated policy statements may hamper 

the self-worth of those with disabilities and access to mainstream schools. Within Slee’s 

argument, the dignity and worth of a person without any kind of distinction is crucial. 

Finding practical solutions to problems and identifying exclusionary pressures that 

restrict the equal participation of all community members are essential to promoting 

inclusion. 

In Section 18 (7), the NEP10 states that ‘separate schools will be established according 

to special needs and given the differential nature of disabilities of the challenged children’ 

(p. 43). The provision of separate educational institutions for ‘challenged children’ has 

shown to lead to wider inequalities as these children seem unable to satisfy academic and 

school performance ‘in the hard world of performativity’ (Ball, 2003, p.222). In addition, 

the importance of academic performance in NEP10 (p. 51) reflects policy bureaucrats’ 

focus on segregation towards children with disability as the assumption is they are unable 

to achieve the desired results. Low expectations in regard to children with disability 

illustrates how inclusion is constructed within ‘the contested nature of disability’ and lead 

to ‘processes of othering’ (Mik-Meyer, 2016, p. 1356). They are seen as objects of pity 

and charity (Nachman & Brown, 2019) and to have less potential for academic 

achievement. These attitudes align with marginalisation and segregation in which 

children with disabilities are placed in intervention programs. This has major implications 

for overall educational policy. Such a conceptualisation means that current approaches 

towards inclusive education may well be getting in the way of improving rights and equal 

access for children with disability.  
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The existence of isolating options in NEP10, Sections 21 (4, 5, 6), represents an approach 

toward exclusion and the non-recognition of capabilities of children with disability 

because the traditional education system focuses on performance and the achievement of 

learners. Schuelka (2018) suggests that an increase in the diversity and learning outcomes, 

along with an increase in the variety of means that a student can achieve these learning 

outcomes, will facilitate the success of inclusive education (Gilmour, et al., 2019; Nelson, 

2014). With regards to inclusive education, the literature found it vital that the education 

system support the learning and development need of every student (Knight & Crick, 

2021) as the recognition of individuals is fast becoming a social and political milieu 

(Bonomo et al., 2017; Rizvi, 2017; Slee, 2019). An inclusive policy that impacts 

negatively on the provisions of children with disabilities has significant implications for 

inclusion, recognition, diversity and acceptance. It will endanger inclusion and will more 

likely allow schools to provide reasons for refusing to enrol children with disabilities and 

reinforce exclusion and segregation.  

Sen (2005), Slee (2001a) and Spivak (1988) criticise segregation as a key factor that leads 

to high levels of inequity in society. They consider segregation inherently unequal and 

discriminatory from the perspective of social justice and human rights. They maintain 

that segregation allows those in power to maintain and enhance their advantage over the 

subaltern. In addition, the lack of support services in rural areas, lack of community 

engagement and insufficient communication efforts strengthens exclusion and allows 

injustice, unfairness and social exclusion to reign.  Inequalities become stronger and more 

pronounced. The NEP10 contradicts the Government of Bangladesh’s commitment to 

international declarations and the notion of what inclusive education entails. It erases 

human rights and social justice and places those with disability in a subordinated position.  

 Categorisation 

The principles of inclusive education require all schools to facilitate the learning of all 

children and to seek to respond to diversity. However, the categorisation of children with 

disability in the NEP10 (p. 43) indicates that disability is understood in terms of deficit 

or pathology. This approach positions the problems in NEP10 within the child, not the 

system that has failed to address the child’s learning need in schools. Again, reflecting a 

medical rather than social and human rights model of disability. This perception starkly 

contradicts the intent of inclusion (Armstrong &Armstrong, 2019; Barton, 1997; Graham 
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& Slee, 2007; Power et al., 2020). For example: the policy states that, ‘A survey will be 

conducted to find out the exact number, and type of challenges and to categorize the 

handicapped population as per the degree of their disabilities’ (Section 18, p. 43). Then 

NEP10 mentions, ‘The education for the handicapped depends on their types and degrees 

of challenges. With the adoption of some necessary measures, many of them can be 

inducted into mainstream education’ (p. 43). This medical model of assessing disability 

appears throughout the NEP10 document. The social model propounds that disability is 

exclusively caused by environmental and social factors. The social model illustrates that 

solutions to exclusion and oppression lie in human rights, equality and justice and the 

celebration of diversity. The categorisation of people with disabilities has been shown in 

the literature to be policy bureaucrats ‘spoiled understanding about disabled people where 

disability is conflated with impairment’ (Slee, 2013, p. 903).  

There is a strong emphasis on special education involving children with disability for 

whom the education system is not effective as the categorisation of disability determines 

a child’s opportunity for education in either a special school or the general education 

system: 

Special education will be provided to the acutely handicapped children who 

cannot fulfil the demands of daily life due to their physical or mental disabilities. 

These children are incapable of studying in the usual schooling system. Other than 

special education, they will be brought under an efficient remedial system, special 

care and nursing. (p. 43) 

As the literature indicates (Slee, 2018, 2013), the tendency to categorise children 

according to their impairment leads to negative assumptions about the capabilities of 

children with disabilities.  In Section 5, the NEP10 states, ‘Special attention will be given 

to the students with disabilities to ensure their participation in the vocational and technical 

education’ (p. 17). In line with these statements, the assumption is that the development 

of skills in trade work is more befitting for children with disability than it is for them to 

study in regular schools that may equip them for further education and the workplace.  

There is an assumption about the career opportunities for students with disability in 

NEP10. Whereas, a recent study informs, ‘employability is not the main focus in inclusive 

education; other issues, such as support and making education accessible, take 
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precedence’ (Collins, et al 2018, p. 1485). As Sen (2011) argues, one of the significant 

problems of policy is the narrow conceptualisation of individuals. Policy bureaucrats’ 

narrow concepts of individuals lead to categorisation which affects equality, equity, 

rights, recognition, belonging, and contributes to political and individual insecurity.  

Although policy bureaucrats claim to be inclusive, power imbalance and the hierarchical 

society within Bangladesh can work to dehumanise individuals and lead to a fragmented 

society (King, 2016).  Sen’s (2011) view of categorisation shows that the lack of school 

participation by children with disability is characterised by discrimination, non-

recognition and extreme exclusion. Discrimination against and the non-recognition of 

children with disability demonstrates social inequality, whereas, a just society 

acknowledges differences in human identities (Sen, 2011).  

The NEP10’s focus contradicts one of the major requirements of inclusion, that is, a 

violation of justice and the right for children with disability to belong, be recognised and 

be treated equally. In his arguments, Sen (1992, 2011) contends that equality is 

fundamental to establishing justice; and without impartiality, justice is improbable. Sen’s 

(2011) idea of equal treatment reflects a ‘universalist demand’ (p. 117) where the concern 

and interests of every individual receive the same level of recognition and consideration. 

Sen (2011) maintains that education is marred by classification systems, and that 

classifying people in a world of profound inequalities will contribute to individual, social, 

political and economic insecurity and exclusion. Similarly, in arguing for social justice 

and human rights for education, Slee (2010, p. 172) claims that the conditions and rights 

of all students should support their learning instead of devaluing and ‘othering’ them. 

The literature suggests that the dilemmas of differences through disability awareness 

refers to the education, and understanding of disability (Adugna et al., 2020). Inclusion is 

a modern concept representing a contemporary mixture of the values of rights, equality, 

recognition, respect and belonging. The dilemmas about disability can be seen to arise 

from ethical contemplations and practical limitations. The dilemma of difference involves 

a split between individual thoughts and social reasoning, having to choose from two 

equally problematic solutions in order to provide equitably for students with 

disabilities.  This mix of values may lead to significant ambiguities in disability 

awareness and categorisation depending on individual needs. The distinction highlights 

the difference between inclusion based on social intention and social action (Felder, 
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2018). Terzi (2010) recognises this tension and informs that to make inclusion 

meaningful, Sen’s (1999) capability approach needs to be considered as it values both 

individual and external factors. This approach can resolve the dilemma of difference 

which is labelling the person for their disability, or not providing enabling conditions for 

their development as (Mutanga, 2018). 

Inclusion in Bangladesh is based on old and established values. The dichotomy in the 

management of ideologies such as individual values, the social system, in addition to the 

understanding of disability from the perspective of ‘a medical model of disability’ (Slee, 

2013, p. 903) explains the dilemmas in differences, and why children with disability are 

categorised, marginalised and discriminated against in Bangladeshi society.  

 Borrowed Policies 

The NEP10 appears to be based on the assumption that inclusive education can be 

provided to all children in any school in Bangladesh, with little consideration of the 

specific context and locations of schools. The literature shows that when policies are 

borrowed, policy bureaucrats have to confront numerous challenges (Maguire et al., 

2015). A borrowed policy for developing countries requires that the whole education 

system of that country aligns with Western thought and ideologies (Maguire et al., 2015; 

Rizvi, 2016; Tuia & Iyer, 2015). The view is that the blind borrowing of a policy without 

any consideration of the local context and culture can lead to policy complications and 

failures (Steiner-Khamsi, 2014; Tromp & Datzberger, 2019). On the other hand, the 

adaptation of a borrowed policy to the local context has shown to be more effective 

because not all contexts are similar (Slee, 2013). This evidence indicates that the adoption 

of an international policy must follow adaptation, as Western thoughts and ideologies 

influence a borrowed policy. In the absence of policy bureaucrats’ commitment to 

contextualising policy and the imbalance of power, it could be argued that children with 

disabilities will continue to be excluded from full participation. For inclusive education 

to be equitable and advantageous for all, policy goals and objectives need to be 

compatible with the ideals and values of inclusion (Ainscow, 2020; Graham et al., 2020; 

Sen, 1999, 2002; Slee, 2011, 2018). Otherwise, inclusion will remain fragmented (Sen, 

cited in King, 2016). 
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Taking Sen’s (1999, 2000) perspective, children with disability in Bangladesh are 

marginalised in terms of educational access as the policy assumes that inclusion is about 

providing measures. For example, the NEP10 advocates for remedial measures to be 

implemented for special children, such as provisions for the Braille system for blind 

students (p. 7). With this understanding of inclusive education, NEP10 caters to the needs 

of specific groups of children. There is no evidence of developing caring relationships 

with students who seemingly have ‘no place in the hard world of performativity’ (Ball, 

2003, p. 222). The policy is geared toward selecting individuals (NEP10, p. 7, 8) 

demonstrating policy bureaucrats’ conceptualisation of inclusive education remains the 

same within a culture that focuses on segregation. 

Although NEP10 seeks to promote inclusion, except for teachers from ethnic minorities, 

there is no mention of the recruitment of teachers with disability: ‘Measures will be taken 

to ensure the availability of teachers from ethnic groups’ (NEP10, p. 8). This 

interpretation of inclusion does not promote equality and equity (Armstrong, 2005) and 

has resulted in the reproduction of wider inequalities. The assumption about people with 

disability in Bangladesh is, people without good physical condition, i.e with a disability, 

are unable to contribute to the society (Beutel et al., 2019; Chandan, 2020). Inclusive 

education system is considered as a pillar for the full participation of persons with 

disabilities in society. Yet, the exclusion of teachers with disabilities from the education 

system in Bangladesh can be viewed as a consequence of the social and cultural beliefs, 

ignorance of the people and myths that exist in Bangladeshi society (Olk, 2019, Rahaman, 

2017; Thompson, 2020), and importantly, the lack of awareness about disability 

(Zuurmond, et al., 2015). 

Slee’s inclusion/exclusion theory emphasises the rights and recognition of those with 

disability and equal treatment of everyone in the education sector. However, children with 

disability are, in practice, not enjoying what is promised in the Constitution and provided 

in the NEP10.  

6.3.3 Policy Silences 

Policy silence, as Des Freedman (2010) sees it, refers to ‘the options that 

are not considered, to the questions that are kept off the policy agenda, to the players who 

are not invited to the policy table, and to the values and interests that are seen as 
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unrealistic or undesirable by those best able to mobilize their policy-making power’ (p. 

355). Silence, as such, includes the circumstances in which certain policy issues, when 

they do appear on the agenda, are framed to the exclusion of others. It can be tied in with 

the official power policy bureaucrats have and the ideologies that influence their intent. 

The absence and underrepresentation of certain groups in policy, therefore, becomes a 

problem. According to Li (2021), policy silences are built into the political system of a 

country that omits recognition and participation. It is policy bureaucrats’ ‘conscious 

prioritizing’ of one over another that perpetuates exclusion (Parthasharati, 2018, p. 147).  

As a signatory to several international declarations, the Government of Bangladesh is 

committed to achieving inclusive education, yet a noteworthy absence is an intent in 

policy to prioritise children with disability and special needs in regular schools. The 

NEP10 takes a non-inclusive approach: the term ‘inclusive education’ does not appear in 

the document. One of the policy silences is reflected in the omission of this term. The 

NEP10 mentions ‘inclusion’ only four times to describe the ‘inclusion of respective 

Indigenous communities’ (p. 8), ‘inclusion of MPO22 for the teachers’(p. 18), ‘inclusion 

of the concept of “climate change”’ (p. 19), and ‘inclusion of compulsory subjects’ (p. 

37). These different constructions of inclusion do not diverge from the philosophical and 

practical underpinnings of inclusive education. They do not even engage with the 

concepts for all students. Section 18 of the NEP10 is dedicated to special education but 

applies the term ‘integration’ instead of inclusion: ‘An integrated education program at 

the primary level will be started at the district and upazila23 levels for the blind, deaf and 

dumb and mentally and physically handicapped children’ (p. 43). This points to policy 

silences and omissions by failing to address the ideals of inclusion. The policy falls short 

in making the concept of social inclusion explicit. It is only by addressing these major 

problems that inclusion can be advanced. 

Further, the meaning of education for children with disability is compromised with policy 

appearing to be silent about the curriculum for children with disabilities in the following 

statement: ‘uniform curricula and syllabus will be followed in some specific subjects at 

                                                           
22 The Directorate of Secondary and Higher Education (DSHE), pays salary to all non-

government registered school teachers through the Monthly Pay Order system. 

23 The upazilas are the second lowest tier of regional administration in Bangladesh. The 

administrative structure consists of 8 divisions, 64 districts, 495 upazilas and Union Parishads 

(Rural council, which is the smallest administrative and local government unit). 
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the primary level in all schools across the country’ (NEP10, p. 6). Having a uniform 

curriculum and syllabus itself continues little to support the diverse needs of students and 

their development through inclusive school practices. The emphasis is placed more to 

cater to the needs of children without disability than on children with disability. The 

curriculum excludes, as the values it depicts suggest. The conceptualisation of policy that 

is in opposition to diversity strengthens exclusion and can have a negative effect on the 

school enrolment of children with disabilities (Ainscow & Ainscow, 2010; Ainscow, et 

al, 2019). Their study demonstrates that policy bureaucrats shape the way educators 

engage with the participation of children with disabilities.  NEP10, for example, reads, 

‘Stimulate the intellectual and practical qualities of the learners so that moral, human, 

cultural, scientific and social values are established’ (p. 1). Further: 

In Classes I & II, there will be continuous assessments, while from Class III 

onwards, quarterly, half-yearly & yearly examination systems will be in place. On 

the completion of Class V, a terminal examination with an identical set of 

questions will take place at Upazila/Pourashava/Thana levels (of big cities) (p. 9).  

Corbett (2001, p. 1) emphasises a, ‘connective pedagogy’ in which learning is 

differentiated to the individual needs of every learner and their learning style is connected 

to the curriculum (p.1). According to Corbett, differentiation is about valuing individuals. 

Corbett recognises individual capability rather than for every child to achieve the same 

level of competence. Another recent study (Ankam, et al., 2019) suggests an integrated 

disability curriculum that includes active classroom learning, clinical and research 

activities to ascertain the learning development of children with disability. It is therefore 

important that inclusive policy is conceptualised in terms of curriculum, assessment, 

pedagogy and diversity. However, the Bangladeshi education policy does not appear to 

recognise diversity in regular classrooms. Therefore, there is a risk that that regular 

schools will continue to discriminate and exclude children with disabilities, and society 

marginalise them if policy silences remain unquestioned. This is another police silence in 

NEP10. 

Sen emphasises the transformative powers of policy for society and individual wellbeing 

(King, 2016). Sen (2011) and Slee (2014, 2018) point out that failure to fully acknowledge 

the rights and diverse needs of marginalised communities—as well as the expectations of 

education stakeholders as far as educational access and capability are concerned—will 
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hamper the educational inclusion and individual and social development that are crucial 

for promoting inclusive education. 

Another issue identified by my analysis is that under the subheading ‘Street children and 

other ultra-deprived children’ (NEP10, p. 8), NEP10 is concerned with offering free, 

compulsory and equitable access to education by offering free admission, learning 

materials and lunch wherein some groups of children are acknowledged and their needs 

explicitly addressed but not children with disability.  

Also, facility improvement is targeted ‘to fulfill the special needs of the physically 

challenged learners.’ In view of these statements, policy silences can be linked to what 

policy does not say. By identifying one group of disadvantaged Bangladeshi children, this 

policy appears to value that group as more worthy of education than another, or they are 

actually the most needy as they have no families to support or advocate for them. Another 

implication here is that the NEP10 puts more weight on facility improvement, resource 

allocation, integrated education and separate schools than on improving the protocols and 

practices of schooling that seems to have cultural formations and social structures:  

‘Special provisions like free admission, free education materials, free lunch at 

schools and stipends will be arranged to attract and retain these children in the 

schools. Effective measures will be taken for their safe protection within the 

schools’ (p. 8).  

The NEP10 policy makes specific mention of specific groups of severely disadvantaged 

Bangladeshi children including challenged children, street children and ultra-deprived 

children. Mentioning these groups specifies their inclusion in education. However, 

children from other groups are not identified which is ultimately problematic, but not the 

fault of those children who fit within these categories. When policy is silent in this way 

doubt and questions are raised about many issues. Children of all backgrounds and with 

and without disability should feel recognised and included (Slee, 2018). They should have 

access to education that is inclusive and capability oriented. Claiming to 

offer inclusive education when the policy focus is on including only certain groups will 

likely continue to produce exclusion. 

The NEP10 does not directly use disability phrases such as, ‘the inclusion of children 

with disability’ or ‘inclusive education’ or state the intent of inclusion. The NEP10 

mentions providing access to education to all children regardless of their gender, social 
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status, class, mental challenges, physical challenges and ethnic backgrounds but no 

specific provision is made to meet their needs. It states to guarantee education for children 

who speak languages other than Bangla. In addition, the policy mentions catering to 

special education as well as mainstream education, yet it is unclear as to what adjustments 

are to be made and how. Along with government initiatives and intervention programs 

for reducing dropouts and enrolling children with disability for delivering inclusive 

education, policy consideration that involves accountability, are more likely to promote 

inclusion (United Nations, 2019). Accountability systems which are highlighted as a 

disability inclusion policy focus by the United Nations (United Nations, 2019) are 

important points for educators to consider when they interact with parents having children 

with disability and decide on whom to exclude (Hulvershorn & Mulholland, 2018).  

Within the NEP10 policy framework, the aims and objectives of inclusive education offer 

hope of reducing school dropouts through free education, free books and free lunch. 

Although these initiatives will lead to an increase in school enrolment, these incentives 

can fail to attract children with disability. There is no indication that schools adjust to 

learners’ individual needs to motivate children with disability and drive up inclusive 

education. Specifically, policy silence for children with disability and special needs 

appears to be characterised, as Parthasharati (2018) reminds us, is the conscious 

prioritisation of what matters more to policy bureaucrats. Policy silences and omissions 

that continue to single out children with disabilities instead of promoting equal rights, 

recognition, belonging and equity (Armstrong, 2005; Armstrong & Armstrong, 2019, 

Sen, 2011, Spivak, 1988). Within NEP10 there is no recognition that children with 

disability are individuals with different capabilities. Policy silence on this issue not only 

makes inclusive education difficult but the focus is shifted toward charity from social 

inclusion and human rights perspective.   

As Slee (2011, p. 164) puts it, ‘Reforming education is a manifold and complex task’. He 

reminds us that major considerations are needed to achieve a fully inclusive approach. In 

NEP10, there is no mention of Individualised Education Plans, which have been shown 

to provide examples of good practice in supporting students with disability in developing 

countries (Agran et al, 2020; Elder et al., 2018). This is an area that is inconsistent in the 

policy document, suggesting that not all students can access the same level of learning 

support. With a view to promoting inclusion, the role of policy bureaucrats to ensure equal 

educational access, participation and outcomes for all students is critical in policy 
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conceptualisation. A lack of attention in the policy to a flexible curriculum and 

assessment processes that address diversity, inclusive education will not be successful. 

Inclusive education in Bangladesh does not appear to be concerned with diversity, 

whether rising from disability, gender, poverty, culture, social standing or any other 

flexible structures and practices to accommodate all students are absent to expand 

educators' thinking absent. My analysis shows that if the Bangladeshi government is to 

develop an inclusive education structure, policy conceptualisation in responding to the 

needs of diverse students, the context, as well as capabilities is crucial. Without 

recognition, enabling resources and consideration of individual capability, the aims and 

objectives of the policy will be difficult to meet. NEP10 demonstrates silence in the 

omissions of many considerations for inclusive education. This is a significant deficiency 

in a policy that purports to focus on providing education for all.  

This study has identified three key consequences of these silences that I now address. 

6.3.4 The Consequences of Policy Silences 

The consequences of policy omissions are: 

1. The Government is Seen to Satisfy International Obligations. 

2. Children with Disability are Even More Excluded. 

6.3.4.1 The Government is Seen to Satisfy International Obligations 

Significant reforms in the education system were undertaken by the Government of 

Bangladesh after the Salamanca Statement (UNESCO, 1994) was signed to support 

inclusive education and the rights of people with disability. The NEP10 does not 

sufficiently address the need for schools to educate children with disability and their 

access rights and appears to have prioritised its obligation to international conventions. 

The conceptualisation of NEP10 raises several concerns. While the policy aims to create 

an inclusive education system, the term inclusion is not defined in the policy. Obviously, 

this leaves the meaning up for interpretation and perhaps misappropriation. Importantly, 

the NEP10 does not mention the protection of children with disability from harm, 

although the welfare of ‘street children and other ultra-deprived children’ (p. 8) is stated. 

These absences in the policy demonstrate the Government of Bangladesh’s intention does 
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not articulate a clear vision and a commitment toward the achievement of its goals. A lack 

of attention to issues of inclusion and inclusive education as argued by Li (2021) suggests 

that the NEP10 is more occupied with political and obligatory level factors than it is with 

the content and quality of services for children with disability. 

Slee (2018, 2019) argues that a policy driven by political motivation will continue to 

pathologise, consider and treat children with disability as different, even if categories are 

not explicitly applied. They will continue to be discriminated against and segregated, and 

exclusionary practices at schools will continue to prevail. In short, the policy will fail 

them. 

6.3.4.2 Children with Disability in Rural Bangladesh are Even More 

Excluded 

The consequence of policy silence for people in rural areas is that nothing will change, 

nothing will improve and they will be no more informed about their rights. There is no 

incentive for the government to make changes other than those that meet international 

obligations because it is necessary to break down socio-cultural and hierarchical barriers 

that operate in Bangladeshi society to support educational reform towards inclusion. 

Children with disability suffer more and are even more excluded than are other 

community members, as they are excluded from their rights. Further, support services are 

not recognised as a social investment, but as a charity (Thompson, 2020). In this context, 

individual, social and economic development is hindered. 

When considering exclusion for development, Sen (1999) emphasises that we should 

strive to ‘lead the kind of lives we have reason to value’, rather than the usual focus on 

rising GDP, technical progress or industrialisation (p. 285). Socio-cultural issues are vital 

for Sen (1999), Slee (2011, 2018, 2019) and Spivak (1988) because they affect human 

capability and exclude the subaltern from their rights to know and participate. From this 

perspective, education is crucial beyond its role in production. It increases human 

capability and therefore choice. When policy in regard to reducing socio-cultural and 

hierarchical barriers does not adequately meet the needs of children with disabilities, 

schooling will continue to produce exclusion, and inclusion will remain a policy rhetoric 

(Slee, 2001d). Fundamental to rights and social justice is the freedom of people to lead 

the lives they have reason to value and to improve the choices they have. 
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Investigating the practical implementation of the NEP10 was a key aspect of this research 

to gain some insight into rural communities’ understandings and the implementation of 

education for children with disability. The next section analyses interviews collected from 

participants in this study to supplement policy analysis in addressing the research 

question.  

 Interviews 

A small-scale interview was conducted with 12 participants. Interviews enabled me to 

gain additional knowledge and add to the findings of NEP10 about the conceptualisation 

of inclusive education. These were introduced in Chapter 5. Four themes emerged from 

the interviews. The themes are reported in detail in this chapter, as follows: 

Theme 1: The understanding of inclusive education and disability is tied with 

education stakeholders’ personal experiences   

Theme 2: Inclusive education in Bangladesh does not appear to be conceptualised 

for all Bangladeshi children. 

Theme 3: Bangladeshi inclusive education policy is symbolic.  

Theme 4: Bangladesh’s policy exclude stakeholder perspectives 

In Chapter 5, I outlined the roles of participants in this study. To maintain their 

confidentiality, I allocated an abbreviation that indicated the participants’ role. I 

reproduce these in Table 6.2 as a reminder of the rural Bangladeshi participants 

interviewed for this research and their roles. 

Table 6.2: Abbreviation of Roles for the Interviewees 

Abbreviation  Informant Source  

RPCD Rural parent, children with disability  

RPCWD Rural parent, children without disabilities 

CSM/CSF College student male/college student female 

RTM/RTF Retired teacher male/retired teacher female  

MCM Managing committee member 
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 Theme 1: The understanding of inclusive education and 

disability is tied with education stakeholders’ personal 

experiences   

From the interviews in this study, four codes relating to the definition and understanding 

of inclusive education were identified. These codes fall into two categories. The first are 

factors related to infirmity, the perceived cause of exclusion from education. The other 

definitions presented are based on the individual mindsets.  

When asked to define disability, most of the interviewees viewed it as infirmity, thus 

categorising those individuals, for example:  

children who lay in bed all day and are unable to read or write, move, speak, hear. 

(RPCWD) 

people who do not have the ability to behave like ordinary people and have trouble studying 

… The word might refer to someone who is not that intelligent, blind or someone who is 

missing a limb. That is what I understand by the word. (RT) 

Disability means someone who is physically damaged. It can refer to someone who cannot 

hear properly or cannot see properly or even someone who is one-legged. (RPWCD2) 

Disability can come in different forms. We can refer to someone who does not have a limb 

as disabled. Even people who wear glasses also fall under that category. But in villages, 

disabilities usually refer to when someone is missing a limb or a finger or someone who 

cannot physically move alone. (MCM) 

To rural Bangladeshis, including the teachers and the school management committee 

member interviewed for this study, the term ekibhuto shikkha (inclusive education) 

appeared ambiguous. Participants demonstrated little understanding of the concept of 

inclusive education from a policy perspective. Their understanding of inclusive education 

mostly implied ‘coeducation’. Inclusive education was interpreted by the participants as 

a learner’s ability to perform, or capability to achieve. Most participants viewed inclusive 

education as an educational environment in which students with mild and moderate 

disability can study with others. Students identified as having mild disability included 

those who were, ‘intelligent disabled children, ‘cannot talk,’, ‘cannot hear properly’ and 

‘cannot see properly’. However, for the most part, the participants response to 
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understanding of inclusive education and disability arose from personal experiences, as 

can be seen from their comments: 

I do not have much idea, but I understand a bit about it now after reading the 

Information to Participants provided to me by you. (CSF) 

There are no disabled children in our schools and therefore, I do not have any idea. 

(RTM) 

I do not have a clear idea, but I can tell you a bit about it. The way the current 

government has expanded education policy into villages by including women and 

character development in the education might fall under the inclusive education policy. 

(RTF) 

Other participants, particularly rural parents with or without children with disability 

suggested that inclusive education meant: 

Every Hindu, Muslim, Christian, Buddhist, disabled and healthy people should get the 

same education. (RPWCD2) 

Disabled children will study together with the ordinary children and play together. They 

will spend their time in the same environment, at school and live together. (RPCD) 

Boys and girls studying together. (RPCWD1) 

Everyone studying together. (RPCWD3) 

Interviews indicated a consistent understanding of education as a human right and the 

need for all students to be treated equally. In their responses, participants emphasised 

equal rights for children with disability to access and receive an education. Their 

perspectives of inclusive education as a human right underpin the notion of rights, 

equality, equity and recognition in promoting equal access in society: 

They are also human beings. They also want to socialise with others, learn new things 

and be part of the society. Disabled kids should also have the same rights as everyone 

else. (RTM) 

They are cared for and taught in schools in the same way as other children. (CSM) 

They have equal rights in the society in which they were born. (RTM) 
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A consistent message from participants was their desire for children with disability to be 

treated equally and have the same opportunities as everyone else to support them to 

achieve a productive life. For these participants, equal rights for all included every child 

in society. They believed that all children, including those with disability, were citizens 

of Bangladesh and must have the same rights as other citizens: 

In my opinion, everyone has the same right. There is no difference between anyone 

when it comes to education. (RPCWD2) 

The complexity of the lives of children with disability and their parents was evident as 

participants shared their perspectives. Many said those with disability in rural 

communities faced a constant struggle to access schools, healthcare services and social 

events. Interviews demonstrated the social, cultural and political realms that those with 

disability were unable to negotiate as they faced systemic barriers, a lack of knowledge 

and little guidance. 

Interviews showed that the inclusion of children with disability had benefits for all 

children in the classroom. However, their perspectives depended on the type of disability 

and the willingness of the school principal, teachers and parents of children without 

disability to accept them in classrooms. They were uncertain about the inclusion of 

children with limited mobility and communication problems and reported: 

Disabled kids who cannot talk or move properly might find it difficult to attend 

mainstream schools. (RTM) 

It appeared from the interviews that equitable access to education for children with a 

disability could occur if positive attitude of all education stakeholders existed in 

Bangladeshi society. Further, inclusive education was possible if teachers and students 

without disability empathised with children with disability instead of ridiculing them: 

They are neglected by everyone in the schools and also laughed at. The teachers also 

have a hard time explaining things to them. (CSF) 

Based on the participants’ responses, it can be assumed that empathy, recognition, 

inclusive values and the acceptance of differences are crucial to establish rights, social 

justice and promote inclusive education.  
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There are people who do not accept disabled children as being equal members of our 

society. If they change that opinion and start treating disabled children as normal human 

beings, then they might be able to participate. (RPCWD4) 

The absence of shomaan odheekaar (equal rights) for children with disability and rural 

people resonated throughout the interviews with the participants:  

‘Oder shomaan odhikaar aache, kintu pai na’ (They have equal rights but do not get 

them) (RTM/RPCD/RPCWD1/RPCWD2/RPCWD3/RPWCD5/CSF).  

Another participant identified access in terms of equal rights and equity, asserting that,  

‘Gramei ebong shohor-e protibondhi der shomaan odheekaar pawo ucheet’ or 

‘children with disability living in rural and urban areas should have equal rights’ 

(RPCWD).  

The rights of children with disability and the choice available to their parents is 

compromised when parents believe there is no point in attending school meetings, with 

one such parent declaring that she was unsure: 

Who will listen to us? (RPCWD1) 

Participants also wanted to assert their right to make decisions about their communities 

and participate in discussions: 

It is important that we also hear what they are discussing so that we can also ask 

questions about the policy if necessary. (RPCWD3).  

Villagers can let the government know how to encourage and help children with 

disability attend school rather than staying home. (RTF) 

From the perspective of Sen (2000) regarding human rights, removing physical and social 

barriers and bringing about attitudinal change is necessary to ensure fairness in 

participation. Fairness is viewed by Sen as the major determinant of acceptability. His 

concept of fairness focusses directly on the consideration of an individual’s ability to 

convert available resources and address deprivations that stem from local and country 

contexts. One participant said that they did not want special treatment, they just wanted 

their rights to be recognised so that their children could live in society with others, not in 
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isolation. To this participant fairness was the most important determinant of acceptability, 

access, recognition and equality: 

I want my child to have the benefits like others. I want him to study with other children 

and have equal rights to education. (RPCD) 

The analysis of the interviews found that the lack of recognition and not acknowledging 

the rights of rural people seems to constitute a political, cultural and social bias. The 

absence of subaltern rights demonstrates that inclusion remains an ideal for parents with 

children with disability and it is necessary to examine inclusion policy on closing the gaps 

between children, their rights to education and justice.  

Slee (2011) argues that policy needs to be developed ‘with a clear understanding of 

exclusion across the different sectors of the government’ (p. 171). A commitment to 

adapting, adopting and aligning policy with the aims, objectives and ideals of inclusion 

to encourage organisations to be innovative and develop effective programs is important. 

In this way, an inclusive policy will align with the theories of inclusion and help achieve 

positive educational outcomes for all children 

 Theme 2: Inclusive Education in Bangladesh does not 

appear to be conceptualised for all Bangladeshi children. 

The concepts of inclusion implies that all children should have access, can participate and 

be supported to succeed within regular school settings. The aspiration of the Bangladeshi 

government to promote inclusive education and develop a more inclusive system and 

practices is evident, for example in the projects promoted by the Ministry of Education 

(ROSC I and II, and PEDP I, II, III and IV). These projects encourage schools to work 

collaboratively, rethinking practices and school autonomy to respond to all students.  

Participants demonstrated that positive attitude of all education stakeholders is very 

important to support the inclusion of children with disability in mainstream schools and 

in society. Negative behaviour such as bullying and teasing by children and neglect by 

school principals and teachers discourage children with disability from coming to school. 

A participant mentioned: 

They are bullied by other children due to which they distance themselves further from 

society. As such, the opportunity to grow is ruined by the decisions they make. (RTM) 
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The profound effect of negative attitudes on families with children with disability was 

also evident from other interview comments. Another interviewee reported experiencing 

exclusion and being the subject of stigma, fear, ignorance and prejudice: 

There are a lot of barriers. Some people do not accept children with disability as equal 

members of society. Families are scared about what other people in the society will 

think about their children having a disability. (RPCWD4) 

Another comment revealed that negative attitudes create psychological pressure for 

children with disability as they are stereotyped and treated differently: 

They feel ashamed because they see themselves as completely different people. (RTF) 

The prevalence of negative attitudes and misconceptions about disability restricted a 

child’s development and sense of belonging. Parents with children with disability stressed 

the importance of the government’s role to create equal opportunities to enable children 

with disability to access education: 

If the government thinks children with disability should get equal opportunities to 

receive education, then parents with children with disability will find the courage to 

send their children to school. (RPCD) 

The development of a community’s positive attitude towards children with disability was 

a common issue raised in regard to reducing social barriers and helping promote inclusive 

education. Further, school administrators and teachers made claims that children with 

disability have equal rights to education, however, their responses also revealed an 

attitude that reflects segregated education. One such comment was: 

Actually, disabled children need different types of education and activities. (MCM) 

Similar negative attitudes were also discernible from other participant comments: 

The school principal told us to enrol our child in a special school. (RPCD) 

Based on the participants’ comments, the educational rights of children with disability 

appear to be hindered by a social system that tends to exclude them. Negative attitudes, 

unequal treatment, institutionalised discrimination, domination by the powerful and 

undemocratic practices were evident. Little variation in the inclusion of children with 

disability in rural schools was detected, although the education minister emphasises in 
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the Foreword to the NEP10 (p. vii) that, ‘Basic changes need to be implemented in the 

examination methods or evaluation of the standard of learning’. 

A lack of resources was found to hinder inclusive education in the villages of Sonali and 

Rupali24. Other reasons included limited teaching resources, and importantly, an 

education system that did not address the diverse needs of every student in classrooms. 

Referring to the availability of resources, one participant commented: 

Education facilities and resources provided in village schools are not on par with 

schools in the cities. (CSM) 

The unavailability of resources and trained teachers in special education needs also 

characterised how children with disability were treated and rejected from schools: 

They require more specialised education compared to ordinary children. Even if they 

are taught in the same school, every disabled child needs to be taught separately 

because they learn by using different techniques. For example, blind children and 

intelligent, disabled children study in completely different ways. However, it is not 

possible to implement different teaching strategies in our schools due to the lack of 

resources and special needs teachers. (RTM) 

Here, the government has failed to not only ensure resources and funds are available for 

rural schools, but key ways to address inclusion, marginalisation and exclusion have been 

ignored. Further, drawing on their personal experiences, participants reported a lack of 

medical and social services and facilities in schools for children with disability: 

I have to go to Dhaka quite often for my child’s treatment. So, I had to withdraw my 

child because the school principal said if my child does not attend school regularly, he 

cannot participate in exams and will fail. (RPCD) 

This comment showed that resources were not the only major barrier for children with 

disability to access local government schools. Several other factors were inadequate such 

as medical support services, a lack of empathy and consideration, an inflexible curriculum 

and a rigid assessment system. This focus on the rural Bangladeshi context has revealed 

                                                           
24 Pseudonyms for villages 
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a need for NEP10 to consider autonomy and equality and equity in the provision of 

support to reduce the widening gap between all children. 

The NEP10 states that children with disability and special needs ‘will be allowed to 

follow a flexible curriculum’ (NEP10, p. 43). Despite this clear policy statement, the 

parent comment above reveals an inflexible rigidity in the education system and a non-

inclusive approach. This policy leads to a form of teaching-learning process and 

accessibility consideration which focuses on school subjects and learner achievement, 

thereby overlooking and thus excluding those children who cannot and do not achieve 

what is expected regarding their school performance. The managing committee member 

implied that little attention was given to support the learning and services for children 

with disability. His comment reinforces the non-inclusive aspect of NEP10 and points to 

the significant finding that facilities, opportunities and funding affected the rate of school 

dropout: 

Since the government is unable to do anything for these children, the families of 

children with disability usually move to the cities in search of better facilities and 

opportunities. They do not want to stay in the villages anymore as no proper 

arrangements have been made for them. (MCM) 

Furthermore, these findings strongly imply immense disparity between rural and urban 

schools. They demonstrate the government’s lack of proactive response to minimise the 

inequity gap so that children with disability in rural areas can participate in learning and 

develop their capabilities. 

 Theme 3: Bangladeshi inclusive education policy is 

symbolic  

Participants’ views of children with disability who could not and did not attend local 

government schools, pointed to social, cultural, organisational and policy barriers. For 

instance, one participant cited: 

Children who can move around face no obstacles. Those who are not able to move on 

their own are completely out of the question. (RPCD) 

This comment illustrates that access for children without mobility to local government 

schools was not only challenging, but impossible. Their opportunity to learn with others 
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was compromised because schools were inaccessible and the policy had little capacity to 

meet their needs. This identifies a policy that is symbolic. A lack of shared inclusive 

education philosophy, effective strategies to address the needs of the learner cohort and 

decision-making processes shared between the Ministry of Education, Ministry of 

Primary and Mass Education and Ministry of Social Welfare also emerged. When a 

teacher was asked to share their personal views about inclusive education policy, their 

response showed an education system that was segregated by student abilities: 

I did not have any disabled children during my 30 years of teaching. (RTM) 

This comment, in particular, along with other participant responses, attested to long-

standing and widespread evidence of education exclusion. This raises questions about 

bureaucratic and political mechanisms at play in the Bangladeshi administrative. 

A significant indicator from the participant accounts was an outdated and irrelevant 

education program that has accentuated the complexities of inclusion and poorly enacted 

policy. When participants were asked about the success of women’s education in 

Bangladesh, their observations affirmed that the enhancement of women’s education was 

the result of effective strategies adopted by the government. Participants highlighted the 

view that inclusive education policy and its implementation strategies were prepared 

without adequate consideration given to the causes of failure of previous policies and 

plans, and learning from successes. Their perspectives provide clear evidence of 

established exclusionary practices in the education sector in rural Bangladesh. This attests 

to the findings that inclusive education appears only in official policy scripts. This policy 

is symbolic as it continues to exclude children with disability. 

..since not many programs happen in my village. (CS) 

I have seen some in towns but did not see any shows like that in my area. I did not see 

any interest in disabled kids either in my area. (RPCWD5) 

Sen (2000) and Slee (2004, 2011) point out that human diversity and the differences 

between rural and urban areas create pitfalls for policies. Careful planning is critical to 

avoid conflict with the ideals of inclusive practices and issues of justice and rights. This 

involves the development of context-specific policy and practical solutions to problems 

for all children with disability living in rural areas in accessing regular schools. For 
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example, solutions to problems that work in urban areas may not work in all rural areas. 

Because of the wide differences between rural and urban conditions and between each 

rural area, numerous policies and measures need to be considered for inclusive education 

to succeed and be sustainable (Ainscow, 2005; Albright, 2018; Bonomo et al., 2017). 

 Theme 4: Bangladesh’s policy exclude stakeholder 

perspectives  

The interviews showed that the participating rural Bangladeshis were eager to assist 

policy bureaucrats to align policy intentions with local needs. Participants repeatedly 

emphasised the importance of communication to achieve effective policy outcomes. 

Multiple methods of communication were identified: formal meetings with parents, 

informal meetings on haat days (an open-air market that occurs on weekends or on 

holidays), jatra25 (popular folk theatre that occurs on weekends, festivals and holidays) 

and posters. These communication methods mainly focussed on conversations and visual 

representations: 

I think villagers should participate in policy planning because every village is different. 

For example, one village may have more people than the other. If everyone 

collaborates, they’ll know what will work better for each village. (RPWCD) 

We can help determine the strategies required for our schools and colleges if there are 

any proposals from the MoE. But the government needs to guide us first. (MCM) 

An implicit assumption derived from participants was that communication with all 

education stakeholders was crucial for inclusion. Effective communication not only 

recognises acceptance and participation but also privileges excluded communities (Slee, 

2011). Further, marginalised people or their representatives can resolve arguments, 

collaborate and discuss feedback with others. Negotiating was identified by participants 

as a vital strategy for the success of inclusive education. In addition, learning from those 

                                                           
25 Jatra is a popular open-air folk-theatre. It is spread throughout most of Bengali speaking areas of the 
Indian subcontinent, including Bangladesh and Indian states of West Bengal, Bihar, Assam, Orissa and 
Tripura. Jatra performances include plays, music and dance. 
https://www.britannica.com/topic/yakshagana 
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with practical experience and to connect with various people with different personalities 

were the dominant point of views raised. 

A level of unhappiness was discerned during the interviews regarding how those from 

rural areas were treated. Such as, not being visible, and being regarded as passive 

participants by the government. The response from RPCWD6, ‘Aamra ki korte paree?’ 

(What can we do?), when asked whether villagers should participate in policy discussions 

with the government demonstrated defeat for not being recognised. 

In describing the challenges of communication, interviews highlighted practices of 

exclusion by those in power, in particular, the political culture and hierarchal social 

structure prevented consultation with rural education stakeholders and their right to 

participate in dialogues. A lack of communication brings forth a social system that 

operates on hierarchies of class (Spivak, 1988). 

Sen (1999), Slee (2011, 2018, 2019) and Spivak (1988) warn against the dangers of 

exclusion and a class-based social system that can generate despair and have a 

demoralising effect on individuals’ dignity, capability, development and identity. 

Interviews showed that communication with rural education stakeholders and policy 

bureaucrats did not occur and had never ensued. Being deprived of the opportunity to 

communicate, rural education stakeholders are unable to express any concerns or opinions 

directly and thus remain deprived of agency. This practice reinforces the message of 

bureaucratic power in Bangladeshi society, which shows that partnership between the 

government and all education stakeholders is absent. The exclusion of local education 

stakeholders contributes significantly to discrimination, non-recognition and 

marginalisation by those in power. Marginalised people perceive themselves to be 

considered unworthy. The lack of social inclusion and the non-inclusive attitudes mean 

that excluding the perspectives of local education stakeholders is culturally sanctioned. 

Given that valuing subaltern perspectives is crucial, ignoring or denying active 

participation will lock out further learning and individual development. Denial indicates 

the absence of democratic practices. Such actions are discriminatory and unjust, and 

can ‘strangle’ inclusive education by privileging the powerful over marginalised 

communities (Slee, 2008, p. 109). Conversely, developing social connections and 

sharing understanding is vital to produce a sense of belonging and, as recommended by 
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Slee (2019), ‘to dismantle the forces that exclude’ (p. 909). Further, shared knowledge 

can lead to individual development. The knowledge gained can influence sustainable 

policy outcomes (Slee, 2019). 

Interviews show that social exclusion is entrenched in the everyday practices of the 

government, community and individuals. To include marginalised communities, social 

choice ‘requires public discussion and a democratic understanding and acceptance’ 

(Sen, 1999, pp. 78–79). This signals an inclusive shift towards collaboration, 

participation, engagement and the development of relationships with all education 

stakeholders. The evidence more widely shows that networking and continuous 

engagement with all education stakeholders is vital to address recognition, acceptance 

and belonging. 

The need for networking and collaboration indicates a focus on social inclusion strategy 

that cannot be resolved simply by a policy focussed on resource distribution, funding 

allocations and infrastructure development. Connection, collaboration and cooperation 

are required to challenge beliefs and practices in societies and the values that members of 

every community possess. Engaging with education stakeholders can also be a powerful 

means of widening opportunities for all children and allowing schools to respond more 

effectively to the needs of children with disability. However, Sen (1999, 2000, 2002) and 

Spivak (1988, 1990, 2015) caution that social inclusion requires systemic changes and 

transformation in how society operates to make everyone feel included. 

Findings from interviews informed that ineffective communication obstructed the 

development of inclusive cultures. Conversely, providing opportunities to communicate, 

being part of decision making and giving opinions can broaden the understanding of 

inclusion. Importantly, marginalised people can play an effective role in shaping policies 

(Yanow, 2017). In The Irregular School, Slee (2011) argues that exclusion is nurtured 

and sustained through collective indifference. For inclusion to be successful, dialogues 

with different stakeholders is vital as policy that considers stakeholder knowledge can 

support sustainable local change and overcome the visible inequity that exists between 

rural and urban people. 
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 Summary 

This chapter has outlined how the policy and interviews were analysed. The interview 

was small with only twelve participants, but the insights supplemented the findings of the 

policy. The perspectives/theories of Sen, Slee and Spivak demonstrate that while the 

policy of inclusive education in rural Bangladesh is trailing behind urban areas, solutions 

are possible. This is discussed in the next chapter. 
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Chapter 7: Discussion 

 Introduction 

This study aimed to investigate how inclusive education is conceptualised in Bangladesh. 

The research was undertaken in three parts: in the first instance, a rigorous investigation 

of international literature was undertaken, followed by an analysis of education policy in 

Bangladesh. These desktop investigations of Bangladeshi education policy were 

supplemented with a small-scale interviews undertaken with 12 participants to examine 

inclusive education in rural areas. This chapter draws together the findings from each part 

to address the overarching research question: 

How is inclusive education conceptualised in Bangladesh?  

It is vital in developing countries for inclusive education ‘to reaffirm inclusion as a rights 

issue’ and for social justice to prevail (Sen, 2000, 2005; Slee, 2011, p. 14, 2014; Spivak, 

1988). Underpinning this research are Carol Bachhi’s WPR approach to policy analysis, 

Sen’s theory of social justice, development and capability, Slee on inclusive education, 

and Spivak’s subaltern theory. Bacchi’s approach and the three theories offer a unique 

perspective about inclusion in Bangladesh and reveal that the conceptualisation of 

inclusive education does not truly incorporate justice, rights, recognition and belonging. 

These theories have enabled this research to examine inclusive education from a human 

rights and social justice perspective and to view policy as an issue not solely about 

students with disability. Sen, Slee and Spivak’s perspectives were valuable to help 

understand the policy of inclusion in education in a developing country. It helped to 

understand inclusive education from marginalised stakeholder perspectives, identify 

policy conceptualisation for rural areas, and how rural communities are recognised. The 

theories enabled the research to look into values and practices that perpetuate 

marginalisation and exclusion, either directly or indirectly. 

The findings from this study demonstrate that the key factors influencing the 

conceptualisation of inclusive education in Bangladeshi educational policy align with the 

medical model of disability and sharply contrast with the ideals of inclusion. The strategic 

objectives to provide equal access to education to all children is apparent in the policy. 

However, the understanding of the principles of inclusive education has not necessarily 
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translated into a more empathetic understanding of disability or the accommodating the 

diverse learning needs of learners in mainstream classrooms leading to a policy that is 

symbolic. This has a negative effect on school principals’ attitudes toward accepting 

children with disability having diverse needs in schools. Interviews indicate the 

significant deviation of education stakeholders’ understanding of inclusive education 

from what the policy precepts of the model of inclusion is based on, which is the medical 

model of disability. The policy does not incorporate the social model and the human rights 

model that Lawson and Beckett (2021) has highlighted as important with the current 

emphasise on human rights. In the conceptualisation of policy, they argue to approach the 

problem of disability by complementing the social model with the human rights model of 

disability. Drawing upon Foucault’s technologies of power, they point out that ‘the human 

right model is a model of disability policy, whereas the social model is a model of 

disability’ (Lawson & Beckett, 2021, p. 364). In policy conceptualisation, the models 

need to be working together as the subject-matter and focus of each is distinct and as each 

model operates differently. Seven key points were identified through this research on how 

inclusive education is conceptualised by rural Bangladeshis. These are: 

1. Policy Without Rights and Justice  

2. Education Policy: Political Not Practical 

3. Policy is Symbolic 

4. Conceptual Understanding of Inclusive Education and Inclusion 

5. Curriculum and Assessment  

6. Social Exclusion 

7. Shomaan Odheekaar (Equal rights) 

 Policy Without Rights and Justice 

Human rights and social justice aim to eliminate discrimination, marginalisation and 

exclusionary practices. A critical analysis of the NEP10 reveals a policy that addresses 

the legal obligation of educational opportunities for children with disability in regular 

schools. Human rights implications of not addressing the specific needs of all children is 

absent and cannot ensure that every child has the freedom to access and study in regular 

schools with resources that cater to their abilities. The analysis echoes national and 

international research that shows gaps in human rights and social justice for all children. 

This is particularly evident for children with disability in rural Bangladesh.  
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As identified in the international literature, a democratic theory of inclusive education 

must ensure freedom to choose, equality, equity, acceptance, recognition and non-

discrimination (Ainscow, 2005, 2020; Armstrong & Armstrong, 2019; Vargas, 2017). 

The NEP10 does not truly support the notion of democratic learning, the philosophy of 

inclusion or international policy statements about inclusive education. The assumption 

that the policy framework supports inclusive education and is appropriate for all children 

continues to dominate NEP10, whereas the policy has shown to omit, segregate, 

pathologise and marginalise children with different kinds of disability (Li, 2021).  

As integration speaks to segregation and non-recognition, rather than inclusion and 

acceptance, it produces a hostile context for inclusive practices as those with disability 

are required to adjust to school requirements. Inclusion involves the vision to provide all 

students ‘with an equitable and participatory learning experience and environment’ (Slee, 

2018, p. 24). It appears that segregation may have been conceived from a cultural and 

individual perspective as a way to avoid using the term inclusion. This may have been 

acceptable when the NEP10 was written 12 years ago but with the 2030 EFA goals, the 

SDGs and implementation of the UNCRPD, the importance of inclusion of all students 

have become even more of a focus of the United Nations in regard to disability inclusion 

(United Nations, 2019). The NEP10 does not conceptualise the differences between 

exclusion, segregation, integration and inclusion, and a human rights-based approach to 

disability to achieve equality of outcomes, nor does it foster an inclusive culture within 

the UN system.  

Analysis of the policy show that the policy is not based on the notions of inclusion as 

generally understood over the last 10-15 years in Western contexts.  Inclusion as a model of 

human rights and social justice seen, unveils that for rights, justice and recognition to 

prevail in the development of an inclusive education policy, the policy must ensure 

families who have children with disability have the freedom to enrol their children in any 

school of their choice. In addition, the education system must provide the necessary 

support for children with disability to develop their skills and capabilities with available 

resources that meet their individual needs (Eryong & Xiuping, 2018; Sen 1999). Further, 

the policy fails to recognise equal participation for all its people. The research found 

evidence of a political and social system that is systematically unfair and deprives some 

of its most marginalised citizens from being empowered and to contribute to the country’s 
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growth. This inequitable practice will affect Bangladesh’s efforts to achieve inclusive 

education and the 2030 EFA goals. 

While Bangladesh has formally embraced inclusive education policy in its legislative 

framework, it became evident through this research that policy understandings were based 

on the medical model of disability, rather than a social and human rights model which 

significantly has affected how inclusive education is conceived. The NEP10 refers to the 

problem of special treatment for students with disability at all levels of education through 

their labelling. The labelling excuses failures and has placed constraints on individual 

rights and preferences. Labelling has led to the categorisation of individuals and resulted 

in a culture of low expectations.   

 Education Policy: Political Not 

Practical 

The analysis of Bangladesh’s education policy, supplemented by a small number of 

interviews, identified notable challenges in the conceptualisation of inclusive education 

policy. It revealed the policy that aimed to promote inclusive education has created space 

for integration rather than inclusion. These arose due to policy bureaucrats’ ‘conscious 

prioritizing’ of  one aspect over another non-recognition, the lack of a context-specific 

policy, lack of communication, a hierarchical social structure and the attitude of those in 

power (Li, 2021; Parthasharathi, 2018, p. 147). The findings highlight that Bangladesh’s 

aim is similar to many other countries which is, ‘to focus more on what is doable 

politically than practically’ (Fullan, 2015, p. 21). In particular, Bangladesh appears to 

have a lack of well-thought-out policy, limited and uneven distribution of resources, and 

a limited understanding of inclusion. 

Scholars (Haq et al., 2020; Mahembe & Odhiambo, 2017) argue that the Persons with 

Disability Welfare Act 2001 and the NEP10 was driven by the political necessity to 

comply with international obligations for funding. This is understandably an attractive 

option for a developing country like Bangladesh but fails to address the specific needs of 

the country. Consequently, inconsistencies are evident, as expressed by the participants, 

who reported a lack of direction and support from the government. Although the signing 

of international declarations by the Government of Bangladesh signals a willingness to 

move towards a more inclusive society, inclusive education policy excludes and remains 
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largely inequitable. This finding is consistent with recent research in the area of borrowed 

policy in developing countries that borrowed policies are not value free. A borrowed 

policy is influenced by the values of developed countries from which it is borrowed 

(Tromp & Datzberger, 2019; Zangmo, 2018). One consequence of this is that policy 

conceptualisation may be challenging, as it may have a significant impact on the beliefs 

and practices in a country’s education system (Slee, 2011). It emerged from policy 

analysis that the borrowing of an inclusive education policy for Bangladesh can be 

challenging. 

Sen, Slee and Spivak’s theoretical perspectives show unequitable access to education in 

rural schools contradicts the notion of human rights and social justice for children with 

disability. The conceptualisation of inclusive education and disability in Bangladesh 

remain linked to segregation, integration and non-recognition instead of equality, equity, 

rights and the recognition of individual needs and capabilities. In meeting the vision of 

EFA goals and the SDGs by 2030 (United Nations, 2018; UNESCO, 2017b), this policy 

shortcoming in this country’s national policy might be perceived to adversely influence 

children’s education in rural areas, and may be responsible for shaping policy bureaucrats 

seemingly uncompromising attitude towards children with disability and their parents. 

Limited opportunities reduce the chances for children with disability to belong. Barriers 

arise not only because the opportunity is inadequate but also from shortcomings in 

policies that perpetuate inequalities (Sen, 1999; Slee, 2001c, 2018, Spivak, 2012a). 

 Policy is Symbolic 

This research suggests that inclusive education policy in Bangladesh has stemmed from 

the requirement to fulfil the political agenda of the government, rather than achieving its 

goals and objectives. Evidence from policy analysis indicates that the Government of 

Bangladesh’s current efforts towards inclusion are impeded by a lack of understanding of 

inclusive education and misappropriation of the term. This has affected the international 

momentum towards achieving the EFA 2030 goals. Further, an inflexible curriculum and 

assessment requirements shows that access to regular schools for children with disability 

has not been prioritised by the Government of Bangladesh. The policy frequently make 

reference to the need for creating access to education but without any further 

specifications of what this entails and mandating it in the policy. In the absence of 
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specifications and a mandatory policy, NEP10 works against the individual needs of 

children with disability and excludes them.  

It also emerged from this research that inclusive education for all children has not been 

prioritised in the policy. Given the argument that inclusive education policy documents 

must make clear reference to the diverse needs of every child and ways to meet these 

through conceptualisation as one of the components of ensuring universal and equitable 

access to education, the Bangladeshi NEP10 fails to prioritise inclusive education in the 

policy and provide more detailed specifications. Given the discussion above, it may be 

insufficient for these to be mentioned implicitly, and it would be preferable for these 

policies to make more explicit what is required in order to ensure access to universal and 

equitable education. This emphasises that such a policy is symbolic as it does not aim for 

public actions (Akyeampong & Fofack, 2019; Ball, 2015; Oando & Akinyi, 2019).   

 Conceptual Understanding of Inclusive 

Education and Inclusion 

This research indicates an ongoing lack of understanding of inclusive education. 

Although international legislation has been signed, insufficient changes have been made 

to policy documents that enable inclusion of all students in education. This can be seen 

as a lack conceptual understanding by Bangladesh of inclusive education and what 

inclusion involves. Therefore, the concept of inclusive education needs to be expanded 

from a disability-focussed notion to a wider definition endorsed by The Convention on 

the Rights of Persons with Disabilities (CRPD) that involves systematic reforms to 

facilitate the inclusion of all children, especially children with disability. Aligning the 

country’s definitions of disability and inclusive education with international frameworks 

would help bring a more contemporary understanding of inclusive education. 

Policy bureaucrats who have a limited understanding of inclusive education can act as a 

significant barrier to the success of an education policy (Chandan, 2020). Different 

understandings of inclusion can also have varying implications and consequences for 

action. Successful inclusion is about valuing diversity and encouraging differentiation in 

individual learning outcomes and teaching rather than uniformity and curriculum 

commonality (Ankam, et al., 2019; Florian et al., 2016).The imperative therefore is for 

policy bureaucrats to possess the knowledge and to develop skills, competencies and 
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capabilities to address inclusion more effectively in policy (Mphahlele, 2020). Not only 

is a cohesive policy crucial for policy sustainability (Ball et al., 2012; Chandan, 2020), 

awareness about the issues of inclusion to promote human rights and social justice in 

governance and help develop a realistic and useful inclusive education policy is necessary 

(Adugna et al., 2020). Among the implications are the need to inform everyone about the 

human right to education, and diverse definitions and understandings thereof, by 

discussing its meanings and its potential consequences for all children (Krischler et al., 

2019). 

Using the WPR approach (Bacchi, 2012) in this study has laid bare the narrow 

understanding of inclusive education in Bangladeshi education policy that is reflected in 

such reduced progress. Misconceptions and inadequate understanding of inclusive 

education demonstrate systemic deficiency and suggest that the Government of 

Bangladesh has taken an insular engagement with the issue and its conceptualisation. This 

may account for the Government of Bangladesh’s limited attention to disseminate 

information to rural areas or practical support of the policy confirming Slee’s (2019) 

argument that sometimes ‘the policy is good, it just went wrong in practice’ (p. 909). 

 Curriculum and Assessment   

NEP10 and interviews highlight an inflexible curriculum and assessment process and 

these justifications are provided by school principals to refusing to enrol children with 

disability. At the end of each grade, students are expected to achieve class and subject-

wise attainable competencies by participating in quarterly, half-yearly & yearly 

examination (NEP10, p. 9) instead of modification of student needs and providing 

flexibility on case-based learning, problem-based learning, or team-based learning 

(Ankam, et al., 2019). Although an integrated disability curriculum will require 

significant resources, within policy, the right level of funding is crucial to allow children 

with disability access to education and for governments to achieve the 2030 EFA goals 

(Dubin, 2019; Jiménez-Ramírez et al., 2020; UN, 2018). While this research did not 

directly analyse Bangladeshi economic policy, based on UNESCO (2017a) 

recommendation, the government does not seem to comply with international 

requirements to redirect 25 per cent of the national budget to education. As a result, 

parents of children with disability feel excluded and discriminated against as the learning 

of their children is not supported by the policy. 
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Slee (2019) contends that an inclusive education system is expected to have an inclusive 

curriculum and resources that meet the individual needs of all children. The availability 

of an inclusive curriculum is not only a means to establish human rights and social justice, 

and make more academic opportunities available for the excluded population. Rather, an 

inclusive curriculum can be adjusted to meet the needs of individual students and allow 

students to be assessed according to their abilities. Goldberg’s (2019) study reveals that 

justice, equality and fairness can prevail if an individual’s potential is acknowledged and 

appropriate support to learn is provided to marginalised children. She emphasises 

differentiated and individualised support-based learning according to the abilities and 

interests of students. Studies carried out in developed countries have also shown that 

individual education planning for students with disability is a good practice to cater to 

their needs (Agran et al., 2020; Cologon, 2019; Elder et al., 2018). 

Impractical policy makes inclusion unattainable (Slee, 2019). Successful inclusion 

requires a preparedness to meet the challenges of policy; for example, supporting the 

needs of all children with disability in their environment to ensure their participation in 

mainstream classes. The understanding of equality does not necessarily mean treating 

everyone the same way. Rather, a truly inclusive approach recognises differences in 

ability and ensures that diversity is catered for so that conditions of rights and justice can 

be realised. In contrast, a lack of sincere national commitment to inclusive education and 

the cultural interpretation of disability will strongly affect inclusion. 

This study has described how inclusion represents an understanding of social, cultural, 

historical and political norms to eliminate injustice, discrimination and exclusion (Sen, 

2000; Slee, 2004, 2011, 2018; Spivak, 1988, 2012). To facilitate inclusion a recent study 

recommends that the World Health Organization International Classification of 

Functioning, Disability, and Health be used as a tool to build disability concepts into 

active learning instead of a competency-based curriculum.  Policy needs to bring 

curricular changes to enhance student performance in the clinical management of people 

with disabilities (Ankam, et al., 2019). In the context of Bangladesh, the policy and the 

education system does not provide the necessary support for all students to learn and to 

be empowered.  It reflects a system that animates the ideals of inclusion, equality, equity 

and non-discrimination only in words, not in practice.  
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 Social Exclusion 

Social exclusion means depriving groups or communities in the social and development 

process of a country (Sen, 2000). To achieve inclusion and individual development, the 

NEP10, fulfils the Constitutional obligations’ (p. 12) by protecting certain social groups 

and communities. It also directs the state to take various measures to remove the different 

forms of discrimination and inequality and there by helps to eradicate social exclusion. 

The state should ensure social justice to all the deprived communities such as scheduled 

castes, scheduled tribes, other backward classes (castes), religious minorities, women and 

disabled. Social exclusion emerged in this study as an important issue confronting 

children with disability and their parents. For children with disability, isolation and 

exclusion were found to have a profound impact on self-worth and self-esteem. A rural 

parent of a child with disability reported on the extraordinary efforts required to ensure 

opportunities and facilities for children with disability. Rejection, exclusion, non-

recognition and ignorance by school authorities and the community were reported. 

The study found that social exclusion is deeply embedded in Bangladeshi culture. The 

participation of rural education stakeholders in decision-making processes does not exist, 

reflecting an elitist society in which diversity is ignored. Further, equal rules do not apply 

and therefore considerable gaps in rural and urban areas regarding social and economic 

development pose a threat to the reform efforts made by the Government of Bangladesh 

to achieve the 2030 EFA goals. 

Advocating for the social inclusion of marginalised people in developing countries 

require those in power to create opportunities for inclusion and representation (Sen, 1985, 

2000; Slee, 2019; Spivak, 1988). When policies marginalise, they highlight 

institutionalised discrimination and social exclusion. Marginalisation not only offends 

human dignity, self-respect and wellbeing, but also denies human rights—especially the 

right to belong and live effectively as an equal citizen (Sen, 1999; Slee, 2018; 2019; 

Spivak, 1988, 1999). The explicit expectations about shomaan odheekaar (Equal Rights) 

illustrate that rural Bangladeshi’s views on human rights and social justice mainly relate 

to equality, equity, respect, acceptance, recognition, representation and belonging. I 

discuss shomaan odheekaar in the next section. 
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  Shomaan Odheekaar (Equal Rights) 

Although NEP10 emphasises equality, the policy of inclusion reflects segregation. A 

recent study has shown that ending segregation is critical towards promoting inclusive 

education (Cologon, 2019). It involves valuing the contribution of each student and 

building inclusive relationships. Also, ensuring that policy facilitates the equitable 

participation of every child without segregating and marginalising a child because of their 

differences will require policy bureaucrats’ to act consciously. Instead of being tempted 

to giving in to easy demands, a commitment to uphold inclusive values is essential 

(Cologon, 2019; Nachman & Brown, 2019; Thompson, 2020). 

Interviews demonstrated that not having shomaan odheekaar to engage in discussion and 

express their opinions constitutes a political, cultural and social bias and a lack of equity. 

Even though international organisations such as UNESCO and UNICEF, and almost all 

international policy documents emphasise the need for collaboration with all education 

stakeholders, this has not occurred in Bangladesh.  

Collaboration with children with disability and their parents, to a large extent, clearly 

underpins inclusive practice and is crucial for the effectiveness of inclusive education 

policy in all developing and developed countries (Cologon, 2019; Otieno & Onyango, 

2018). Less focus of vulnerable people from policy, can be considered discrimination. 

Further, it contravenes the United Nations Convention on the Rights of Persons with 

Disabilities (United Nations, 2006, p. 3) and other international human rights conventions 

to which Bangladesh is a signatory. The interviewees were univocal in raising the 

necessity for communication and for their rights to be acknowledged. Ignorance towards 

vulnerable people was evident in the policy. Interviews have reinforced this finding. 

Being unaware of rights demonstrates the government’s failure to fully acknowledge 

citizen rights and diverse needs of marginalised communities. Although the education of 

children with disabilities is covered by international treaties, their textual invisibility has 

shown to be problematic. The inattention to rural needs demonstrates a conscious 

avoidance and a lack of initiative to prioritise policy focus in favour of another issue 

(Parthasharati, 2018). Therefore, consideration for rural areas is kept off the policy 

agenda (Freedman, 2010, p. 355).The implication is that the NEP10 does not support 

stakeholder involvement and does not acknowledge shomaan odheekaar.  
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This study identified that collaboration with subalterns underpins inclusive values and 

would negate discriminatory practices and policy failures (Sen, 1999; Slee, 2013; Spivak, 

2012a). A disregard for stakeholder participation and collaboration signifies an 

undemocratic representation as it deprives individuals of their right to connect with 

others. This exemplifies a deeply rooted hierarchical social structure that affects 

connections with subalterns, families and marginalised communities (Sen, 1990; Slee, 

2011, 2018, 2019; Spivak, 1988, 1990). 

Although more than half of Bangladesh’s population live in rural areas, limited access to 

information, especially about the education for children with disability, has been revealed 

in this research. Community knowledge, experiences and good practices that are crucial 

to gather reliable information and design effective action plans are not reflected in NEP10 

(Ball, 2017). Positioning the needs of stakeholders is neither valued to ensure the success 

of a policy (Otieno & Onyango, 2018). Specifically, a lack of information and 

collaboration has been shown to inevitably affect inclusive values because it perpetuates 

inequalities in society (Cologon, 2019; Li et al., 2019).  

It can be concluded that this research has highlighted a poorly conceptualised inclusive 

education policy. NEP10 demonstrates a lack of a coherent and comprehensive approach 

by the Bangladeshi government. Inadequate consideration of the local context and needs 

of people and children with disability living in different parts of Bangladesh continues to 

produce exclusion (Slee, 2001). The practice of having separate education acts and 

policies (the Persons with Disability Welfare Act 2001, Disability Welfare Act 2013 and 

the NEP10), and the responsibility for policy being vested upon two separate ministries 

can also be seen as a social and political system that discriminates. This highlights the 

need for rational policy and plans and a suitable system for their implementation. In 

conclusion, I offer a way forward with some suggestions for improvement. 

 A Way Forward 

It has been 15 years since Bangladesh ratified The Convention on the Rights of Persons 

with Disabilities (CRPD) in 2007. Despite recommendations and guidance given in the 

convention and by many international organisations, Bangladesh continues to 

conceptualise segregated settings as consistent with the UNCRPD. It supports, maintains 

and funds separate decision-making arrangements and segregated settings and facilities 



150 

through its law, policy and practice frameworks. Bangladesh is yet to take a serious stance 

on supported decision-making mechanisms and the absence of these mechanisms 

perpetuates the segregation of children with disability. Although Bangladesh has 

developed a comprehensive body of legislation that upholds disability rights, particularly 

through positive action, many of these have not been effective. The government’s 

commitment to disability compared with other highly successful issues, such as women’s 

education, remains low in terms of conceptualisation. 

This study has revealed that to promote the true meaning of inclusive education, the 

concept of inclusive education being a welfare issue and the concept of special schools 

for children with disabilities who are unable to succeed academically needs to be 

dismantled. The analysis of Bangladeshi NEP10 policy highlighted the broad nature of 

the reference made to vulnerable groups, with a lack of detailed specifications of different 

needs of different children and the context. This is confirmed in the NEP10 mention being 

for ‘universal’ (p.1, 4, 5, 10). 

This research demonstrates how inclusive education policy for children with disability 

must ensure every child’s meaningful participation. The active participation of children 

with disability in community programs and education stakeholders having children with 

a disability needs to be encouraged to promote the development of more positive attitudes 

toward children with disability. Interviews demonstrated the need for a better engagement 

with relevant stakeholders of policy. More inclusive education awareness campaigns to 

include all children and taking up the problem of exclusion as a fundamental curriculum 

concern was highlighted. A consideration of these factors, for e.g., building knowledge 

on what works may help to develop a better understanding of inclusive ideals. 

The conception of human rights such as the right to choose, economic rights and cultural 

rights is related to equal access to educational opportunities for all. Article 3 of the 

Bangladesh Constitution points out that basic education should be provided to all 

children, youth and adults. To this end, ‘basic education services of quality should be 

expanded and consistent measures must be taken to reduce disparity’ (UNESCO, 1990, 

Article III, p. 3). The declaration further reiterates that for basic education to be equitable, 

all children, youth and adults must be allowed to achieve and maintain an acceptable level 

of learning (UNESCO, 1990). The most urgent priority is given to ensuring access to, and 

removing every barrier that hampers active participation. 
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If the opportunity arose to speak directly to government policymakers in Bangladesh, the 

findings from this research suggest that: 

 Schools in urban and rural areas must not refuse to enrol a child under any 

unlawful pretext and treat every child equally regardless of their ability, disability, 

social status, ethnic group or physical or mental challenges that affect their 

educational performance and social skills development. 

 Equal access to education, medical and social services to all children, especially 

children with disability living in rural villages is ensured. 

 Individual Education Plans (IEPs) are adapted to student needs and capabilities 

and are required in formal reporting processes. 

 Planning for community participation, social justice and human rights are targeted 

and interventions developed to facilitate inclusive school reform. 

It emerged from the study that to achieve EFA by 2030 will require policy bureaucrats’ 

meaningful understanding of the concept of inclusive education so that it is reflected in 

policy. The emerging findings of this study reveal that social, cultural and individual 

perceptions and beliefs affect the understanding of inclusive ideals and values and 

perhaps the reason why the country lacks a truly inclusive education policy. Policy 

bureaucrats’ narrow understanding of inclusive ideals and position of power accentuates 

the exclusion of children with disability from accessing regular schools.  

Interview accounts of the lack of awareness-raising campaigns about disability, compared 

with women’s education, show that the understanding of inclusive education can lead to 

attitude improvement and the success of the policy. Information from interviews about 

the absence of community engagement in policy discussions, access to resources and 

medical services for children with disability and the rural-urban gap reveal conceptual 

lacking to reducing barriers embedded within the Government of Bangladesh’s policy. 

The study also found that the lack of context-specific policy can be perceived as a key 

challenge to the success of inclusive education. Most importantly, the study has unveiled 

a powerful picture of a policy that is symbolic and silent, particularly about the extent to 

which the curriculum and support services contribute to single out a group of children 

with disability for special attention instead of recognising diversity, and their right to 

belong, be recognised and be treated equally. 



152 

 Summary 

This chapter has presented a discussion of the findings concerning the overarching 

research question that guided the study. The discussion focussed on rights, justice and 

inclusive practices and the lack of government support for inclusive education policy in 

rural Bangladeshi schools. 

This investigation has highlighted key aspects required for success in policy to reduce 

exclusion for children with disability in Bangladesh schools. The study highlighted the 

effectiveness of a partnership approach in policy conceptualisation and the importance of 

consultation with rural communities to address the serious gaps in knowledge about the 

contexts, causes and consequences of exclusion. 

I argue here that in the right to attend regular schools for all children with disability in 

Bangladesh is not supported by policy. The research suggests that the lack of an effective 

education policy as well as a symbolic policy impacts the education of all children with 

disability. Inclusive education policy is incongruent with the promotion of diversity. The 

study identified Bangladeshi inclusive education policy reflects segregation and 

integration rather than inclusion through its failure to critically conceptualise the notions 

of what constitutes inclusive education. It has become evident that the government policy 

does not explicate shomaan odheekaar (equal rights) to facilitate sustainable outcomes. 

This serves to endorse institutionalised practices rooted in low expectations, and a policy 

that is silent because of the lack of understanding of the multiple perspectives of inclusive 

education. The result further indicates that policy bureaucrats’ reliance on the medical 

model of disability and their conceptualisation of low expectations explain why children 

with disability are labelled, discriminated against and excluded from regular schools in 

Bangladesh even now. The adoption by the Government of Bangladesh of an education 

policy do not reflect the conceptions of rights and justice. The NEP10 fails to 

conceptualise that for children with disability, equality equity and the recognition of 

diversity are an inalienable, integral and indivisible part of all human rights and 

fundamental freedoms. The study found that the true meaning of human rights, social 

justice and inclusion in Bangladesh is silenced in the policy. When this is prioritised, the 

discrepancy between the visions of inclusive education and policy conceptualisation goals 

may be reduced. 
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Chapter 8: Conclusion 

The focus of this study was investigating how inclusive education is conceptualised in 

Bangladesh. To address the research question, Carol Bacchi’s ‘What’s the Problem 

Represented to Be?’ approach was utilised to analyse policy.  Interviews with a small 

number of participants supplemented this focus on policy.  Therefore, the major focus 

was on policy analysis. The WPR approach and the theories allowed me to understand 

how inclusion and inclusive education policy is conceptualised from different 

perspectives. The three theories that link to human rights, subaltern recognition, 

equality, equity and inclusion was pivotal to undertake this investigation. The following 

section summarises the major policy findings about the conceptualisation of inclusive 

education. 

 Unveiling the Issues 

My project has become more and more not only to study the subaltern, but to learn 

from them.  

 ———(Spivak, 2005, p. 482) 

The study investigated how inclusive education is conceptualised in Bangladeshi 

educational policy. The research began with an analysis of international literature to 

understand inclusive education and borrowed policy. This led to the recognition of the 

need to investigate the conceptualisation of inclusive education in Bangladesh. 

The study has revealed that although the Government of Bangladesh has made substantial 

progress towards having an inclusive education policy, the right to education for all 

children with disability remains unmet. Findings from the policy analysis include that 

discrimination and symbolic methodologies sustain the unequal and inequitable access to 

education. Not having access to education highlights the absence of rights, equality, 

equity and recognition. Exclusion remains a challenge for children with disability and 

their families. 

In the conceptualisation of inclusive education policy, this study has identified the 

exclusion of children with disability in regular Bangladeshi rural schools. Running 

counter to social justice, inequity and inequality in policy conceptualisation accelerate the 
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exclusion of different groups of children with disability causing an imbalance in who is 

able to access education. Children with disability continue to face the risk of not being 

included, supported and recognised. Efforts to achieve sustained national progress 

requires a just social system for the educational empowerment of Bangladesh’s citizens, 

emphasising greater commitment in action rather than mere words. 

Inequality and inequity in policy has been found to be the result of ignorance, giving in 

to demands over values and a lack of understanding about the required support by 

Bangladeshi policy bureaucrats. Engelbrecht (2020) and Slee (2011) are in agreement 

with the effects of ignorance and a lack of understanding of policy bureaucrats in the 

success of a policy.  Given inclusive education’s broad equity agenda, alongside the 

establishment of a democratic and just society, they explain the critical importance of 

informed thinking for increasing equitable rights and access to education in the 

understanding and conceptualisation of inclusive education policy.  

The conceptualisation of inclusive education show a lack of initiative to advocate for all 

schools in Bangladesh, along with inadequate welfare and logistic support for children 

with disability, which has profound implications for their educational attainment. Thus, 

to allow facilities to be allocated according to individual needs and the geographical 

location of schools as a priority policy response needs to be addressed by the Government 

of Bangladesh. 

Bangladeshi inclusive education policy shows insufficient conceptualisation and a lack 

of vision about required support to contextualise the policy. Marginalised children, such 

as those with disability, are disadvantaged because they are either forced to drop out or 

unable to access public schools, and are thus deprived of their constitutional right to 

education. The policy has opened up the possibility of denying others this right. As this 

research has demonstrated, the government’s responsibility to manage and provide equal 

access to education to a diverse range of children with disability, need to continue 

advancing conceptually to respond to the contemporary, expanded perspective of 

conceptualising inclusive education as the removal of that which excludes and 

marginalises (Slee, 2011).  

Social justice and rights have been identified as a prerequisite to creating an inclusive 

environment. Inclusive education is explicitly mandated in Bangladeshi legislation, yet 
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for children with disability the NEP10 is characterised by exclusionary and 

discriminatory ideologies. Such discrimination has been identified in this thesis to stem 

from the ways in the ideals of inclusion is conceptualised within the government 

education policy. This practice undermines social justice and poses a human rights 

concern. Similarly, the practice of ignoring education stakeholders and the providing 

equal support services in all schools reinforces social and institutionalised discrimination 

by the khomotabun (the powerful), which substantially influences policy outcomes.  

The human right to education for those with disability is undervalued. My analysis of 

policy and interviews highlights a social hierarchy system and a power structure that 

continues to permeate policy conceptualisation. Deep-rooted cultural barriers stemming 

from an intent to remain silent in the face of authority seem to further contribute to the 

denial of fundamental human rights and social equality. 

Even though the Bangladeshi policy upholds the ideals of inclusion, the separation of 

powers between the Ministry of Education and the Ministry of Social Welfare to provide 

education to children with disability is premised on deficit thinking. Alternative 

opportunities for learning exist for vulnerable children but they are scarce outside urban 

areas and unevenly distributed between groups. As this research shows, a holistic 

approach is more aligned with inclusion ideals and values to provide access to education 

to children from all backgrounds and with diverse needs. Unequal power relationships 

exist in many countries, including developed countries (Carrington et al., 2019; Davie, 

2015), yet for Bangladesh, segregated schools have been perpetuated by a non-

transparent, inflexible and politicised power structure, which has been shown to have 

powerful impacts on shaping educational policy.  

The global move towards inclusive education provides an impetus to reconceptualise the 

current educational system in Bangladesh to successfully promote an inclusive education 

policy. Drawing on Slee’s questions (2018) ‘Who’s in?’, ‘Who’s out?’ (p. 112) and a 

rural participant’s ‘Aamader kotha ke shunbe?’ (Who will listen to us?), this study found 

that the reasons for inequality appeared because recognising diversity and the context was 

overlooked in policy conceptualisation. Exclusion was heightened by labelling and 

categorising, a symbolic policy, a culture of non-recognition and the adoption of a non-

pragmatic and unrealistic policy conceptualisation. 
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Three theorists, Amartya Sen’s social justice, development and capability theory, Gayatri 

Chakravorty Spivak’s subaltern theory and Roger Slee’s inclusion/exclusion theory 

underpinned this study. Although inclusive education is enshrined in Bangladesh’s 

legislation, the core values of inclusion embraced in developed countries, such as rights, 

equality, equity, recognition, representation and belonging, have yet to be adopted by 

Bangladesh. This study draws attention to the absence of an inclusive environment and 

communities striving to belong and be treated equally. This suggests for a better 

conceptualisation of policy, emphasising greater accountability in addressing the issue, 

rather than symbolic presentation in official documents. 

The research has also shown how engaging in informed constructive discourse with the 

often-ignored education stakeholders can be a powerful tool for policy bureaucrats to 

conceptualise mechanisms through which a supportive learning environment can be 

created and exclusion reduced for children with disability. The research has established 

that the focus of Bangladeshi policy should be on managing diversity in the 

conceptualisation of inclusive education. This study concludes that conceptualisation 

affects not only the effectiveness of inclusive policy but also highlights the labelling of 

disability in society as a whole. Segregation and integration, if reflected in policy 

conceptualisation, will continue to exclude and marginalise children with disability as 

they do not uphold democratic values upon which inclusive education ideals are built.  
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Appendix B: Flyer in Bangla 
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Appendix C: Information to Participants 
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Appendix D: Consent Form 
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Appendix E: Interview Questions (English) 

Group 1 

 

 

1. Please tell me about yourself, your family, work and education. 

2. What do you understand by disability? Do you agree that all children should have 

the right to education? 

3. What do you know about the Bangladesh government’s inclusive education 

policies? 

4. Do children with disability/ special needs and marginalised children go to 

mainstream schools in your village? How do you know? 

5. Please give examples of any disability awareness programs you have seen or heard 

about? 

6. How could villagers be informed about inclusive education? 

7. How has female education succeeded in Bangladesh? Do you think similar 

strategies can promote inclusive education? Please explain. 

8. What factors do you think hinder children with disabilities/special needs and 

marginalised children from studying in mainstream schools? Why? 

9. What/Who do you think could be the agents of change in the implementation of 

inclusive education in your village? Please explain your answer. 

10. How do you think the villagers can help to implement borrowed policies in rural 

areas?  

 

  

Interview questions for parents of school aged children 
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Appendix F: Interview Questions (English) 

Group 2 

 

 

1. Please tell me about yourself and your work. 

2. What do you understand by disability? Do you agree that all children should have 

the right to education? Please explain. 

3. What do you know about the Bangladesh government’s inclusive education 

policies? 

4. How are schools in your village implementing inclusive education policy? How 

do you know? 

5. Do you think there is a difference in government actions to implement inclusive 

education in rural and urban schools? If yes, please give examples? 

6. What is your opinion about how the government should implement a borrowed 

policy, such as inclusive education, in rural and urban areas? Why? 

7. How has female education succeeded in Bangladesh? Do you think similar 

strategies can promote inclusive education? Please explain. 

8. What factors do you think hinder the implementation of inclusive education policy 

in rural schools? Why? 

9. What/Who do you think could be the agents of change in the implementation of 

inclusive education in your village? Please explain your answer. 

10. How do you think the villagers can help to implement borrowed policies in rural 

areas?   

Interview questions for retired schoolteachers 
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Appendix G: Interview Questions (English) 

Group 3 

 

 

1. Please tell me about yourself and your role as School Management Committee 

member. 

2. What do you understand by disability? Do you agree that all children should have 

the right to education? Please explain. 

3. What do you know about the Bangladesh government’s inclusive education 

policies? 

4. How are schools in your village implementing inclusive education policy? How 

do you know? 

5. Do you think there is a difference in the government’s actions to implement 

inclusive education in rural and urban schools? Can you please explain? 

6. What is your opinion about how the government should implement a borrowed 

policy, such as inclusive education, in rural and urban areas? Why? 

7. How has female education succeeded in Bangladesh? Do you think similar 

strategies can promote inclusive education? Can you please explain? 

8. What factors do you think hinder the implementation of inclusive education policy 

in rural schools? Why?  

9. What/Who do you think could be the agents of change in the implementation of 

inclusive education in your village? Please explain your answer. 

10. How do you think the villagers can help to implement borrowed policies in rural 

areas?   

  

Interview questions for School Management Committee Member 
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Appendix H: Interview Questions (English) 

Group 4 

 

 

1. Please tell me about yourself, your family and education. 

2. What do you understand by disability? Do you agree that all children should have 

the right to education? 

3. What do you know about the Bangladesh government’s inclusive education 

policies? Are you aware of inclusive education? Please explain.  

4. Do children with disability attend mainstream schools in your village? Please 

explain. 

5. Do you think there is a difference in government actions to implement inclusive 

education in rural and urban schools? If yes, please give examples? 

6. What is your opinion about how the government should implement a borrowed 

policy, such as inclusive education, in rural and urban areas? Why? 

7. How has female education succeeded in Bangladesh? Do you think similar 

strategies can promote inclusive education? Please explain your answer. 

8. What factors do you think hinder the implementation of inclusive education policy 

in rural schools?  

9. What disability awareness programs have you seen or heard about? 

10. Do you think participation of villagers in decision making and policy planning 

may help to implement imported policies in rural areas? Please tell why. 

  

Interview questions for students at university or college 
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Appendix I: Interview Question Bangla Translation 

Group 1 

অভিিাবকদের জন্য প্রশ্নমালা 

১। অন্ুগ্রহপূব বক আপভন্ এবং আপন্ার পভরবাদরর কাজ এবং ভিক্ষা সম্পদকব ভকছু বলুন্ 

। 

২। আপভন্ প্রভিবভি বলদি কী ববাদেন্? আপভন্ ভক একমি বে সব ভিশুদের ভিক্ষা 

গ্রহদন্র সমান্ অভিকার আদছ? বকন্ বলদি পাদরন্? 

৩। বাংলাদেি সরকাদরর একীিুি ভিক্ষান্ীভি ভবষদে আপন্ার ভক বকান্ িারন্া আদছ? 

৪। প্রভিবভি ও প্রাভিক ভিশুরা ভক গ্রাদমর সািারন্ সু্কদল োে? আপভন্ ভকিাদব জাদন্ন্? 

৫। প্রভিবভি ভবষেক বকান্ অন্ুষ্ঠান্ ভক আপভন্ কখন্ও বেদখদছন্ বা শুদন্দছন্? অন্ুগ্রহ 

কদর ভকছু উোহরন্ ভেদবন্ ভক? 

৬। গ্রামবাসীদক ভকিাদব একীিুি ভিক্ষা সম্পদকব জান্ান্ োে? 

৭। বাংলাদেদি ন্ারীভিক্ষা ভকিাদব উন্নভিলাি কদরদছ? আপভন্ ভক মদন্ কদরন্ বে একই 

িরদন্র পদ্ধভি অবলম্বন্ করদল একীিুি ভিক্ষাদিও সফলিা আসদব? 

৮। প্রভিবভি ভিশুদের সািারন্ ভিক্ষা কাে বক্রদম অংিগ্রহণ করাদি প্রিান্ প্রিান্ বা াঁিা বা 

অসুভবিা ভক? 

৯। আপন্াদের গ্রাদম একীিুি ভিক্ষা বাস্তবােদন্ কারা বা বকান্ প্রভিষ্ঠান্ ভবদিষ িুভমকা 

রাখদি পাদর? 

১০। আপভন্ ভক মদন্ কদরন্ বে গ্রামাঞ্চদল বকান্ ন্িুন্ ন্ীভিমালা বাস্তবােন্ ফলপ্রসূ 

করদি গ্রামবাভসদেরদক আদরা ববভস ন্ীভিভন্ি বারণী কাে বক্রদম অংিগ্রহণ করা উভিৎ? 

বকন্? 
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Appendix J: Interview Questions Bangla Translation 

Group 2 

ভিক্ষকদের জন্য প্রশ্নমালা 

১। অন্ুগ্রহপূব বক আপভন্ এবং আপন্ার পভরবাদরর কাজ এবং ভিক্ষা সম্পদকব ভকছু বলুন্  

২। আপভন্ প্রভিবভি বলদি কী ববাদেন্?আপভন্ ভক একমি বে সব ভিশুদের ভিক্ষা 

গ্রহদন্র সমান্ অভিকার আদছ? বকন্ বলদি পাদরন্? 

৩। বাংলাদেি সরকাদরর একীিুি ভিক্ষান্ীভি ভবষদে আপন্ার ভক বকান্ িারন্া আদছ? 

৪। আপন্ার গ্রাদমর সু্কলগুদলাদি ভক একত্রিিুি ভিক্ষা কাে বক্রম বাস্তবােন্ করা 

হদে?আপভন্ ভকিাদব জাদন্ন্? 

৫। আপভন্ ভক মদন্ কদরন্ বে গ্রাম এবং িহদরর সু্কলগুদলাদি একীিুি ভিক্ষা বাস্তবােদন্ 

বকান্ পার্ বকয আদছ? 

৬। আপভন্ ভক মদন্ কদরন্ বে আমোভন্কৃি একীিুি ভিক্ষাভন্ভিমালা বাস্তবােদন্ গ্রাম 

এবং িহরাঞ্চদল সরকাদরর পরৃ্ক পরৃ্ক কম বপদ্ধভি অবলম্বন্ করা উভিৎ? বকন্? 

৭। বাংলাদেদি ন্ারীভিক্ষা ভকিাদব উন্নভিলাি কদরদছ? আপভন্ ভক মদন্ কদরন্ বে একই 

িরদন্র পদ্ধভি অবলম্বন্ করদল একীিুি ভিক্ষাদিও সফলিা আসদব? 

৮। প্রভিবভি ভিশুদের সািারন্ ভিক্ষা কাে বক্রদম অংিগ্রহণ করাদি প্রিান্ প্রিান্ বা াঁিা বা 

অসুভবিা ভক? 

৯। আপন্াদের গ্রাদম একত্রিিুি ভিক্ষা বাস্তবােদন্ কারা বা বকান্ প্রভিষ্ঠান্ ভবদিষ িুভমকা 

রাখদি পাদর? 

১০। আপভন্ ভক মদন্ কদরন্ বে গ্রামাঞ্চদল বকান্ ন্িুন্ ন্ীভিমালা বাস্তবােন্ ফলপ্রসূ 

করদি গ্রামবাভসদেরদক আদরা ববভস ন্ীভিভন্ি বারণী কাে বক্রদম অংিগ্রহণ করা উভিৎ? 

বকন্? 
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Appendix K: Interview Questions Bangla Translation 

Group 3 

গ্রামপ্রিান্ অর্বা সু্কল কভমটি বমম্বার এর জন্য প্রশ্নমালা 

১। অন্ুগ্রহপূব বক আপভন্ এবং আপন্ার পভরবাদরর কাজ এবং ভিক্ষা সম্পদকব ভকছু বলুন্। 

২। আপভন্ প্রভিবভি বলদি কী ববাদেন্? আপভন্ ভক একমি বে সব ভিশুদের ভিক্ষা 

গ্রহদন্র সমান্ অভিকার আদছ? বকন্ বলদি পাদরন্? 

৩। বাংলাদেি সরকাদরর একীিুি ভিক্ষান্ীভি ভবষদে আপন্ার ভক বকান্ িারন্া আদছ? 

৪। আপন্ার গ্রাদমর সু্কলগুদলাদি ভক একত্রিিুি ভিক্ষা কাে বক্রম বাস্তবােন্ করা 

হদে?আপভন্ ভকিাদব জাদন্ন্? 

৫। আপভন্ ভক মদন্ কদরন্ বে গ্রাম এবং িহদরর সু্কলগুদলাদি একীিুি ভিক্ষা বাস্তবােদন্ 

বকান্ পার্ বকয আদছ? 

৬। আপভন্ ভক মদন্ কদরন্ বে আমোভন্কৃি একীিুি ভিক্ষাভন্ভিমালা বাস্তবােদন্ গ্রাম 

এবং িহরাঞ্চদল সরকাদরর পরৃ্ক পরৃ্ক কম বপদ্ধভি অবলম্বন্ করা উভিৎ? বকন্? 

৭। বাংলাদেদি ন্ারীভিক্ষা ভকিাদব উন্নভিলাি কদরদছ? আপভন্ ভক মদন্ কদরন্ বে একই 

িরদন্র পদ্ধভি অবলম্বন্ করদল একীিুি ভিক্ষাদিও সফলিা আসদব? 

৮। প্রভিবভি ভিশুদের সািারন্ ভিক্ষা কাে বক্রদম অংিগ্রহণ করাদি প্রিান্ প্রিান্ বা াঁিা বা 

অসুভবিা ভক? 

৯। আপন্াদের গ্রাদম একত্রিিুি ভিক্ষা বাস্তবােদন্ কারা বা বকান্ প্রভিষ্ঠান্ ভবদিষ িুভমকা 

রাখদি পাদর? 

১০। আপভন্ ভক মদন্ কদরন্ বে গ্রামাঞ্চদল বকান্ ন্িুন্ ন্ীভিমালা বাস্তবােন্ ফলপ্রসূ 

করদি গ্রামবাভসদেরদক আদরা ববভস ন্ীভিভন্ি বারণী কাে বক্রদম অংিগ্রহণ করা উভিৎ? 

বকন্?  
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Appendix L: Interview Questions Bangla Translation 

Group 4 

কদলজ বা ভবশ্বভবেযালদের ছাি/ছািীদের জন্য প্রশ্নমালা 

১। অন্ুগ্রহপূব বক আপভন্ এবং আপন্ার পভরবাদরর কাজ এবং ভিক্ষা সম্পদকব ভকছু বলুন্। 

২। আপভন্ প্রভিবভি বলদি কী ববাদেন্? আপভন্ ভক একমি বে সব ভিশুদের ভিক্ষা 

গ্রহদন্র সমান্ অভিকার আদছ? বকন্ বলদি পাদরন্? 

৩। বাংলাদেি সরকাদরর একীিুি ভিক্ষান্ীভি ভবষদে আপন্ার ভক বকান্ িারন্া আদছ? 

৪। আপন্াদের সু্কদল আপন্াদের সাদর্ ভক বকান্ প্রভিবভি ছাি বা ছািী পড়াশুন্া 

কদরদছ? েো কদর আপন্ার জবাদবর বযাখযা ভেদবন্ ভক? 

৫। আপভন্ ভক মদন্ কদরন্ বে গ্রাম এবং িহদরর সু্কলগুদলাদি একীিুি ভিক্ষা বাস্তবােদন্ 

বকান্ পার্ বকয আদছ? 

৬। আপভন্ ভক মদন্ কদরন্ বে আমোভন্কৃি একীিুি ভিক্ষাভন্ভিমালা বাস্তবােদন্ গ্রাম 

এবং িহরাঞ্চদল সরকাদরর পরৃ্ক পরৃ্ক কম বপদ্ধভি অবলম্বন্ করা উভিৎ?বকন্? 

৭। বাংলাদেদি ন্ারীভিক্ষা ভকিাদব উন্নভিলাি কদরদছ? আপভন্ ভক মদন্ কদরন্ বে একই 

িরদন্র পদ্ধভি অবলম্বন্ করদল একীিুি ভিক্ষাদিও সফলিা আসদব? 

৮। প্রভিবভি ভিশুদের সািারন্ ভিক্ষা কাে বক্রদম অংিগ্রহণ করদি প্রিান্ প্রিান্ বা াঁিা বা 

অসুভবিা ভক? 

৯। আপভন্ ভক প্রভিবভি ভবষেক বকান্ সদিিন্িা কম বসূিী বেদখদছন্ বা শুদন্দছন্? 

১০। আপভন্ ভক মদন্ কদরন্ বে গ্রামাঞ্চদল বকান্ ন্িুন্ ন্ীভিমালা বাস্তবােন্ ফলপ্রসূ 

করদি গ্রামবাভসদেরদক আদরা ববভস ন্ীভিভন্ি বারণী কাে বক্রদম অংিগ্রহণ করা 

উভিৎ?বকন্? 
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Appendix M: Sample (Translated Interview) 

 Date of interview: 6 January, 2017 

 

Researcher: Halima, how are you? 

Halima: Good. 

Researcher: I am very thankful to you for coming to this interview. Can you tell me a bit about 

your current work, education and your family?  

Halima: Yes. I will tell. I am a teacher. I did my Masters. I have a son and a husband who works 

in Dhaka. This is all. 

Researcher: So, what do you understand by the word "Protibondi" (Disability)? 

Halima: By "Protibondi", it refers to the people who do not have the ability to behave like 

ordinary people and rise in life through obstructions. It cannot be explained in one word. There 

are many different ways to explain it. 

Researcher: What are some of those ways? Can you tell me? 

Halima: The person is socially incapable. Some people who have trouble studying also falls in 

this category. 

Researcher: What do you understand by the exact word "protibondi" (disability)? 

Halima: The word might refer to someone who is not that intelligent, blind or someone who is 

missing a limb. That is what I understand by the word. 

Researcher: Do you agree that every child has equal right to education? 

Halima: They have equal rights in the society in which they are born, but they do not get it. 

Researcher: Do you have any idea about the Inclusive Education policy of the government of 

Bangladesh? 

Halima: I do not have a clear idea, but I can tell you a bit about it. The way the current 

government has expanded education policy into villages by including women and character 

development in the education might fall under the Inclusive Education policy. 

Researcher: Do children with disability and those who are marginalised attend the same school 

in villages? How do you know? 

Halima: They did not go to same schools in the past but currently they do go. But they are still 

incapable of studying and socialising as much as the ordinary children. For example, the good 

children can blend in with others in society along with their studies, disabled children do not 

have the ability to do so. It is not possible for them. But currently it is slowly changing. 

Researcher: How do you know that children with disability do not attend the same school as 

you claim? 

Halima: I have seen it with my own eyes since I am a teacher. I have seen that those children 

are trying really hard to study and I have also seen some intelligent, disabled children who are 

studying along with the ordinary children. 
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Researcher: Have you seen any programs or listened to anything about children with 

disability? If you did, can you give me an example? 

Halima: I have seen with my own eyes. I have seen and heard about it in television programs. 

Researcher: How do you think we can let rural people know about Inclusive Education policy? 

Halima: We can let them know by observing and encouraging those who have good knowledge 

and also by increasing the awareness amongst the neglected, by providing them with the 

knowledge in exchange for some prizes. By prizes I mean to say that if people get some kind of 

motivation, they will be attracted towards this topic. 

Researcher: Why do you think female education in Bangladesh has improved? 

Halima: The education of women improved recently because the books until SSC and 

Intermediate are free from the government which is a good motivation from the government 

for the participation of women as many women did not want to study because of the 

inabilities to get the books. On top of that, there are so many schools and colleges in close 

distances which also increased the motivation for women to study. 

Researcher: Do you think if the government adopts a similar approach for Inclusive Education 

policy, it will have equal success? 

Halima: Yes, I do think that if the government keeps on trying, there will be success. 

Researcher: What are the main obstacles or difficulties for children with disability to receive 

education in mainstream schools? 

Halima: The main obstacle is that they feel ashamed because they see themselves as 

completely different people. They are bullied by other children due to which they distance 

themselves further from the society. As such, the opportunity to grow is ruined by decisions 

they make. 

Researcher: Are there any further obstacle in your opinion? 

Halima: I did not understand the question. 

Researcher: Are there any other difficulties that restrict children with disability to access 

mainstream schools and study together with ordinary children? 

Halima: Yes, there are obstacles because they require more specialised education compared to 

ordinary children which are usually not taught in ordinary schools. Even if they are taught in 

the same school, every disabled child needs to be taught separately because they learn by 

using different techniques. For example, blind children and intelligent, disabled children study 

in completely different ways. However, it is not possible to implement different teaching 

strategies in schools. 
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Sample (Amended Translated Interview with code) 

Date of interview: 6 January, 2017  

 

Researcher: RSTF, how are you? 

RSTF: Good. 

Researcher: I am very thankful to you for coming to this interview. Can you tell me a bit about 

your current work, education and your family?  

RSTF: Yes. I will tell. I am a teacher. I did my Masters. I have a son and a husband who works in 

Dhaka. This is all. 

Researcher: So, what do you understand by the word "Protibondi" (Disability)? 

RSTF: By "Protibondi", it refers to the people who do not have the ability to behave like 

ordinary people and rise in life through obstructions. It cannot be explained in one word. There 

are many different ways to explain it. 

Researcher: What are some of those ways? Can you tell me? 

RSTF: The person is socially incapable. Some people who have trouble studying also falls in this 

category. 

Researcher: What do you understand by the exact word "protibondi" (disability)? 

RSTF: The word might refer to someone who is not that intelligent, blind or someone who is 

missing a limb. That is what I understand by the word. 

Researcher: Do you agree that every child has equal right to education? 

RSTF: They have equal rights in the society in which they are born, but they do not get it. 

Researcher: Do you have any idea about the Inclusive Education policy of the government of 

Bangladesh? 

RSTF: I do not have a clear idea, but I can tell you a bit about it. The way the current 

government has expanded education policy into villages by including women and character 

development in the education might fall under the Inclusive Education policy. 

Researcher: Do children with disability and those who are marginalised attend the same school 

in villages? How do you know? 

RSTF: They did not go to same schools in the past but currently they do go. But they are still 

incapable of studying and socialising as much as the ordinary children. For example, the good 

children can blend in with others in society along with their studies, disabled children do not 

have the ability to do so. It is not possible for them. But currently it is slowly changing. 

Researcher: How do you know that children with disability do not attend the same school as 

you claim? 
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RSTF: I have seen it with my own eyes since I am a teacher. I have seen that those children are 

trying really hard to study and I have also seen some intelligent, disabled children who are 

studying along with the ordinary children. 

Researcher: Have you seen any programs or listened to anything about children with 

disability? If you did, can you give me an example? 

RSTF: I have seen with my own eyes. I have seen and heard about it in television programs. 

Researcher: How do you think we can let rural people know about Inclusive Education policy? 

RSTF: We can let them know by observing and encouraging those who have good knowledge 

and also by increasing the awareness amongst the neglected, by providing them with the 

knowledge in exchange for some prizes. By prizes I mean to say that if people get some kind of 

motivation, they will be attracted towards this topic. 

Researcher: Why do you think female education in Bangladesh has improved? 

RSTF: The education of women improved recently because the books until SSC and 

Intermediate are free from the government which is a good motivation from the government 

for the participation of women as many women did not want to study because of the 

inabilities to get the books. On top of that, there are so many schools and colleges in close 

distances which also increased the motivation for women to study. 

Researcher: Do you think if the government adopts a similar approach for Inclusive Education 

policy, it will have equal success? 

RSTF: Yes, I do think that if the government keeps on trying, there will be success. 

Researcher: What are the main obstacles or difficulties for children with disability to receive 

education in mainstream schools? 

RSTF: The main obstacle is that they feel ashamed because they see themselves as completely 

different people. They are bullied by other children due to which they distance themselves 

further from the society. As such, the opportunity to grow is ruined by decisions they make. 

Researcher: Are there any further obstacle in your opinion? 

RSTF: I did not understand the question. 

Researcher: Are there any other difficulties that restrict children with disability to access 

mainstream schools and study together with ordinary children? 

RSTF: Yes, there are obstacles because they require more specialised education compared to 

ordinary children which are usually not taught in ordinary schools. Even if they are taught in 

the same school, every disabled child needs to be taught separately because they learn by 

using different techniques. For example, blind children and intelligent, disabled children study 

in completely different ways. However, it is not possible to implement different teaching 

strategies in schools. 
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Appendix N: Participant Information 

 

Table 5.1: Description of Participants 

Abbreviation   Informant Type  

RPCD Rural parent, child with disability  

RPCWD Rural parent, child without disability 

CSM/CSF College student male/college student female 

RTM/RTF Retired teacher male/retired teacher female  

MCM School Managing Committee Member 

 

Information about the participants is presented in Table 5.2. The total number of 

participants in this study was 12. Only one out of the 12 participants had a child with a 

disability. 

Table 5.2: Participant Information 

No. Participant Age 

(years) 

Gender Job Children 

1. CS 19 Female 1st year 

Undergraduate 

student 

 

2. CS 18 Male Will complete 

Year 12 in a few  

months 

 

3. RPCD 23 Female Housewife One six year old child 

with disability who 

stays at home. Her 

husband works in the 

Middle and earns well. 

Even then, she often 

struggles to bear the 

expenses of travelling 

for her child’s treatment 

and medical expenses. 

 

4. RPCWD1 21 Female Housewife One child who attends 

the local primary school 
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No. Participant Age 

(years) 

Gender Job Children 

      

5. RPCWD2 28 Female Housewife One child attends the 

local primary school and 

another child is in 

secondary school 

6. RPCWD3 27 Male Worked at the 

local market 

Two children without 

disability attends the 

local primary school 

7. RPCWD4 31 Male Labourer, worked 

overseas 

One child without 

disability attends the 

local primary school 

8. RPCWD5 34 Male Hindu farmer Three children without 

disability. Two children 

attends the local primary 

school, the other child is 

in secondary school. 

9. RPCWD6 53 Female Housewife Two children without 

disability. The daughter 

completed Year 12 and 

the son is a college 

student in Year 11. 

10. MCM 60 Male Has a university 

degree and has 

been a managing 

committee 

member for 11 

years 

Two children without 

disability studying at a 

private university in 

Dhaka 

11. RTM 60–65 

 

Male Retired Hindu 

primary school 

teacher with 34 

years of teaching 

experience 

Three adult children 

without disability 

12. RTF 60–65 Female Retired Primary 

school teacher 

with 32 years of 

teaching 

experience 

One adult child without 

disability. The child is 

married and has his own 

children without 

disability 

 

 



212 

Appendix O: Fieldwork Experience 

 

My fieldwork experience has shown that gaining access to a research area involves more 

than physical entry or obtaining official permission to conduct interviews. In the current 

study, being aware of unexpected occurrences and effectively managing changes was 

necessary. Interviews with men were scheduled late in the evening or at night after they 

returned from work at a mutually convenient place. Friday interviews could not be 

considered as this is part of the weekend, when Muslims throughout the country 

congregate in mosques for afternoon prayer, after which having a family lunch, spending 

time with friends or relatives, or attending celebrations is the norm. 

Numerous other adaptations to the field conditions and environment had to be made. It 

had been predicted that power outages might occur. Power failure led to the cancellation 

of some interviews after waiting for more than an hour for power to be reinstated. 

Rescheduling of interviews was required at such times, or, if participants were unable to 

come back another time, interviews were held by candlelight. 

Despite having a Bangladeshi background, accessibility involved more than having lived 

in that country for many years and knowing the language. Having awareness about rural 

culture and religious knowledge, being able to communicate in the local dialect, paying 

attention to and embracing expected behaviours, and following local practices was of vital 

importance to access rural households. 

Although I consider myself an insider because I hail from Bangladesh and have lived and 

worked there, it was crucial to immerse myself into the unfamiliar and unaccustomed 

conditions and practices of rural life. I participated in everyday household activities with 

rural women in my place of accommodation and accepted rural norms and values. I 

committed to blending in by immersing myself into rural culture and practices, for 

example by wearing traditional clothes, sitting on the ground eat with the villagers; 

drinking tube well water, participating in daily activities and communicating using as 

much colloquial language as possible. The need to stay alert and not to mention my 

academic and social background was crucial. I sought the kind understanding of the 

participants for my lacking the spontaneity to use colloquial Bangla. Adjustments in 
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accordance with these requirements were particularly necessary to blend in with rural life 

and for the fieldwork to be conducted as candidly as possible. Learning local practices 

required me to keep an open mind to understand rural life. 

On reflection, the time spent in these two villages in Munshiganj enabled me to cross the 

barriers of hierarchy, occupation, income and religion. It helped me examine my personal 

and cultural expectations and biases, and adopt strategies for the benefit of the participants 

as well as make changes to facilitate effective interviewing. This was crucial for 

‘responsive interviewing’ in terms of awareness of culture and balancing social position 

(Cole, 2018; Rubin & Rubin, 2014, p. 180). 
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Appendix P: Ethics Application Approval 
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Appendix Q: Objectives in NEP10 (Extract, pgs.1-3) 

The aims, objectives, goals and principles of the Education Policy will be as follows.  

1. to reflect the Constitutional guarantee at all levels of education and make learners aware 

of the freedom, sovereignty and integrity of Bangladesh;  

2. to stimulate the intellectual and practical qualities of the learners so that moral, human, 

cultural, scientific and social values are established at personal and national levels;  

3. to inspire the students with the spirit of our war of liberation and develop patriotism, 

nationalism and qualities of good citizens (i.e, sense of justice, non-communalism, 

dutifulness, awareness of human rights, cultivation of free thinking and discipline, love 

for honest living, the tolerance of corporate life, friendliness and perseverance);  

4. to promote the continuity of national history, tradition and culture through an inter-

generational process;  

5. to foster creative and thinking faculties among the learners through a system of 

education that contains indigenous spirit and elements and which will lead to a life-

oriented development of knowledge of the learners;  

6. to evolve an education process that is oriented to creativity, practicability and 

productivity to achieve advancement in the economic and social fields of the country; to 

create a scientific mind set of the students and to develop in them the qualities of 

leadership;  

7. to remove socio-economic discrimination irrespective of race, religion and creed and 

to eradicate gender disparity; to develop non-communalism, friendliness, global 

fraternity, fellow-feeling and respect for human rights;  

8. to create unhindered and equal opportunities of education for all as per learners’ talents 

and aptitudes, irrespective of geographical, social and economical situations to establish 

a society that is free from discrimination; to resist use of education as a commodity to 

reap profits;  

9. to show tolerance for different ideologies for the development of a democratic culture 

and to help develop a life-oriented, realistic and positive outlook;  

10. to ensure the marginal competencies of learners at each level so that they are 

discouraged from rote learning, rather use their own thoughtfulness, imagination and urge 

for curiosity; 

11. to ensure skills of high standard at different areas and levels of education so that 

learners can successfully compete at the global context;  

12. to attach substantial importance to information and communication technology (ICT) 

along with maths. science and English in order to build up a digital Bangladesh based on 

knowledge-orientation and cultivation of ICT;  

13. to put special emphasis on the extension of education; to give priority to primary and 
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secondary education; to motivate the students to show dignity of labour; to enable 

students to acquire skills in vocational education to facilitate self-employment, 

irrespective of levels of education; 

14. to develop some uniform and basic ideas amongst all learners; to establish a sense of 

equal status amongst all citizens of the country to implement a uniform curriculum of 

certain basic subjects at the primary level schools of diverse delivery systems; to prescribe 

and ascertain the learning of some uniform textbooks to attain that; to initiate some 

method of teaching in some basic subjects at the secondary level to achieve similar 

objectives;  

15. to ensure a creative, favorable and joyful environment for the students at the primary 

and secondary levels for their proper protection and congenial development;  

16. to help students grow up with sound moral character through lessons from their 

respective religious teachings and moral sciences;  

17. to ensure proper quality of education at each level and to correlate the competencies 

learnt at the earlier level (as per the aims and objectives of education) with the next one 

to consolidate the formations of knowledge and skills; to promote extension of such 

knowledge and skills; to enable the learners to acquire these skills; to motivate the people 

to participate in the educational process, at the primary, secondary and vocational levels, 

in particular to realize the objectives of education;  

18. to build students as skilled human resources to fight the challenges of the world 

threatened by climate change and other natural disasters and to create in them a social 

awareness about environment;  

19. to ensure quality of the higher education in all disciplines and motivate students in 

research and to create a congenial and necessary environment of research within the 

country through the cultivation of knowledge and sciences;  

20. to ensure the proper context and situations in the education system at the higher level 

that facilitates ideal cultivation of learning;  

21. to extend the use of information and communication technology ( ICT) instrumental 

in educational process at every level  

22. to take special measures for the development of education of the backward classes of 

the country including the street children;  

23. to promote and develop the languages and cultures of the indigenous and small ethnic  

groups;  

24. to ensure the education of the physically and mentally challenged learners;  

25. to create a society free from the curse of illiteracy ;  

26. to initiate special measures to promote education in the areas identified as backward 

in education;  

27. to ensure efficient and correct teaching of the Bangla language;  
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28. to take necessary steps to create facilities of playground, sports, games and physical  

exercises in all educational institutions for the healthy growth of the physical and mental 

qualities of the learners;  

 

29. to take various steps to foster hygienic awareness of the students;  

 

30. to caution the students and make them aware of the dangers of taking drugs or similar  

items. 

 




