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ABSTRACT

This master’s thesis investigates the lived experiences of parents of deaf-blind (DB) children in Nepal within the
framework of inclusive education. The study examines parental perceptions of the effectiveness of inclusive schooling, the
barriers they encounter in accessing quality education, the teaching strategies and support systems they consider essential,
and the nature of their collaboration with educators.

The research is guided by four main questions and qualitative approach was adopted, employing semi-structured
interviews with parents of deaf-blind children enrolled in inclusive schools. Purposive sampling ensured diversity across
key dimensions: socio- economic status, geographic location (urban and rural), type of inclusive school (public/private),
severity of the child’s deaf-blindness, parental education and advocacy level, and cultural/linguistic background. This
diversity allowed the study to capture contextual variations in parental perceptions and experiences across Nepal’s
heterogeneous educational landscape.

Parents consistently emphasize the importance of multisensory, individualized teaching approaches e.g., tactile
communication, Braille, and structured play-based learning and the critical role of trained aides, orientation and mobility
services, and family support. Collaboration with educators is often reported as infrequent, superficial, or one- directional,
with parents facing challenges related to limited communication channels, language barriers, and lack of recognition of
their expertise. Opportunities for meaningful involvement remain underutilized. The study concludes that improving
inclusive education for deaf-blind children in Nepal requires targeted teacher professional development, stronger policy
implementation, investment in accessible resources, and deliberate mechanisms for authentic parental partnership.
These findings contribute to the limited body of knowledge on deaf-blind education in low- and middle-income countries
and offer practical recommendations for policymakers, educators, and disability advocacy organizations in Nepal.

Findings indicate that while some parents report modest academic and social gains in inclusive settings, many
perceive limited effectiveness due to inadequate teacher training in deaf-blind education, lack of DB-specific assistive
technologies, and insufficient individualized support. Systemic barriers particularly pronounced in rural areas include
limited availability of inclusive schools, poor infrastructure, and weak implementation of national inclusive education
policies. Socio-economic constraints and cultural stigma further complicate access and advocacy. Despite these
challenges, parents expressed a strong aspiration for their children to be included in mainstream educational settings, not
only for academic learning but also for social integration and community belonging. The study highlights the critical role
that families play in advocating for inclusive practices and the urgent need for systemic reform in teacher training, policy
enforcement, and resource allocation. The findings contribute to the limited but growing body of literature on deaf-blind
education in Nepal and underscore the importance of incorporating parental voices in policy dialogue and program
development to ensure truly inclusive and equitable education for all.

IJISRT26FEB482 Www.ijisrt.com 2169


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026 International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165 https://doi.org/10.38124/ijisrt/26feb482

TABLE OF CONTENTS

(Do To%: L o] o E PP 2167
ACKNOWI B EMENES . . .. 2168
F Y 4 £ [+ S USSP 2169
LI L] (N0 00 01 ] £ PP 2170
F Ao o] )Y 0 AN o] o (=Y T Lo PP 2171

Chapter ONE INEFOTUCTION. .. ...t e e e e e et e ettt et e ettt et et et e et et e a et e et e s e r e e eearaans 2172
StatemMENt OF the PrO D O . . . e e e 2173
RAtIONAIE OF The STUAY ... ..ot e e et et e e ettt et e ettt et et et e a e e 2174
OBJECHIVES OF e STUAY ... ..ttt e e ettt et ettt e ettt e ettt et et e e r e e e 2175
G 1o a1 1T T PPN 2175
SIgNIfICANCE OF the STUAY ... i e e, 2175
Delimitations OF the STUAY . ... e e e 2175
DEfiNItION OF KBY OIS, ..o e e e e 2176
Chapter TWO ReVIEW OF LItEratUre. .. ..o e e e 2177
ReVIEW OF Related [ITEIatUE. . ... . e e e e e e e e e et ettt ettt e e e e eans 2177
Review of Conceptual Literature Inclusive Education in Nepal............oooiiiiiiii e 2177
Review OF TheoretiCal LITEIratUre. ... ... et e e e e ettt e e e et ettt et e e e e e 2178
Review of MethodologiCal LITEratUre. .........o.onii et e e e e e e 2179
ReVIEW OF PraCtiCal LItEratUre. ... ... ettt e e e e e e e et e e et e e e e 2180
CoNCEPLUAL FrAMEBWOTK. ... ..ot e et e e e et et e et et e et et e 2180
Chapter Three Research MethOTOIOgY ....... ..ottt e e e e e e 2183
RSN S N, ..\t e 2183
Population and SampPliNg PrOCEUUIE. .......o.eine e e e e e e e et et et et e e 2183
SOUICE OF DA, .. ..ottt e e 2185
[ o0 | =Tt o0 I oo 2185
(D (e W eo] | FeTot Ao gl o] folot=To [V ¢ T TP 2186
Data ANAIYSIS PrOCRAUIES. .. .ottt ettt ettt e et e et e e e et e et e e e et e e s 2186
Chapter FOUr RESUIt NG DISCUSSION. ... ... iui ittt ettt et e et et e e ettt e et et e et ettt et e e et e e e e ae s 2190
Parental Perceptions of the Effectiveness of InClUSiVe SEttiNgS..........oiiiii e, 2190
Evaluating Social Development and Peer INteraction............coooiiiririii e e 2190
Key Factors Influencing Perceptions of EffeCtiVENeSS. ... ..o, 2191
Barriers Encountered by Parents in Ensuring Quality EAUCAtION............ooiiiiiiii e 2191
Systemic Barriers in Policy and Institutional Frameworks. ... ... ... 2191
Shortage of Specialized Resources and Assistive TEChNOIOQY ........c.ouiiii i e, 2192
Socio-Economic Constraints and FinanCial BUIAEN. ...t e e e 2192
Cultural Attitudes and SOCIAl SHIOMA. ..o e e 2193
Policy Gaps and Weak ENfOrCEMENL. .. ... ... e e e 2193
Strategies and Supports Considered Essential for Successful INCIUSION ........ ... 2193
Individualized and Flexible Teaching APPIrOACHES. ..........iniitit i e e e e 2193
Multisensory and Tactile-Centered PeagOQies. ........ouiniririti e e e e e 2194
Integration of Assistive Technologies and Adapted MaterialS........ ... e, 2194
The Role of Counseling and Family SUPPOIt. ... ... e e e 2194

Parental Experiences of Collaboration with Educators in Nepal’s IE System...........oviuiiriiiiiiiiitiieieeieie e 2194
Nature and Quality of Parent—Teacher COmMMUNICAtION. ... ... ..ottt e e e 2195
Barriers to Active Parental Participation in DecCiSion-MakKing. ..o 2195
Cultural and Attitudinal Barriers to Collaboration......... ..o 2196
Opportunities for Strengthening Parental INVOIVEMENT. ... ... . e 2196
Chapter Five Conclusion and IMPICALION. ... ... e e 2197
CONCIUSI N, L. e e 2197
Recommendations for Parental Perspectives Inclusive Education of Deaf-Blind Children in Nepal.............................. 2198
POIICY LBV ..o e 2199
PrACHICE LBV .ot e e 2200

RESEAICN LBVEL. .. oo et e e 2101

(S (=] 1= Lo PPN 2203

A DN . . .ttt et et e e 2205

IJISRT26FEB482 Www.ijisrt.com 2170


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026

International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165

https://doi.org/10.38124/ijisrt/26feb482
ACRONYMS/ABBREVIATIONS

BPS Basic Primary School
CBR Community-Based Rehabilitation
CDC Curriculum Development Centre
CRPD Convention on the Rights of Persons with Disabilities
DB Deaf-Blindness
DEO District Education Office
DOE Department of Education
EFA Education for All
EMIS Education Management Information System
FGD Focus Group Discussion
ICT Information and Communication Technology
IDI In-Depth Interview
IE Inclusive Education
IEP Individualized Education Plan
INGOs International Non-Governmental Organizations
MOEST Ministry of Education, Science and Technology (Nepal)
NCE National Campaign for Education (Nepal)
NFDN National Federation of the Disabled - Nepal
NID National Institute for the Deaf
NGOs Non-Governmental Organizations
SD Standard Deviation
SDGs Sustainable Development Goals
SNE Special Needs Education
SPSS Statistical Package for the Social Sciences
SSDP School Sector Development Plan
TU Tribhuvan University
TVET Technical and Vocational Education and Training
UN United Nations
UNCRPD United Nations Convention on the Rights of Persons with Disabilities
UNESCO United Nations Educational, Scientific and Cultural Organization
UNICEF United Nations Children’s Fund

IJISRT26FEB482 Www.ijisrt.com 2171


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026 International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165 https://doi.org/10.38124/ijisrt/26feb482

CHAPTER ONE
INTRODUCTION

Nestled in the Himalayan region, Nepal is a nation of approximately 30 million inhabitants characterized by remarkable
geographic, linguistic, and cultural diversity. The country encompasses varied topographies, from the fertile plains of the Terai to
the towering peaks of Mount Everest, and is home to over 123 distinct languages, as documented in the 2021 National Census. Its
cultural mosaic is shaped by numerous ethnic groups, including the Gurung, Rai, and Dalit communities, each contributing to a
rich yet complex social fabric. Following the promulgation of the 2015 Constitution, Nepal transitioned to a federal democratic
republic, devolving administrative responsibilities, including education, to 753 local government units across seven provinces.
This structural shift reflects Nepal’s commitment to fostering inclusive education (IE), a principle enshrined in national legislation
such as the Rights of Persons with Disabilities Act (2017) and reinforced by its ratification of the United Nations Convention on
the Rights of Persons with Disabilities (UNCRPD) in 2006. The School Sector Development Plan (SSDP) for 2022-2030
articulates an ambitious vision for equitable educational access, emphasizing the integration of students with disabilities into
mainstream schooling environments. However, for students with deaf- blindness (DB) a rare and complex dual-sensory
impairment the gap between policy aspirations and practical implementation remains profound, underscoring systemic challenges
in Nepal’s education system.

Deaf-blindness, defined as the simultaneous loss of hearing and vision, presents unique educational and developmental
challenges that extend beyond the scope of interventions designed for singular sensory impairments. This condition severely
restricts communication, mobility, and access to information, necessitating highly specialized accommodations such as interveners
(trained one-on-one aides), tactile communication methods (e.g., hand-under-hand signing), and adaptive technologies like braille
displays or auditory amplification devices. In Nepal, estimates suggest a prevalence of 1,500-2,500 children with deaf-blindness
(National Federation of the Disabled Nepal [NFDN], 2020). However, this figure is likely an underestimation due to systemic
barriers, including rural isolation, limited diagnostic infrastructure, and the frequent co-occurrence of additional impairments such
as cerebral palsy. The etiology of deaf-blindness in Nepal is multifaceted, encompassing congenital conditions (e.g., CHARGE
syndrome, congenital rubella syndrome) and acquired impairments resulting from preventable causes such as meningitis or
malnutrition. These causes are exacerbated by Nepal’s socioeconomic challenges, including a poverty rate of 21% (World Bank,
2023) and disparities in healthcare access, particularly in rural regions where 80% of the population resides.

Nepal’s inclusive education framework comprises mainstream schools, approximately 360 resource classes (specialized units
within mainstream settings), and 32 dedicated special schools. According to the SSDP, 1,509 students with disabilities are
enrolled in specialized educational settings, yet disaggregated data specific to deaf- blindness are notably absent, suggesting
potential exclusion or miscategorization of these students. The challenges are particularly acute in rural areas, where
infrastructural deficits such as unpaved roads, lack of electricity, and untrained educators severely limit access to education. In
contrast, urban centers like the Kathmandu Valley benefit from greater resource availability, including support from
non-governmental organizations (e.g., Nepal Association of the Blind). Nevertheless, urban schools often face issues of
overcrowding and chronic underfunding, which undermine the quality of education provided. The COVID-19 pandemic (2020—
2022) further exacerbated these disparities, as remote learning modalities were largely inaccessible to students with deaf-
blindness due to the absence of sign language interpretation, braille resources, or tactile communication supports, leaving families
of these students particularly isolated.

Parents of children with deaf-blindness represent a critical yet often marginalized stakeholder group within Nepal’s
inclusive education ecosystem. Operating within a collectivist and frequently patriarchal societal structure, these parents
navigate significant social and economic challenges, including widespread stigma that attributes disability to karmic retribution or
divine punishment. With an adult illiteracy rate of 44% (UNESCO, 2021), many parents lack formal education, which
complicates their ability to engage with educational institutions or advocate effectively for their children’s needs. Despite these
barriers, parents possess intimate, experiential knowledge of their children’s unique requirements, positioning them as invaluable
informants regarding the efficacy of inclusive education policies, the barriers to their implementation, and potential strategies for
improvement. Global research, such as Turnbull et al. (2015), highlights the pivotal role of parental involvement in enhancing
educational outcomes for students with disabilities, yet Nepal-specific studies remain limited, often focusing on educators’
perspectives or higher-incidence disabilities such as autism.

This study seeks to address this critical research gap by exploring parental perspectives on the education of students with
deaf-blindness within Nepal’s inclusive education framework. By centering the voices of parents, the research aims to illuminate
the lived experiences, challenges, and aspirations of families navigating a resource-constrained, multi-ethnic, and geographically
diverse context. Drawing on a socio-ecological framework, the study considers the interplay of individual, familial, community,
and systemic factors that shape educational access and outcomes for students with deaf-blindness. The findings are expected to
contribute to the broader discourse on inclusive education, informing policy refinements and pedagogical practices that better
align with the principles of equity and inclusion articulated in Nepal’s national and international commitments. Ultimately, this
research underscores the necessity of amplifying marginalized voices to foster a more inclusive and equitable educational
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landscape in Nepal.

» Statement of the Problem

Nepal’s inclusive education (IE) policies, articulated through the School Sector Development Plan (SSDP) 2022—2030 and
aligned with the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD, ratified 2006), espouse a
commitment to equitable access to education for all students, including those with disabilities. However, for students with deaf-
blindness (DB) a low-incidence, dual- sensory impairment characterized by simultaneous hearing and vision loss these policy
aspirations are undermined by systemic neglect and inadequate implementation. The unique needs of DB students, which extend
beyond the scope of interventions designed for single-sensory impairments, are inadequately addressed within Nepal’s educational
framework, perpetuating exclusion and marginalization. This study examines the systemic barriers to inclusive education for DB
students, with a particular focus on the underexplored perspectives of their parents, whose insights are critical to understanding
and addressing these challenges in Nepal’s resource-constrained, culturally diverse context.

Students with deaf-blindness require highly specialized educational strategies that account for their dual-sensory
impairments, which severely limit communication, mobility, and access to information. Unlike interventions for deafness or
blindness alone, DB-specific accommodations include tactile communication methods (e.g., hand-under-hand signing, tactile
braille), one-on-one support from trained interveners, and adaptive technologies such as refreshable braille displays or auditory
amplification devices. However, Nepal’s educational infrastructure is ill-equipped to meet these needs. According to the Ministry
of Education (MOE, 2022), only 50% of the country’s 32,000+ public schools offer any form of disability support, with access in
rural provinces such as Karnali being even more limited due to infrastructural deficits and geographic isolation. The majority of
Nepal’s population (80%) resides in rural areas, where unpaved roads, lack of electricity, and rugged terrain exacerbate physical
inaccessibility manifested in the absence of ramps, poor classroom lighting, and inadequate transportation infrastructure. These
barriers disproportionately affect DB students, whose mobility and sensory needs demand accessible environments to participate
meaningfully in education.

Compounding these physical and logistical challenges is a critical shortage of trained educators. Teachers in Nepal’s
mainstream schools and resource classes specialized units designed to support students with disabilities within mainstream
settings often lack training in DB-specific pedagogical methods, such as tactile signing or the use of interveners. Interveners,
who provide individualized support to facilitate communication and learning, are virtually nonexistent outside small-scale,
donor- funded pilot programs, leaving most DB students without the intensive support required for meaningful inclusion. The
SSDP’s vision of integrating students with disabilities into mainstream schools is further undermined by this lack of specialized
training, which limits educators’ capacity to address the complex needs of DB students. The COVID-19 pandemic (2020-2021)
exacerbated these challenges, as school closures disrupted access to education for all students, but particularly for those with
disabilities. According to UNICEF (2021), 71% of teachers received no governmental guidance on supporting students with
disabilities during this period, and remote learning platforms lacked accommodations such as sign language interpretation, braille
resources, or tactile communication supports. Consequently, DB students and their families were disproportionately excluded
from educational continuity, further widening existing inequities.

Parents of DB students represent a critical yet marginalized stakeholder group within Nepal’s inclusive education discourse.
Despite their intimate knowledge of their children’s needs, their perspectives are frequently sidelined in policy and practice.
Preliminary reports, such as those by Human Rights Watch (HRW, 2011), document parental frustration with systemic
shortcomings, including untrained teaching staff, inadequate accommodations, and poor communication between schools and
families. These challenges are compounded by cultural and socioeconomic factors that further isolate parents. In Nepal’s
collectivist and often patriarchal society, disability is frequently stigmatized, with some communities attributing it to karmic
retribution or supernatural causes. This stigma, coupled with a 44% adult illiteracy rate (UNESCO, 2021) and entrenched gender
norms, limits parents’ ability to advocate effectively for their children. For instance, mothers, who often bear primary caregiving
responsibilities, may face additional barriers due to limited literacy or societal expectations that prioritize domestic roles over
engagement with educational systems. Despite these constraints, parents possess unique insights into the efficacy of teaching
strategies, the accessibility of educational environments, and the systemic barriers that hinder their children’s inclusion. These
insights remain largely untapped in Nepal, where research on inclusive education tends to prioritize educators’ perspectives or
higher-incidence disabilities such as autism.

The marginalization of parental perspectives not only undermines the efficacy of Nepal’s inclusive education framework
but also jeopardizes its commitments under the SSDP and UNCRPD. The UNCRPD emphasizes the importance of stakeholder
engagement, including families, in designing and implementing inclusive education systems. Similarly, global research highlights
the critical role of parental involvement in improving educational outcomes for students with disabilities (Turnbull et al., 2015).
By failing to incorporate parental insights, Nepal risks perpetuating systemic exclusion for DB students, whose needs are among
the most complex and underserved within the disability spectrum. This study addresses this critical gap by exploring parental
perspectives on the education of DB students in Nepal’s inclusive settings. Grounded in a socio-ecological framework, the
research examines the interplay of individual, familial, community, and systemic factors that shape educational access and
outcomes for DB students. By centering parents' voices, the study seeks to illuminate the lived experiences, challenges, and
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proposed solutions of families navigating a resource- constrained, multi-ethnic, and geographically diverse context.

The problem of ensuring inclusive education for deaf-blind (DB) children remains a significant challenge despite global
commitments to equitable education. Deaf-blind children face persistent exclusion due to multiple interconnected issues. Firstly,
inadequate teacher preparedness is a critical barrier, as few educators are trained in specialized strategies tailored to the unique
needs of DB students, such as tactile sign language or other communication methods (NCDB, 2021). Secondly, systemic barriers
exacerbate this exclusion, with limited access to essential assistive technologies like Braille displays and a shortage of trained
support staff, such as interpreters and aides, hindering effective learning environments. Additionally, parental marginalization
compounds these challenges, as parents often encounter communication gaps and bureaucratic obstacles when attempting to
collaborate with schools, leaving them feeling sidelined in their children’s education (Parker, 2020). This study seeks to address
these issues by exploring three key questions: how parents perceive the effectiveness of inclusive education for their DB children,
what systemic challenges prevent meaningful inclusion, and how parental insights can inform policy reforms to create more
equitable educational systems for DB students. By examining these dimensions, the study aims to highlight critical gaps and
propose solutions to foster genuine inclusion.

The findings of this research have significant implications for policy and practice. By identifying the specific barriers faced
by DB students and their families, the study aims to inform targeted interventions that align with Nepal’s national and
international commitments to inclusive education. Furthermore, it underscores the necessity of amplifying marginalized voices
particularly those of parents to foster a more equitable educational landscape. In doing so, the research contributes to the
broader discourse on inclusive education, offering insights that are relevant not only to Nepal but also to other low-resource
settings grappling with the challenges of educating students with complex disabilities. Ultimately, addressing the systemic neglect
of DB students and their families is essential to realizing the transformative potential of inclusive education in Nepal.

» Rationale of the Study

The implementation of inclusive education (IE) in Nepal, as articulated in national frameworks such as the School Sector
Development Plan (SSDP) 2022—-2030 and the Rights of Persons with Disabilities Act (2017), reflects a policy commitment to
educational equity, particularly in line with the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD).
Despite these progressive policy mandates, the practical realization of inclusive education for students with complex disabilities,
notably those with deaf-blindness (DB), remains limited. Deaf-blindness a dual sensory impairment poses distinct educational
challenges that are insufficiently addressed by Nepal’s mainstream educational infrastructure. The gap between inclusive
education policy and practice is further exacerbated by a lack of research incorporating the perspectives of parents of children
with DB, who possess unique insights into the everyday barriers to inclusion.

In Nepal, an estimated 1,500 to 2,500 children are affected by deaf-blindness (NFDN, 2020), yet the educational system is
inadequately equipped to support their needs. These students require specialized accommodations, including tactile
communication methods, one-on-one interveners, and adaptive technologies resources rarely available, particularly in rural
regions such as Karnali. Despite the SSDP’s goal to expand disability-inclusive education, only about half of Nepal’s public
schools offer any form of disability-specific support. In rural and under-resourced areas, challenges such as poor infrastructure,
scarcity of trained teachers, and logistical difficulties further marginalize DB students. The federalization of Nepal’s education
system following the 2015 Constitution intended to promote localized responsiveness but has not sufficiently addressed the
individualized and intensive needs of DB students.

Parental involvement is widely recognized as a critical factor in the success of inclusive education. Global studies, such as
those by the National Center on Deaf- Blindness (NCDB, 2020), have demonstrated that parents provide essential knowledge
regarding their children’s communication styles, preferences, and educational challenges. However, in Nepal, the academic
discourse on inclusive education has predominantly emphasized the perspectives of educators or generalized disability categories,
thus overlooking the specific needs of DB students. The lack of disaggregated data and targeted research on DB limits the
development of tailored educational strategies, ultimately undermining Nepal’s commitments under international and national
frameworks.

The lived experiences of parents of DB students in Nepal are shaped by a convergence of social, economic, and cultural
barriers. Disability is frequently stigmatized, often attributed to supernatural or karmic causes, leading to social isolation and
limited advocacy. High rates of poverty and illiteracy, especially among the rural population, constrain families’ ability to access
diagnostic services, educational information, and support systems. Furthermore, gender norms within Nepal’s patriarchal society
often position mothers as primary caregivers while simultaneously restricting their engagement with academic institutions.
These challenges highlight the urgent need to include parental voices in the discourse on inclusive education reform.

This research is justified by the urgent need to address the persistent exclusion of deaf-blind (DB) children from equitable
education, driven by three key factors. First, there is a significant policy-practice disconnect, where national inclusion policies
frequently fail to account for the specific needs of DB students, such as specialized communication methods or assistive
technologies, resulting in ineffective implementation. Second, an empirical gap exists in the literature, as the voices and
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experiences of parents of DB children are underrepresented, limiting the understanding of their unique challenges and
perspectives. Third, from a social justice perspective, DB children’s fundamental right to equitable education remains
unfulfilled, perpetuating systemic inequities that marginalize this vulnerable group. This study is thus essential to bridge these
gaps, amplify parental narratives, and advocate for targeted policy reforms to ensure meaningful inclusion for DB students.

This study responds to these critical gaps by exploring parental perspectives within a socio-ecological framework, examining
how individual, familial, community, and systemic factors influence educational access for DB students. It aims to inform the
refinement of Nepal’s inclusive education policies and practices through participatory approaches. By elevating parental voices,
the research contributes to the development of more contextually grounded, equitable, and sustainable educational strategies, with
implications for broader application in other low-resource settings facing similar challenges.

» Objectives of the Study

To identify the parents perception on the the effectiveness of inclusive settings for teaching their Deafblind children.
To analysiz the barriers that parents encounter in ensuring quality education for deaf blind students in inclusive schools.
To examine the strategies and supports that parents consider for successful inclusion of their children.

To explore parents experience and navigate collaboration with educators in Nepal’s inclusive education system.

» Research Questions

e How do parents understand and assess the academic achievements of their DB children within inclusive classroom settings?

e How do parents evaluate the social development and peer interactions of their DB children in inclusive education settings?
(For Teacher)

o What factors influence parental perceptions of the overall effectiveness of inclusive education for their DB children?

o What systemic barriers hinder parents' efforts to access quality inclusive education for their DB children?

¢ How do socio-economic, cultural, and policy-related factors influence the practical challenges faced by parents in ensuring
quality education for their DB children?

e What teaching methods are perceived as most effective in enhancing the learning experiences of DB children in inclusive
classrooms?

e What are parents' perceptions regarding the types of support services needed to ensure the academic and social success of their
DB children?

e What is the nature and quality of communication and collaboration between parents and teachers in addressing the educational
needs of DB children in inclusive classrooms?

e What challenges do parents face when seeking to actively participate in educational planning and decision-making processes
for their DB children in inclusive schools?

e What opportunities are available to promote effective parental involvement in the inclusive education of their DB children?

» Significance of the Study

This investigation bridges a pivotal gap in Nepal’s special education scholarship by foregrounding the perspectives of
parents of deafblind (DB) children. It yields essential implications for the operationalization of the School Sector Development
Plan (SSDP), the enhancement of teacher training programs, and the strategic allocation of resources, thereby advancing equity
within inclusive education (IE) frameworks. Globally, it contributes to the corpus of research on low-resource educational
contexts, providing scalable and adaptable insights. Practically, the study empowers parents as key stakeholders, cultivating
inclusive systems that significantly improve the educational and social outcomes for DB students.

This research holds significant theoretical and practical value while contributing to global educational equity goals.
Theoretically, it advances the literature by exploring the intersection of disability studies and parental advocacy, shedding light on
the underrepresented experiences of families with deaf-blind (DB) children and enriching academic discourse on inclusive
education. Practically, it offers actionable insights for multiple stakeholders: schools can benefit from recommendations on
modifying Individualized Education Programs (IEPs) and enhancing teacher training to better address DB-specific needs;
policymakers can use the findings to justify increased funding for DB-specific resources, such as assistive technologies and
support staff; and parents gain empowerment through advocacy tools that enable them to navigate educational systems more
effectively. Globally, the study aligns with Sustainable Development Goal 4 (Quality Education) and the United Nations
Convention on the Rights of Persons with Disabilities (UNCRPD), contributing to international efforts to ensure inclusive and
equitable education for all, particularly for marginalized groups like DB children.

» Delimitations of the Study

This study is delimited to the perspectives of parents of deafblind (DB) students aged 5-18 within inclusive educational
environments, explicitly excluding those attending special schools. The geographical scope is restricted to urban areas of the
Kathmandu Valley and rural regions of Makawanpur, Nepal, with other regions excluded. Due to the rarity of deaf-
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blindness, the sample size is limited, potentially compromising the generalizability of the results. Furthermore, the risk of self-
selection bias is noted, as participants are drawn from parents already engaged in inclusive education settings, which may
influence the representativeness of the findings.

This study is delineated by specific parameters intended to ensure a focused and contextually relevant inquiry.
Geographically, the research is confined to the Makawanpur and Kathmandu districts of Nepal, thereby restricting its applicability
to these regions. The participant group comprises exclusively parents of deaf-blind (DB) children who are enrolled in inclusive
educational settings, deliberately excluding those whose children attend segregated or specialized institutions. This criterion
allows for a concentrated examination of the practices, challenges, and outcomes specific to inclusive education.
Methodologically, the study adopts a qualitative research design, prioritizing rich, in-depth narratives of parental perspectives and
lived experiences. Quantitative methodologies and statistical generalizations are intentionally excluded, so as not to
compromise the depth and interpretive nuance of the qualitative data. These delimitations collectively facilitate a targeted and
coherent exploration of parental views on the inclusion of DB children within mainstream educational frameworks in the
selected regions.

> Definition of Key Terms

o Deaf-Blindness (DB): Combined hearing and vision impairment requiring unique educational support/ Dual sensory
impairment requiring tailored communication (tactile signing, Braille).

e Inclusive Education (IE): Integrating students with disabilities into mainstream classrooms with accommodations, /
Mainstream schooling with individualized supports.

e Parental Perspectives: Parents' views, experiences, and attitudes regarding their children’s education/ Lived experiences,
advocacy roles, and satisfaction levels.

o Intervener: A trained aide facilitating DB students’ access to learning.
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CHAPTER TWO
REVIEW OF LITERATURE

» Review of Related Literature

This chapter synthesizes the conceptual, theoretical, and empirical literature relevant to the study of inclusive education for
deaf-blind (DB) children in Nepal, with a focus on parental perceptions, systemic challenges, and policy reforms in
Makawanpur and Kathmandu. The review is organized into three subsections: Conceptual Literature, which examines inclusive
education policies, deaf-blindness definitions, and parental roles; Theoretical Literature, which applies Ecological Systems
Theory, the Social Model of Disability, and the Community-Based Rehabilitation (CBR) Framework; and Empirical Literature,
which analyzes global and Nepal-specific studies on DB inclusion and parental advocacy. The chapter concludes with a
Conceptual Framework that integrates these insights into a parent-centered model and discusses the implications for the research,
highlighting the policy-practice divide, the need for parental empowerment, and gaps in existing literature.

» Review of Conceptual Literature Inclusive Education in Nepal

Inclusive education in Nepal has evolved significantly in recent decades, influenced by both international frameworks and
domestic legislation. However, the gap between policy and practice remains a central concern, especially regarding the inclusion
of children with deaf-blindness.

» Legal Foundations

The Rights of Persons with Disabilities Act (2017) is a landmark legal instrument that mandates inclusive education for all
children with disabilities, including those with deaf-blindness. This act aligns with Nepal’s international commitments under the
UN Convention on the Rights of Persons with Disabilities (CRPD). It articulates the right of every child with a disability to
receive education in inclusive settings, promotes accessibility, and encourages curriculum flexibility and individualized support
(MOEST, 2017).

Despite its progressive provisions, the act faces substantial implementation challenges. Many schools, particularly in rural
and geographically isolated areas, lack the necessary infrastructure, trained personnel, and assistive technologies to meaningfully
include students with complex disabilities such as deaf-blindness. Furthermore, the policy's broad language often leads to
inconsistent interpretations at the local level, undermining its effectiveness in ensuring inclusion in practice.

The School Sector Development Plan (SSDP 2022-2030) further emphasizes Nepal’s commitment to "equitable access to
quality education for all," and supports inclusive education as a strategic priority (MoEST, 2022). However, while the SSDP
outlines general goals for inclusive education, it notably lacks specific strategies for addressing the unique needs of deaf-blind
learners. There is minimal discussion of dual- sensory support services, and no detailed roadmap exists for capacity building or
teacher training aimed at this population.

» Deaf-Blindness: Definitions and Needs

Deaf-blindness is defined as a dual sensory impairment involving concurrent hearing and vision loss, which necessitates
highly individualized educational approaches, including the use of tactile communication methods such as tactile signing and
Braille (Miles, 2008). In the Nepalese context, reliable data regarding the prevalence of deaf-blindness is scarce, thereby
complicating the formulation of responsive policies and effective allocation of resources. As a result, much of the existing support
for DB children originates from non-governmental organizations (NGOs), such as the Nepal Deaf-Blind Association, which offer
essential but limited services including parental training, community awareness, and advocacy (Local Reports, 2023).

The predominance of NGO-led interventions underscores significant structural deficiencies within the public education
system. These include the absence of trained educators, insufficient access to assistive technologies, and the lack of culturally
appropriate curricula. Collectively, these deficiencies hinder the realization of inclusive education for DB learners and marginalize
their educational development.

» Parental Roles in Inclusive Education

The involvement of parents in the inclusive education of DB children is recognized as both indispensable and multifaceted.
Parents often serve as advocates and collaborators, particularly in the formulation and implementation of Individualized Education
Plans (IEPs) (Subedi, 2018). However, their capacity to engage effectively in this role is constrained by a combination of
sociocultural, informational, and economic barriers. These include pervasive stigma associated with disability, limited access to
training in advocacy and DB-specific communication techniques, and financial hardships that restrict parental engagement with
educational institutions (Parker, 2020).

In Nepal, parents frequently encounter institutional challenges such as bureaucratic inertia and poor communication with

educators, which further hinder their ability to advocate for their children’s rights. These challenges highlight the pressing need
for systemic interventions that empower parents and facilitate meaningful home— school collaboration. Such efforts must be
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grounded in culturally sensitive, locally appropriate strategies to ensure sustainable inclusion.
» Review of Theoretical Literature

o Ecological Systems Theory (Bronfenbrenner, 1979)

Bronfenbrenner’s Ecological Systems Theory (1979) offers a comprehensive framework for analyzing the multiple,
interrelated systems that influence the educational experiences of DB children and the nature of parental involvement. At the
microsystem level, the direct interactions among children, parents, and educators play a pivotal role in shaping inclusive
outcomes. However, in many Nepalese schools, these interactions are compromised due to the lack of teacher training in DB-
specific communication strategies, such as tactile signing (National Center on Deaf-Blindness [NCDB], 2021). This leads to
communication breakdowns and weak parental involvement in decision-making processes such as IEP development.

At the macrosystem level, national policies such as the SSDP attempt to institutionalize inclusion but fall short in
operationalizing these commitments for the DB population. These systemic gaps ranging from inadequate training infrastructure
to insufficient policy specificity undermine inclusive education practices. Applying Ecological Systems Theory to this study
allows for an exploration of how macro- and micro-level structures influence parental engagement and educational access for DB
children in Nepal.

o Social Model of Disability (Oliver, 1990)

The Social Model of Disability, as articulated by Oliver (1990), challenges the predominance of the medical model that
conceptualizes disability as an individual pathology. This framework critiques Nepal’s disability policies, such as the RPWD Act
(2017), for their limited emphasis on structural and societal factors that inhibit inclusion. Instead of focusing solely on the
impairments of DB individuals, the social model redirects attention to environmental and institutional barriers such as
inaccessible school facilities, a lack of assistive technologies (e.g., Braille devices), and inadequately trained educators which
collectively contribute to exclusion (Subedi, 2018).

Within the context of this study, the social model provides a critical lens for interpreting parental experiences. It foregrounds
the role of social systems and cultural attitudes in marginalizing DB learners and calls for systemic reforms that prioritize
accessibility, equity, and community participation in educational planning.

o Community-Based Rehabilitation (CBR) Framework

The Community-Based Rehabilitation (CBR) Framework advocates for the integration of disability support within existing
community systems and emphasizes the role of multi-stakeholder collaboration in promoting inclusion (Subedi, 2018). In Nepal,
where community-led development models have gained traction, the CBR approach complements localized education initiatives
by fostering partnerships among parents, schools, and community actors.

The CBR framework is particularly relevant to addressing DB-specific challenges, such as the need for tactile aids,
interpreter services, and community awareness. By situating responsibility within the community rather than external
institutions alone, CBR promotes sustainable practices and empowers parents as change agents. As such, this theoretical
orientation informs the study’s emphasis on parent- driven advocacy and participatory approaches to inclusive education.

A critical cross-cutting dynamic emerging from the reviewed literature is the persistent policy—practice implementation gap
in inclusive education for children with deaf-blindness (DB) in Nepal. Although landmark policy instruments such as the Rights
of Persons with Disabilities (RPWD) Act (2017) and the School Sector Development Plan (SSDP, 2016-2023) articulate
ambitious commitments to equity and inclusion, these frameworks frequently remain declarative rather than operational, lacking
DB- specific performance indicators, dedicated budgetary provisions, specialised teacher- training modules, and enforceable
accountability mechanisms (MoEST, 2016; Government of Nepal, 2017; Lamichhane, 2015). This disjuncture between legislative
intent and institutional capacity perpetuates systemic exclusion and underscores the limitations of top-down policy transfer in low-
resource, culturally heterogeneous contexts (Miles & Singal, 2010; Singal, 2016).In the absence of robust state-supported
structures, parents of children with deaf-blindness emerge as de facto mediators and advocates, compensating for service delivery
deficits by negotiating accommodations, mobilising community resources, and challenging discriminatory practices within
schools (Bhatta, 2021; Lamichhane & Kawakatsu, 2022). Their agency, however, remains constrained by limited access to
information, training, and institutional platforms, highlighting the need to formalise parental participation through individualised
education plans (IEPs), school management committees, and community-based rehabilitation (CBR) initiatives (WHO,
2011; Sharma & Das, 2023).Furthermore, the implementation of inclusive education for DB learners is mediated by processes
of cultural brokerage, wherein global disability constructs such as tactile communication protocols, sign-language rights, and
child-centred pedagogies are reinterpreted and adapted to align with indigenous epistemologies and rural livelihood practices
(Poudel, 2020; Singal et al., 2021). Failure to recognise and engage this cultural interface risks generating resistance, superficial
compliance, or the marginalisation of local knowledge systems, thereby undermining authentic inclusion (Schuelka, 2018; Bamu
et al.,, 2022).Taken together, these interconnected dynamics policy—practice disjuncture, parental mediation, and cultural
brokerage reveal the necessity of adopting a multi-level, ecologically informed, and parent-centred approach to inclusive

IJISRT26FEB482 Www.ijisrt.com 2178


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026 International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165 https://doi.org/10.38124/ijisrt/26feb482

education in Nepal. The ecological systems framework (Bronfenbrenner, 1979; extended by Schuelka & Johnstone, 2022) thus
serves not only as an analytical lens for understanding interactions across policy, institutional, familial, and individual spheres but
also as a normative roadmap for intervention. It calls for systemic reforms that reposition parents as co-equal partners, valorise
indigenous knowledge, and align policy architectures with contextual realities. By illuminating these critical gaps, the foregoing
literature and policy review provides the theoretical grounding, methodological orientation, and practical rationale for the present
study, while situating it within broader global and South Asian discourses on disability-inclusive education.

A critical cross-cutting dynamic emerging from the reviewed literature is the persistent policy—practice implementation gap
in inclusive education for children with deaf-blindness (DB) in Nepal. Although landmark policy instruments such as the Rights
of Persons with Disabilities (RPWD) Act (2017) and the School Sector Development

Plan (SSDP, 2016-2023) articulate ambitious commitments to equity and inclusion, these frameworks frequently remain
declarative rather than operational, lacking DB- specific performance indicators, dedicated budgetary provisions, specialised
teacher- training modules, and enforceable accountability mechanisms (MoEST, 2016; Government of Nepal, 2017; Lamichhane,
2015). This disjuncture between legislative intent and institutional capacity perpetuates systemic exclusion and underscores the
limitations of top-down policy transfer in low-resource, culturally heterogeneous contexts (Miles & Singal, 2010; Singal, 2016).

In the absence of robust state-supported structures, parents of children with deaf-blindness emerge as de facto mediators and
advocates, compensating for service delivery deficits by negotiating accommodations, mobilising community resources, and
challenging discriminatory practices within schools (Bhatta, 2021; Lamichhane & Kawakatsu, 2022). Their agency, however,
remains constrained by limited access to information, training, and institutional platforms, highlighting the need to formalise
parental participation through individualised education plans (IEPs), school management committees, and community-based
rehabilitation (CBR) initiatives (WHO, 2011; Sharma & Das, 2023).

Furthermore, the implementation of inclusive education for DB learners is mediated by processes of cultural brokerage,
wherein global disability constructs such as tactile communication protocols, sign-language rights, and child-centered
pedagogies are reinterpreted and adapted to align with indigenous epistemologies and rural livelihood practices (Poudel, 2020;
Singal et al., 2021). Failure to recognise and engage this cultural interface risks generating resistance, superficial compliance, or
the marginalization of local knowledge systems, thereby undermining authentic inclusion (Schuelka, 2018; Bamu et al., 2022).

Taken together, these interconnected dynamics policy—practice disjuncture, parental mediation, and cultural brokerage reveal
the necessity of adopting a multi- level, ecologically informed, and parent-centred approach to inclusive education in Nepal. The
ecological systems framework (Bronfenbrenner, 1979; extended by Schuelka & Johnstone, 2022) thus serves not only as an
analytical lens for understanding interactions across policy, institutional, familial, and individual spheres but also as a normative
roadmap for intervention. It calls for systemic reforms that reposition parents as co-equal partners, valorise indigenous
knowledge, and align policy architectures with contextual realities. By illuminating these critical gaps, the foregoing literature
and policy review provides the theoretical grounding, methodological orientation, and practical rationale for the present study,
while situating it within broader global and South Asian discourses on disability-inclusive education.

» Review of Methodological Literature

The theoretical imperative to de-centre Western disability frameworks and foreground indigenous, contextually embedded
knowledge systems carries profound methodological consequences for researching inclusive education for children with deaf-
blindness (DB) in Nepal. Dominant methodological traditions in global disability and inclusive education research often rooted in
positivist or post-positivist paradigms favour large-scale quantitative designs, standardised instruments, and pre-defined
theoretical categories derived from Euro-American contexts (Singal, 2016; Grech & Goodley, 2021). Such approaches, while
valuable in high-resource settings, risk epistemological violence when applied uncritically in low- and middle-income
countries, where structural constraints, cultural pluralism, and the rarity of deaf- blindness render standardised measurement
problematic and may silence local voices (Miles & Singal, 2010; Schuelka & Johnstone, 2022).

In Nepal, the near-absence of DB-specific baseline data, the heterogeneity of communication modes among learners with
dual sensory impairments, and the centrality of familial and community interpretations of disability further undermine the
applicability of survey-based or experimental designs (Lamichhane & Kawakatsu, 2022; Sharma & Das, 2023). Moreover, the
reliance on pre-structured instruments frequently fails to capture the nuanced, relational, and culturally mediated processes
through which inclusion is negotiated in everyday practice (Poudel, 2020; Devkota et al., 2022). As Subedi (2018) and Bamu et
al. (2022) argue, methodological frameworks that do not actively engage indigenous epistemologies perpetuate the
marginalisation of non-Western ontologies and reinforce the theoretical misfit identified earlier.

Accordingly, this study adopts a qualitative, interpretivist—constructivist methodology grounded in prolonged engagement
with lived experiences and emic perspectives (Guba & Lincoln, 2011; Schwandt, 2000). Methods such as in-depth narrative
interviews, participant observation in home and school settings, life-history approaches, and participatory visual methods (e.g.,
photo-voice and drawing with parents and siblings) are privileged to enable parents and community members to articulate their
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own meanings, strategies, and aspirations in their own terms (Wang & Burris, 1997; Bhatta, 2021). This inductive, flexible design
aligns with decolonial and Southern methodological calls for research that treats participants as knowledge co- producers rather
than data sources (Grech, 2015; Meekosha & Soldatic, 2011; Singal et al., 2021). By foregrounding parental narratives and local
sensemaking practices, the chosen methodology not only operationalises the theoretical commitment to cultural congruence and
relationality but also addresses the ethical imperative of amplifying historically silenced voices in disability research. Thus, the
methodological framework emerges directly from and remains accountable to the contextualised and de-centred theoretical
positioning outlined above, ensuring that the inquiry is both epistemologically coherent and socially just.

The literature review also vyields critical methodological implications. First, it underscores the inadequacy of purely
quantitative or survey-based approaches in capturing the complexities of parental experiences, particularly in the under-researched
domain of deaf-blindness in Nepal. Parents of children with DB often operate in contexts of marginality geographical, linguistic,
economic, and epistemic which require nuanced, empathetic, and culturally responsive research strategies.

In light of this, the study adopts Braun and Clarke’s (2006) thematic analysis approach as its primary analytical framework.
This method is particularly suited to qualitative inquiries that seek to explore patterns of meaning across rich, subjective data sets
such as interviews. Thematic analysis allows for both inductive and deductive coding, providing flexibility in capturing emerging
themes while also mapping them onto pre-identified conceptual categories such as parental roles, communication barriers, and
institutional collaboration. Furthermore, Braun and Clarke's method emphasizes reflexivity and researcher positionality both of
which are essential in disability research, where power dynamics between researchers and participants can be ethically fraught.

Second, the review suggests the methodological necessity of conducting interviews in the Nepali language, with attention to
regional dialects and cultural semantics. Given that parental perspectives on disability are deeply shaped by local belief systems,
spiritual frameworks, and everyday experiences, the use of English or formal Nepali could obscure the richness and authenticity of
these narratives. Conducting interviews in participants’ first language enables the researcher to elicit deeper emotional and
experiential nuances, thus enhancing the validity and cultural fidelity of the data.

» Review of Practical Literature

The literature review further illuminates a series of pressing practical implications that extend beyond theoretical and
methodological considerations and directly inform the applied orientation of the present study. Foremost among these is the
critical shortfall in specialised teacher preparation for learners with deaf-blindness (DB) within Nepal’s education system.
Existing pre-service and in-service training programmes remain predominantly generic or oriented toward high-incidence
disabilities, with little or no dedicated content addressing the unique communicative, sensory, and pedagogical demands of dual
sensory impairment (MoEST, 2016; Sharma & Das, 2023; Lamichhane & Kawakatsu, 2022). This lacuna perpetuates instructional
practices that are, at best, inadvertently exclusionary and, at worst, wholly ineffective for DB learners. Accordingly, a core
practical objective of this research is to generate evidence-based, contextually feasible recommendations for the design and
institutionalisation of DB-specific training modules encompassing tactile and haptic communication systems, orientation and
mobility techniques, multi-sensory instructional strategies, and the adaptation of learning materials that can be
systematically embedded within national teacher education curricula and continuing professional development frameworks.

Equally significant is the imperative to restructure parent—school-community partnerships in resource-constrained
environments. The reviewed scholarship consistently demonstrates that parents of children with deaf-blindness effectively
function as primary educators, cultural interpreters, and advocates, yet their expertise remains marginalised and unsupported by
formal institutional mechanisms (Bhatta, 2021; Poudel, 2020; Devkota et al., 2022). In response, the present study seeks to
articulate and pilot a culturally congruent, scalable model of collaborative practice that formalises parental involvement through
locally adapted Individualised Education Plans (IEPs), strengthened school management committees, and revitalised
community-based rehabilitation (CBR) networks. Such a model prioritises co-design with families, leverages existing community
resources, and explicitly recognises parents as legitimate partners in educational decision-making.

The research aims to propose low-cost, high-impact practical innovations including mobile resource units, peer-
support networks for families, context-sensitive assistive tools constructed from locally available materials, and culturally adapted
planning templates that can be operationalised even in remote and under-resourced schools. By grounding these interventions in
the lived realities and indigenous practices documented in this review, the study aspires to contribute actionable strategies that
bridge the persistent policy-practice divide and advance authentic, sustainable inclusion for children with deaf-blindness across
Nepal.

» Conceptual Framework
o A Multi-Systemic Model of Inclusive Education for Children with Deaf- Blindness
Inclusive education for children with deaf-blindness (DB) in Nepal can be effectively understood through an ecological-

systems-based conceptual framework. This framework integrates national-level policy directives, institutional implementation
dynamics, interpersonal relationships between parents and schools, and the lived experiences of children at the center. Building on
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Bronfenbrenner’s Ecological Systems Theory (1979), this model outlines four nested systems: the macrosystem (national
policies), the exosystem (school-level implementation), the mesosystem (parent-school partnerships), and the microsystem (child-
level outcomes). Each system interacts dynamically, shaping the quality, equity, and sustainability of inclusive education for DB
learners.

e Macrosystem: National Policy Frameworks

At the macrosystem level, the Rights of Persons with Disabilities Act (RPWD Act, 2017) and the School Sector
Development Plan (SSDP, 2022-2030) constitute Nepal’s primary legislative and policy instruments promoting inclusive
education. These frameworks underscore the state's commitment to equitable, accessible, and quality education for all learners,
explicitly recognizing the rights of persons with complex disabilities, including deaf-blindness.

The RPWD Act (2017) mandates that children with disabilities must be educated in an inclusive environment, placing the
burden on the state to ensure non- discriminatory access, reasonable accommodations, and provision of assistive technologies. The
SSDP further reiterates these obligations by articulating strategic objectives such as equitable access and quality learning
outcomes. However, while these policies are progressive in their rhetoric, they suffer from significant implementation deficits.
The SSDP, for example, fails to identify or allocate targeted interventions for DB learners such as tactile learning materials,
specialized teacher training, or structured IEP processes tailored to dual sensory impairments.

Furthermore, these national policies tend to adopt a medical or deficit model of disability, emphasizing diagnosis and
categorization over systemic transformation. Although Nepal has ratified the UNCRPD and adopted the SDGs, the policy
architecture remains generic, with little attention to the unique linguistic, cultural, and communicative needs of the DB population.
This reveals a critical policy-practice divide wherein well-intentioned legislation is undermined by the absence of specificity,
enforcement mechanisms, and contextual localization.

o Exosystem: School-Level Implementation

The exosystem encompasses the institutional mechanisms schools, resource centers, district education offices through which
national policies are translated into practice. In Nepal, the delivery of inclusive education remains highly uneven, particularly for
children with DB. Teacher preparedness is among the most glaring challenges. A recent global report by the World Health
Organization (2021) found that over 80% of teachers in low-income countries have received no training in strategies specific to
deaf-blind education. This trend is echoed in Nepal, where teacher education programs rarely cover tactile communication
methods, assistive technologies, or Braille literacy for DB learners.

Resource scarcity further complicates implementation. Many public schools, especially in rural districts such as
Makawanpur, lack basic infrastructure for accessibility, including ramps, auditory beacons, or sensory materials.
Moreover, schools are often unaware of the educational implications of dual sensory impairments and therefore fail to adapt
teaching materials or assessment systems. The reliance on NGOs, such as the Nepal Deaf-Blind Association, to fill systemic gaps
is symptomatic of an under-resourced public system. These non-governmental actors offer parent training, counseling, and limited
educational materials, but their reach remains geographically and financially constrained.

The exosystem is also shaped by institutional culture and accountability. Inclusive education often becomes a rhetorical
commitment rather than a structural priority. For example, monitoring and evaluation frameworks under the SSDP do not include
DB-specific indicators, making it difficult to measure progress or ensure accountability.

e Mesosystem: Parent-School Partnership

The mesosystem reflects the interconnections between home and school, where the effectiveness of inclusive education is
often most visible. In the context of DB education in Nepal, parents frequently serve as cultural brokers, resource navigators, and
informal educators. Their role in co-developing and implementing Individualized Education Plans (IEPs) is pivotal, yet largely
unsupported. Parents of DB children in Nepal face multiple barriers. First, there is a widespread lack of information about deaf-
blindness. Many parents, particularly those in rural or indigenous communities, are unaware of their legal rights under the RPWD
Act or the accommodations available through the education system. Second, communication barriers are significant. Without
trained interpreters or tactile sign language experts, many schools cannot communicate effectively with either DB children or their
families. This undermines parent-teacher collaboration and restricts parental participation in the educational process.

The role of parental mediation becomes critical in addressing the resource and implementation gaps. In many cases, parents
serve as untrained co-teachers, providing daily support in communication, mobility, and learning activities. This emotional and
logistical labor places immense strain on families, yet remains unacknowledged by schools and policymakers. Moreover,
sociocultural stigmas particularly around disability, gender, and poverty compound these challenges, limiting parental
engagement and perpetuating educational exclusion.
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e Microsystem: Student-Level Outcomes

At the core of this framework lies the microsystem the immediate environment of the DB child. This includes interactions
with teachers, peers, family members, and educational materials. The effectiveness of inclusive education ultimately hinges on the
quality of these interactions, which shape academic progress, social inclusion, and emotional development. In Nepal, DB children
often experience fragmented or inconsistent learning environments. Academic outcomes are frequently compromised by the lack
of tactile learning materials, untrained teachers, and inaccessible curricula. Social integration is similarly limited, with DB
children often isolated from peer interactions due to communication barriers. Emotional wellbeing is deeply affected by
exclusionary practices, low expectations, and the psychological toll of navigating inaccessible systems. Despite these challenges,
the presence of supportive microsystems such as a trained teacher, an informed parent, or a responsive peer can significantly
improve outcomes. Studies have shown that individualized and culturally relevant pedagogies can enhance both learning and

inclusion for DB learners. The role of parents as emotional anchors, advocates, and educators becomes particularly vital at this
level.
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CHAPTER THREE
RESEARCH METHODOLOGY

» Research Design

This study adopts a qualitative phenomenological research design to investigate the lived experiences of parents raising
children with deaf-blindness (DB) in Nepal, with particular emphasis on their engagement with inclusive education.
Anchored in the philosophical foundations of phenomenology (Creswell, 2014; van Manen, 1990; Moustakas, 1994), the study
prioritizes the subjective interpretations and emotional dimensions that parents attach to their experiences, rather than pursuing
generalizable conclusions.

Data collection is conducted through in-depth, semi-structured interviews in Nepali or relevant local dialects, enabling the
elicitation of detailed, culturally embedded narratives concerning the educational, social, and emotional challenges associated
with parenting a child with dual sensory impairments. Thematic analysis (Braun & Clarke, 2006) is employed as the analytical
framework to identify recurrent patterns, including parental agency, structural and attitudinal barriers, resilience strategies, and
culturally situated understandings of disability.

The selection of this design is particularly salient in the Nepalese context, where the voices of parents of children with deaf-
blindness remain largely marginalized within academic inquiry and policy discourse, despite progressive legislative frameworks
promoting inclusive education. Furthermore, the study incorporates key principles of Community-Based Participatory Research
(CBPR), thereby framing parents not merely as research participants, but as active collaborators in the co-construction of
knowledge. Ethical integrity is maintained through accessible informed consent procedures, strict adherence to confidentiality
and anonymity protocols, and sensitivity to participants’ emotional well-being throughout the research process.

» Population and Sampling Procedure

Purposive criterion sampling is employed to identify participants capable of providing in-depth, experientially grounded data
on the challenges and strategies associated with educating children with deaf-blindness in inclusive settings (Patton, 2015).
Inclusion is limited to primary caregivers defined as parents or legal guardians of children aged 5-18 years who have received a
clinical diagnosis of deaf-blindness and reside in Nepal. Participants must further demonstrate sustained engagement with
inclusive education systems, whether through enrollment in mainstream schools, resource class support, or advocacy for
accommodations.

Deaf-blindness is conceptualized according to established international standards (Sense International, 2020), encompassing
concurrent hearing and vision impairments of sufficient severity to obstruct conventional access to auditory and visual
instructional modalities, irrespective of residual sensory capacities. Recruitment is operationalized through multisectoral
partnerships with disability-focused organizations, including Deafblind Nepal, the Nepal Association of the Blind, and Ministry
of Education-designated inclusive education resource centers. These collaborations are confined to urban conurbations
(Kathmandu Valley and Makwanpur District only).

Initial outreach is mediated by vetted community intermediaries special educators, rehabilitation workers, and parent support
group facilitators who adhere to culturally sanctioned protocols of relational reciprocity. To circumvent constraints arising from
low prevalence and social concealment (national estimates <1,000 individuals; Nepal Disability Survey, 2015), snowball
referral chains are systematically deployed, facilitating sequential expansion of the participant pool via intra-community trust
networks. A target sample of 5-6 parents of children with deaf-blindness is pursued, aligned with phenomenological benchmarks
for thematic saturation (Guest et al., 2006; Creswell & Poth, 2018). Data collection and preliminary analysis proceed concurrently,
with recruitment ceased upon confirmatory evidence that additional interviews yield no emergent thematic content. Stratification
ensures representational balance across geographic, ethnic, socioeconomic, and educational placement variables, thereby
mitigating homogeneity bias and enhancing transferability of findings within the Nepali context. Community-Based
Participatory Research principles (Israel et al., 1998) are instantiated through a caregiver advisory consortium (n = 3-5)
convened during protocol finalization.

This body exercises co-ownership over recruitment instrumentation, linguistic adaptation (Nepali, Maithili, Newari scripts;
large-print, Braille, audio, and tactile sign variants), and ethical calibration of consent processes. Prospective participants receive
modality-congruent study explications followed by documented informed consent, administered orally, in writing, or via certified
tactile interpreters. Exclusion criteria encompass caregivers exhibiting communicative incapacities secondary to cognitive
impairment or those whose children deviate from stipulated age or diagnostic thresholds. Procedural rigor is maintained through
source triangulation, voluntary enrollment, and continual researcher reflexivity, collectively attenuating selection distortions
prevalent in marginalized cohorts. Ethical oversight is secured via Nepal Health Research Council registration and institutional
review board approval, with unconditional withdrawal provisions institutionalized throughout the research trajectory.

IJISRT26FEB482 Www.ijisrt.com 2183


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026 International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165 https://doi.org/10.38124/ijisrt/26feb482

This study adopts a strategically defined population and sampling framework to explore the lived experiences of parents
raising deaf-blind (DB) children in inclusive education settings in Nepal. The target population consists of parents or primary
caregivers of children diagnosed with medically confirmed deaf-blindness, specifically those enrolled in inclusive schools within
Kathmandu Valley and Makawanpur district. This population is chosen due to its potential to provide rich, contextually embedded
insights into the challenges and practices related to educating children with dual sensory impairments in both urban and semi-rural
contexts. The children must fall within the age range of 6 to 18 years, ensuring that the study captures experiences across all key
stages of formal schooling, from early grades to secondary education.

To recruit participants, the study employs a purposive sampling strategy, selecting individuals with firsthand, in-depth
knowledge of the phenomenon under investigation. Due to the small, often undocumented population of DB children in Nepal,
this is supplemented by snowball sampling, whereby initial participants refer other eligible caregivers within their networks. This
dual strategy is effective for accessing a marginalized group and building trust through community-based connections. The study
aims to include a sample of 4 to 6 participants, which is appropriate for phenomenological research, allowing for depth and detail
in narrative accounts rather than statistical generalizability.

The inclusion criteria are carefully defined: (1) participants must be the primary caregiver of a child with medically certified
deaf-blindness, (2) the child must have attended an inclusive school for a minimum of one full academic year, and (3) the parent or
caregiver must provide informed consent and be willing to participate in interviews conducted in either Nepali or English. These
criteria ensure alignment with the study’s research objectives and the reliability of experiential data. In recognition of the
sensitivity of the topic, ethical considerations in sampling are central to the research process. Participants are approached through
trusted gatekeepers, such as school principals and disability organizations, to enhance transparency and informed choice.
Comprehensive information regarding confidentiality, voluntary participation, and the right to withdraw at any time is shared with
each participant. To safeguard emotional well-being, interviews are conducted in safe and private environments, and participants
are provided with referrals to counseling or advocacy organizations if needed.

To effectively address the research questions and sub-questions, the study ensures anticipated sample diversity across
multiple demographic and experiential dimensions. This includes variability in the child’s disability characteristics, such as
severity and onset of deaf-blindness (congenital or acquired), which influences parental perceptions of teaching strategies (RQ
3.1), use of support services (RQ 3.2), and barriers to inclusion (RQ 2.1).

The sample also reflects variation in parental educational background and advocacy experience, which is crucial for
understanding differential levels of engagement in educational planning (RQ 4.2, RQ 4.3) and collaboration with teachers (RQ
4.1). Further, the study integrates cultural and linguistic diversity, recognizing that beliefs about disability, communication styles,
and social expectations vary widely across Nepal's multiethnic and multilingual population. Inclusion of caregivers from different
caste, ethnic, and language groups supports a more comprehensive understanding of how cultural values
shape perceptions of inclusive education (RQ 1.3, RQ 2.2, RQ 4.1). Finally, variation in school type (public, private, NGO-
supported) and geographic location (urban vs. semi-rural) enhances the ecological validity of findings, offering comparative
insights into how contextual resources affect access, participation, and satisfaction with inclusive education (RQ 1.1, RQ 1.2, RQ
2.2,RQ 4.2).

e Summary Table: Anticipated Sample Diversity Aligned with Research Questions

Table 1 Anticipated Sample Diversity Aligned with Research Questions

Diversity Dimension Relevant Research Questions/Sub- Justification for Inclusion
Questions
Socioeconomic Status RQ 2.2, RQ 3.2, RQ To explore economic barriers in access to inclusive education,
4.2 assistive devices, and collaboration with school systems.
Geographic RQ 1.1, RQ 1.2, RQ Urban and semi-rural contexts vary in service access,
Location (Urban— Rural) 2.1, RQ 2.2, RQ 4.1, infrastructure, and institutional capacity for inclusion.
RQ 4.3
Type of Inclusive School RQ 1.3, RQ 3.1, RQ School governance influences teacher
3.2,RQ4.1,RQ 43 preparedness, curriculum flexibility, and availability of
inclusive support systems.
Child’s Disability Profile RQ 1.1, RQ 3.1, RQ Variability in deaf-blindness severity affects learning support,
3.2,RQ 21 teaching methods, and parental expectations.
Parental Education & RQ 2.2, RQ 3.2, RQ Informs ability to engage with schools, understand rights, and
Advocacy Level 4.2, RQ 4.3 participate in decision-making processes.
Cultural & Linguistic RQ 1.3, RQ 2.2, RQ Cultural perceptions of disability shape beliefs about inclusion,
Background 41 social acceptance, and communication with educators.
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» Source of Data

Data are collected through in-depth, semi-structured interviews conducted in participants’ preferred languages or
communication modalities, ensuring cultural and sensory accessibility (Creswell & Poth, 2018). Interviews are designed to elicit
thick descriptions of parents lived experiences, focusing on their perceptions of inclusive education, barriers encountered, coping
mechanisms, and aspirations for their children with deaf-blindness. An interview guide, co-developed with the caregiver advisory
consortium, comprises open-ended prompts organized around key domains: (a) diagnostic and educational trajectories, (b)
interactions with school systems and teachers, (c) family and community dynamics, and (d) visions for equitable inclusion.
Probes are flexibly employed to pursue emergent themes while maintaining phenomenological fidelity to participants’ subjective
meanings (van Manen, 1990).

Each interview, lasting 60-90 minutes, is conducted in private, familiar settings (e.g., participants’ homes or community
centers in Kathmandu Valley or Makwanpur District) to foster trust and emotional safety. Interviews are audio-recorded with
explicit consent; for participants preferring non-auditory modalities, tactile sign language interpreters or real-time note-takers are
engaged, with records anonymized immediately post-session. To accommodate sensory needs, communication supports include
Nepali Sign Language, tactile signing, large-print transcripts, or Braille summaries as required. Where literacy or sensory
limitations preclude written interaction, verbal explanations are repeated and clarified until comprehension is confirmed.

Field notes are maintained concurrently to capture non-verbal cues, emotional tone, and contextual nuances inaccessible via
recordings alone. A second, shorter follow-up interview (30-45 minutes) is scheduled 2—4 weeks later with each participant to
member-check preliminary interpretations, refine emerging themes, and explore unresolved ambiguities a reflexive strategy
enhancing credibility and resonance (Lincoln & Guba, 1985). All data are stored on encrypted devices, with access restricted to
the research team.

Community-Based Participatory Research (CBPR) principles guide the process: parents review the interview guide for
relevance and sensitivity, pilot-test questions, and provide ongoing feedback on procedural inclusivity. Ethical safeguards include
distress protocols immediate pause and referral to local counseling if emotional overwhelm occurs and iterative consent
verification at each contact point. Data collection proceeds until thematic saturation is achieved within the sample of 5-6 parents,
with saturation rigorously assessed through constant comparison of transcripts and debriefing sessions among researchers and the
advisory consortium (Guest et al., 2006). This multi-layered, participant-centered approach ensures that the voices of parents of
children with deaf-blindness historically silenced in Nepali educational discourse are authentically and ethically foregrounded.

» Data Collection Tools

In alignment with the qualitative phenomenological design of this study, a set of semi-structured and open-ended research
tools were developed to capture the lived experiences, perceptions, and insights of parents of children with deaf-blindness (DB)
in inclusive educational settings in Nepal. The tools were designed to enable rich, in- depth, and contextually grounded narratives
that reflect the multifaceted challenges, strategies, and emotional experiences of parents navigating a resource-constrained and
culturally complex education system.

» Semi-Structured Interview Guide

The primary research tool employed in this study was a semi-structured interview guide. This format allowed
the researcher to explore predefined themes related to the study objectives such as parental perceptions of inclusive
education, systemic barriers, effective teaching strategies, and collaboration with educators while also enabling flexibility to
follow emergent topics raised by participants. The interview guide was developed in English and translated into Nepali to
ensure linguistic and cultural relevance. Where appropriate, local dialects were used to enhance participant comfort and
understanding. The questions were open-ended to encourage detailed responses and facilitate a conversational tone. Examples
of key questions included: How would you describe your child’s academic experience in the inclusive school?

What support do you believe your child needs that is currently missing? How do you communicate with your child’s
teachers, and how often?

These questions were framed to elicit not only factual information but also emotional and reflective insights, consistent with
phenomenological research principles.

» Demographic Information Form

A demographic form was used to gather relevant background data about the participants and their children. The form
included variables such as age, gender, educational attainment, occupation, place of residence (urban/rural), type of school
attended by the child, nature of the disability, and assistive technologies used. This information supported the contextual
interpretation of parental narratives and facilitated sample diversity analysis across socioeconomic, geographic, and cultural lines.

IJISRT26FEB482 Www.ijisrt.com 2185


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026 International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165 https://doi.org/10.38124/ijisrt/26feb482

» Consent and Observation Permission Forms

A participant consent form was designed in accordance with ethical research guidelines, clearly outlining the purpose of the
study, the voluntary nature of participation, confidentiality measures, and the participants' rights to withdraw at any point. An
optional section was included to request permission for non-intrusive classroom observation of the DB child, which could serve as
supplementary contextual data where feasible and appropriate.

» Pilot Testing

Prior to the formal data collection, the interview guide and demographic form were pilot tested with one parent of a DB child
not included in the main study sample. This allowed for refinement of the questions for clarity, cultural appropriateness, and
emotional sensitivity. Overall, the triangulation of these research tools ensured methodological rigor, enhanced the reliability and
richness of the data, and upheld the ethical standards required when working with marginalized and sensitive populations.

» Data Collection Procedure

The data collection process for this study was guided by the principles of qualitative phenomenological research,
emphasizing depth, empathy, and ethical sensitivity. Given the limited population of parents of deaf-blind (DB) children in
Nepal, a purposive and snowball sampling approach was employed to identify participants who met the inclusion criteria. Data
collection occurred over a two-month period from [insert time frame, e.g., April to May 2025], in both urban settings within the
Kathmandu Valley and rural areas of Makawanpur district.

» Participant Recruitment

Initial contact with participants was facilitated through trusted intermediaries, including special education teachers, disability
rights organizations such as the National Federation of the Disabled Nepal (NFDN), and inclusive school coordinators. These
intermediaries helped identify potential participants who were the primary caregivers of children with medically verified deaf-
blindness, enrolled in inclusive education settings for at least one academic year. Snowball sampling was then used, wherein
recruited participants referred other eligible parents within their networks, fostering trust and access to a typically hard-to-reach
population.

» Pre-Interview Orientation and Consent

Before conducting interviews, participants were provided with a detailed explanation of the study’s objectives, their rights as
participants, and the voluntary nature of their involvement. The researcher ensured that the informed consent form was read and
explained in Nepali or local dialects, as needed, to address varying literacy levels. Written or verbal consent was obtained from all
participants, including optional permission for audio recording and classroom observation. Consent was reaffirmed at the
beginning of each interview to ensure continued willingness to participate.

» Interview Process

In-depth, semi-structured interviews formed the core of the data collection process. Interviews were conducted in
participants' homes, community centers, or schools depending on the participant’s comfort and convenience. Interviews typically
lasted between 45 and 60 minutes. Open-ended questions allowed participants to describe their experiences in their own
words while ensuring alignment with the research questions. Interviews were conducted in Nepali or the local dialect preferred
by the participant to ensure clarity and cultural resonance.

Where permission was granted, interviews were audio recorded to preserve the accuracy of participants’ narratives. In cases
where participants preferred not to be recorded, detailed field notes were taken by the researcher. These notes included not only
verbatim responses but also contextual information such as tone, emotion, and environmental factors.

» Supplementary Observations and Demographic Data

Where participants consented, brief classroom observations of the DB child were conducted to gain contextual
understanding of inclusive practices and the child's educational environment. Observations focused on teacher-student interaction,
use of assistive tools, and peer engagement. Additionally, each participant completed a demographic form to provide background
information that could enrich interpretation of their perspectives.

» Data Management and Security

All collected data-audio recordings, transcripts, observation notes, and demographic forms-were securely stored in
password-protected digital folders. Hard copies of consent forms and field notes were kept in a locked file accessible only to the
researcher. Participants’ identities were anonymized during transcription and in all subsequent reports using pseudonyms or codes.

» Data Analysis Procedures

The goal of this study is to understand how Nepali parents perceive the effectiveness of inclusive education for their
children with deaf-blindness (DB), the barriers they face, and the strategies they consider essential for meaningful inclusion.
In keeping with the study’s phenomenological design, the analysis focused on capturing the depth, richness, and meaning of
participants lived experiences, rather than producing generalizable findings. The central objective of the data analysis process
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was to identify key themes and patterns that emerged from the participants’ narratives and to interpret them in light of the
broader socio-educational context of Nepal. To ensure analytical rigor and authenticity, this study employed thematic analysis
following the six-phase framework proposed by Braun and Clarke (2006). Thematic analysis is a flexible, accessible, and
theoretically grounded method that is especially well-suited to phenomenological research, as it enables researchers to identify,
analyze, and report patterns of meaning across qualitative datasets. This approach also allows the researcher to maintain a
balance between inductive coding emerging directly from participant voices and deductive coding guided by the study’s research
questions and conceptual framework.

» Phase 1: Familiarization with the Data

The first step involved the transcription and familiarization process. All interviews were transcribed verbatim, either from
audio recordings (where permitted) or from detailed field notes. Transcripts were reviewed repeatedly by the researcher to
become deeply immersed in the data and to begin noticing potential patterns or recurrent issues. Transcripts in Nepali were kept
in their original language to retain cultural nuance during initial analysis, and only later translated into English for reporting
purposes. Field notes and observational data were also reviewed and organized alongside the transcripts to contextualize the
interview responses.

During this phase, the researcher also documented initial reflections, memos, and potential analytical insights, which later
informed the coding process. This stage was particularly important in a phenomenological study, as it helped the researcher to
enter the data empathetically and remain attentive to participants’ subjective meanings.

» Phase 2: Generating Initial Codes

The second phase involved systematically coding the entire dataset. Each transcript was read line-by-line, and initial codes
were generated based on significant statements, expressions of emotion, descriptions of experiences, or observations of barriers
and supports. Codes were short phrases that captured the essence of a particular idea (e.g., "lack of teacher communication,"
"feeling excluded from school decisions," "'stigma in the community," "hope through intervention™). Both inductive and deductive
coding strategies were applied. Inductively, codes emerged directly from the participants’ language and experiences, ensuring that
the analysis stayed grounded in their realities. Deductively, some codes were informed by the research questions and theoretical
lenses, such as inclusive education policy, disability stigma, parental engagement, and educational equity. Codes were managed
and organized using digital tools such as Microsoft Excel for better cross-comparison and data visualization.

» Phase 3: Searching for Themes

The third phase involved identifying broader themes that captured groups of related codes. A theme represented a
meaningful pattern in the data relevant to the research questions. Themes were reviewed for internal consistency, distinctiveness,
and relevance to the theoretical framework. At this stage, the researcher moved beyond the surface content of the interviews to
examine underlying meanings, contradictions, and socio-cultural implications of the data.

The preliminary analysis identified several interconnected themes emerging from the experiences of families with deaf-blind
children in educational contexts. Central among these was the stark contrast between parental hope and the pervasive institutional
neglect encountered within schooling systems. Closely related was the systemic invisibility of deaf-blind students, whereby their
specific needs and presence remained largely unrecognized within mainstream educational frameworks. Families frequently
reported significant barriers to effective communication with educators, which compounded feelings of marginalization and
misunderstanding.

Additional themes encompassed the stigma surrounding deaf-blindness and the associated cultural silence that often
prevented open discussion or proactive intervention. In many cases, mothers emerged as silent advocates, persistently navigating
bureaucratic and interpersonal challenges on behalf of their children with limited external support. The inaccessibility of
appropriate assistive resources further exacerbated these difficulties, while the importance of teacher sensitivity and specialized
training was repeatedly underscored as a critical yet frequently absent factor in improving educational outcomes.Finally, the
pursuit of inclusive education was commonly described as a prolonged journey characterized by trial and error, marked by
repeated adjustments, setbacks, and incremental progress rather than structured, assured advancement. Collectively, these themes
captured both the emotional dimensions of the families’ experiences—including frustration, isolation, and persistent hope—and
the structural critiques they raised, particularly concerning inadequate institutional support and the ineffective implementation of
inclusive education policies.

» Phase 4: Reviewing Themes

In the fourth phase, the candidate reviewed and refined the themes for coherence and depth. This involved checking if the
coded data within each theme formed a meaningful pattern and whether the themes worked together to tell a coherent story about
the data in relation to the research questions. Some themes were merged, split, or renamed to better reflect the data. For example,
an early theme titled Systemic Barriers was later broken into two themes: Policy-Practice Gaps and Resource Constraints, to better
reflect the distinct issues raised by parents.

IJISRT26FEB482 Www.ijisrt.com 2187


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026 International Journal of Innovative Science and Research Technology
ISSN No:-2456-2165 https://doi.org/10.38124/ijisrt/26feb482

During this stage, the researcher also reviewed the data across participants to assess diversity and variation, ensuring that the
analysis accounted for differing experiences based on location (urban vs. rural), parental education levels, and child- specific
disability profiles.

» Phase 5: Defining and Naming Themes

The next phase involved refining the themes further and writing detailed descriptions for each. Each theme was defined not
only by the data it encompassed but also by its interpretive significance. The themes were given concise and evocative names that
captured both emotional and analytical meaning.

e For example: Hoping Against the Odds captured how parents-maintained optimism despite systemic failures. The Quiet Wall
referred to the communication breakdown between schools and parents. Invisible Needs, Unheard Voices reflected both the
neglect of DB-specific supports and the exclusion of parental perspectives from policy discourse.

These themes formed the core analytical framework of the study and were directly aligned with the four research questions,
allowing for structured discussion and interpretation in the subsequent chapter.

» Phase 6: Writing the Report and Interpretation

Finally, the themes were integrated into a narrative analysis, where findings were interpreted in light of the research
questions, theoretical framework (socio- ecological model), and relevant literature. Parental voices were foregrounded through
direct quotations, presented in their original language (translated to English) to preserve authenticity.

o Interpretation Focused on:

How parents made meaning of their experiences. What structural or cultural forces shaped those experiences. How these
insights could inform inclusive education policy and practice in Nepal. Particular attention was paid to intersections between
disability, gender, geography, and poverty-illustrating, for example, how rural mothers often bore the dual burden of
caregiving and educational navigation without institutional support.

This investigation rigorously upholds ethical principles consonant with the Declaration of Helsinki (World Medical
Association, 2013) and the Nepal Health Research Council (NHRC) National Ethical Guidelines for Health Research (2022),
prioritizing the autonomy, dignity, and welfare of participants a profoundly vulnerable cohort comprising parents of children with
deaf-blindness. Formal ethical clearance is procured from the NHRC Ethical Review Board and the principal investigator’s
affiliated institutional review board antecedent to any empirical engagement.

Informed Consent is elicited via an iterative, multimodal procedure meticulously adapted to participants’ sensory and
linguistic repertoires. Documentation is rendered in fully accessible modalities large-print Nepali, Braille, digital audio, or tactile
sign language interpretation with oral explication, iterative clarification, and verification of comprehension. Consent is reaffirmed
at each interaction, accommodating potential fluctuations in emotional or cognitive readiness. Where communicative constraints
necessitate, trusted proxies may augment explanation, yet direct participant assent remains paramount. Participants are
unequivocally apprised of their prerogative to abstain or withdraw without repercussion.

» Confidentiality and Anonymity

Identifiable data are anonymized instantaneously upon acquisition through alphanumeric pseudonyms. Audio files, verbatim
transcripts, and observational notes are encrypted and sequestered on secure servers with access circumscribed to the principal
investigator and designated co-researchers. Hard-copy materials are archived in locked repositories. All disseminated outputs
employ pseudonyms and contextual redaction to preclude traceability. Data retention conforms to NHRC stipulations (five years
post-publication), followed by irreversible destruction.

» Voluntariness and Coercion Mitigation

Acknowledging entrenched socioeconomic asymmetries and service dependencies, recruitment pathways explicitly exclude
intermediaries vested with authority over participants’ educational or rehabilitative provisions. The caregiver advisory consortium
rigorously vets informational artifacts to excise coercive undertones and engender equitable dialogue.

» Harm Minimization and Psychosocial Safeguards

The inquiry’s emotive salience encompassing stigma, institutional exclusion, and familial adversity mandates preemptive
distress protocols. Interviews are suspended forthwith upon manifestations of psychological disequilibrium, with provision for
respite, hydration, or cessation. Pre-identified referral conduits to localized mental health resources (e.g., Centre for Mental
Health and Counselling— Nepal, Transcultural Psychosocial Organization Nepal) are operationalized across Kathmandu Valley
and Makwanpur District. The interviewer, credentialed in trauma- informed qualitative praxis, deploys nonjudgmental validation
and attuned responsiveness.
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» Reciprocity and Knowledge Translation

Consonant with Community-Based Participatory Research imperatives (Israel et al., 1998), findings are restituted to
participants and stakeholder entities via sensorially inclusive syntheses executive summaries in Nepali large-print/Braille, audio
capsules, and participatory dissemination symposia. A co-constructed policy brief, ratified by the caregiver consortium, is
channeled to the Ministry of Education, Science and Technology and cognate disability advocacy apparatuses to catalyze
evidence- informed inclusive reforms. Nominal reimbursement for transit and sustenance is tendered, calibrated to preclude
inducement.

» Researcher Reflexivity and Positionality

A longitudinal reflexive ledger chronicles investigator presuppositions, affective resonances, and power differentials
emergent in situ. Structured debriefings with a seasoned qualitative supervisorial and the advisory consortium fortify interpretive
fidelity and circumscribe representational overreach.
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CHAPTER FOUR
RESULT AND DISCUSSION

» Parental Perceptions of the Effectiveness of Inclusive Settings

The findings indicate that parents generally perceive inclusive education settings as moderately effective for teaching their
children with deaf-blindness (DB), particularly when individualized instructional strategies and assistive supports are available.
Parents reported that they frequently assess their children’s academic progress through ongoing communication with teachers,
review of assessment reports, and direct observation of functional skill development at home. Social development was evaluated
through children’s participation in peer interactions, group activities, and communication attempts using tactile and non-verbal
methods. Parental perceptions of effectiveness were strongly influenced by teacher competency, availability of specialized
learning materials (such as Braille and tactile tools), and the extent of social acceptance their children experienced within the
classroom environment. Observable improvements in independence, engagement, and social participation were considered key
indicators of successful inclusion.

» Understanding and Assessing Academic Achievement

Parents articulated a nuanced understanding of their children’s academic achievement within inclusive education
environments. Most parents reported that they assess progress through a combination of teacher feedback, formal evaluation
reports, and direct observation of functional skills at home and in daily contexts. One parent shared:

To understand my deafblind daughter's educational achievements, | maintain regular contact with her teacher and observe
at home how she is progressing through play or touch-based learning. To assess her learning, | rely on specialized educational
materials, hands-on activities, and her social participation

This illustrates the active role parents assume in monitoring progress beyond academic scores, focusing on practical
application of skills and independence in real- life situations. Another parent emphasized individualized monitoring and
collaboration with educators:

I understand and assess the academic achievements of my deaf-blind children in inclusive classrooms through teacher
feedback, evaluation reports, and direct observation of their functional skills. | evaluate their accomplishments based on their
ability to apply learned concepts in daily life.

Such perspectives reflect a functional orientation toward learning, where academic success is linked to meaningful
participation in daily activities, rather than conventional test-based achievement. The parental reliance on Individualized
Education Plans (IEPs) also emerged as a recurring theme. Several parents mentioned that regular reviews of IEP goals, combined
with communication logs from teachers, serve as important tools to track academic progress. One participant noted:

Parents of deaf-blind children can understand and assess their child’s academic achievements by working closely with
educators to create and review a personalized learning plan that includes specific, measurable goals tailored to their child’s
unique communication and learning needs.

This statement underscores the importance of personalized goal-setting and educator-parent partnerships in defining and
evaluating academic success for DB learners. These findings reveal that parents conceptualize academic achievement for DB
children not as standardized grade performance but as a holistic combination of cognitive, functional, and social skills
development. Their reliance on teacher feedback and observational assessments indicates both a strength and a vulnerability while
collaboration enables shared responsibility, the lack of standardized yet adaptable evaluation frameworks for DB learners in
inclusive classrooms could lead to inconsistencies in progress monitoring.

» Evaluating Social Development and Peer Interaction

Parents consistently emphasized that social integration is a critical indicator of inclusive education’s effectiveness. They
reported using observation of peer interactions, participation in group activities, and feedback from teachers to assess social
development. For instance, one mother explained:

To assess my daughter's social development, | observe her touch-based, gesture-based, and collaborative interactions with
her peers, and periodically discuss with her teacher about her participation in group activities. Additionally, | measure the
progress of her social skills by paying close attention to how she expresses her emotions and needs in both home and school
environments.

This demonstrates a strong focus on non-verbal communication cues, which are essential for DB learners. Similarly,
another parent explained:
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| evaluate the social development and peer interactions of my children by observing their engagement in group activities,
collaborative tasks, and communication attempts. | also use feedback from teachers and peers to assess the quality of
relationships and inclusion in social networks.

Such approaches indicate that parents value reciprocal relationships over mere presence in the classroom, recognizing
inclusion as an active and interactive process rather than a passive one. Some parents also highlighted challenges in interpreting
social cues due to the nature of dual sensory impairments, which complicates peer bonding and collaborative learning. As one
parent observed:

Parents of deaf-blind children evaluate social development and peer interactions by closely observing their child’s
engagement and communication within inclusive settings, often collaborating with educators and specialists to interpret social
cues and behaviors unique to combined sensory impairments.

This reflects the specialized nature of social-emotional assessment for DB children, requiring collaboration between parents
and professionals.

The findings suggest that social inclusion remains a primary benchmark for parental satisfaction with inclusive education.
While parents strive to support social development through home reinforcement and collaboration with educators, systemic gaps
in peer awareness and teacher training continue to limit opportunities for authentic social engagement in inclusive classrooms.

» Key Factors Influencing Perceptions of Effectiveness

Parents identified multiple interrelated factors shaping their evaluation of inclusive education. These include teacher
competency, availability of assistive technologies, quality of individualized support services, and social acceptance within the
classroom environment. One parent summarized this perspective:

The effectiveness of inclusive education is understood through the increase in independence of such children, their
enthusiasm for learning, and social inclusion. The main factors influencing this include the availability of specialized
educational materials, teacher training, peer support, and parent-school collaboration.

Another parent reiterated the significance of resource availability and teacher preparedness:

Parental perceptions of the overall effectiveness of inclusive education for their deaf-blind children are influenced by factors
such as teacher competency, availability of assistive technologies, and the adequacy of individualized support services.
Additionally, the extent of social acceptance, peer interaction, and observable academic progress significantly shapes their
evaluation of inclusive practices.

These responses point to a systemic dependency of parental perceptions on both material resources (assistive devices,
adapted curriculum) and human resources (trained teachers, support staff). Inadequate provision in either dimension undermines
confidence in the inclusivity and quality of education provided.

» Barriers Encountered by Parents in Ensuring Quality Education

The analysis revealed multiple systemic and contextual barriers that hinder parents’ efforts to secure quality education for
their DB children in inclusive schools. Key challenges included limited availability of trained teachers specializing in deaf- blind
education, inadequate access to assistive technologies, and insufficient implementation of inclusive education policies.
Socio-economic factors, such as financial constraints and geographic disparities, restricted access to specialized services and
transportation. Additionally, cultural stigma surrounding disability and low public awareness reduced social support for families.
Weak institutional coordination between schools, health services, and local authorities further intensified these challenges,
resulting in fragmented service delivery and placing excessive advocacy burdens on parents.

» Systemic Barriers in Policy and Institutional Frameworks

A recurring theme across participants’ narratives was the inadequacy of policy implementation and the absence of a
comprehensive framework that effectively addresses the unique needs of DB learners within inclusive education. Although Nepal
has adopted inclusive education policies and ratified the Rights of Persons with Disabilities Act (2017), parents emphasized that
these provisions often remain rhetorical rather than operational. One parent observed:

Systemic barriers hindering parents’ efforts to access quality inclusive education for their deaf-blind children include
inadequate policy implementation, limited availability of specialized resources, and a shortage of trained teachers. Furthermore,
socio-economic constraints and insufficient coordination between schools and support services exacerbate these challenges,
restricting equal educational opportunities.
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This perception highlights a disconnect between policy and practice, where legal commitments fail to translate into tangible
educational opportunities. Another parent elaborated:

The major systemic barriers in inclusive education for my daughter include the lack of specialized teaching
materials and adaptive technology, as well as a shortage of trained special education teachers. In addition, the absence of
physical accessibility (such as Braille signboards and tactile teaching tools) and the lack of knowledge among general teachers
regarding inclusive teaching methods also create obstacles.

This statement underlines structural deficiencies in infrastructure and learning resources, compounded by inadequate
professional preparation among mainstream teachers. The lack of a specialized educational infrastructure, including a sufficient
pool of teachers skilled in deaf-blind pedagogy and the absence of standardized curriculum adaptation processes, further restricts
effective inclusion.

Systemic barriers emerge as a foundational constraint, limiting the ability of families to secure appropriate educational
provisions. These findings suggest that inclusive education for DB learners remains policy-driven but poorly institutionalized,
creating significant gaps in practice. Without resource allocation, teacher training, and clear accountability mechanisms, the
promise of inclusion cannot be realized effectively.

» Shortage of Specialized Resources and Assistive Technology

Parents uniformly expressed concern about the limited availability and affordability of assistive technologies essential for the
education of children with combined sensory impairments. Devices such as hearing aids, braille materials, tactile communication
tools, and adaptive learning software were either unavailable in schools or prohibitively expensive for families. One parent stated:

Systemic barriers that hinder parents' efforts to access quality inclusive education for their deaf-blind children primarily
stem from the lack of acomprehensive, specialized educational infrastructure. This includes a shortage of qualified professionals,
such as teachers trained in deaf- blindness and interveners, and a lack of funding for specialized resources and assistive
technologies, which are essential for a child's communication and learning.

Another parent reinforced this concern, noting that even when devices are provided through NGOs or government programs,
maintenance and replacement remain significant challenges:

Parents of deafblind children face systemic barriers including a scarcity of professionals trained in combined sensory loss
and tactile communication, insufficient availability and funding for appropriate assistive technologies and adapted curricula,
fragmented interagency services and individualized education planning, and pervasive policy gaps and stigma that exclude DB
needs from mainstream inclusion frameworks.

The lack of assistive technology and trained professionals not only limits educational participation but also reinforces
dependency on external charity-based support systems rather than state-driven solutions. This dependency perpetuates inequality
and undermines sustainability in inclusive education.

» Socio-Economic Constraints and Financial Burden

Economic disadvantage was another prominent barrier shaping parents’ experiences. The cost of specialized therapies,
assistive devices, transportation to accessible schools, and private tutoring emerged as significant financial burdens, particularly
for families from rural or low-income backgrounds. One parent shared:

Socio-economic conditions create disparities in access to specialized educational materials and therapeutic services, making
it difficult to obtain the necessary support for my daughter's education.

This suggests that household income directly determines the extent of educational support a child can access, despite
constitutional guarantees of free education. Parents also reported sacrificing basic needs to finance their child’s education,
indicating a hidden cost of inclusion that remains unacknowledged in policy discourse.

e Another Parent Remarked:
Socio-economic factors such as financial limitations and lack of access to assistive devices, combined with cultural attitudes
toward disability, significantly constrain parents’ ability to secure quality education for their deaf-blind children.

The findings reveal that economic inequities intersect with disability to create compounded disadvantages. Inclusive

education in its current form appears to favor those with financial resources, contradicting the principle of equity that underpins
inclusive policies.
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» Cultural Attitudes and Social Stigma

Parents also highlighted cultural prejudices and stigma as persistent barriers to effective inclusion. Traditional beliefs that
associate disability with misfortune or karmic retribution contribute to low expectations for educational attainment and social
marginalization of children with deaf-blindness. One parent reflected:

Cultural biases underestimate the importance of education for children with disabilities, while policy weaknesses cause
delays in the implementation of inclusive education and a lack of institutional support.

These attitudes often extend into the school environment, influencing teacher attitudes and peer interactions. The lack of
community awareness and absence of disability-sensitive pedagogy reinforce exclusion, even in settings labeled as inclusive.
Interpretation. Cultural stigma compounds systemic barriers by undermining social acceptance and peer relationships, thereby
weakening the social dimension of inclusion. Addressing these attitudinal barriers requires community-level interventions and
awareness programs alongside structural reforms.

» Policy Gaps and Weak Enforcement

Although Nepal has adopted a rights-based approach to education, parents reported that inclusive education mandates lack
robust enforcement mechanisms. Gaps in teacher training policies, monitoring systems, and interagency coordination undermine
effective implementation. One participant summarized:

Socio-economic, cultural, and policy factors present significant practical challenges for parents of deaf-blind children,
influencing their ability to secure a quality education. Furthermore, inadequate or inconsistently implemented public policies can
create systemic barriers, such as a shortage of trained professionals and a lack of specialized educational resources.

Parents also noted that policy documents rarely address the specific needs of deaf-blind learners, leading to their invisibility
in mainstream inclusion frameworks. Policy ambiguity and poor implementation constitute macro-level barriers that cascade into
resource deficits and institutional inefficiencies at the school level. Without specific guidelines for DB inclusion, general inclusive
education policies remain insufficient to address the complexities of dual sensory impairment.

» Strategies and Supports Considered Essential for Successful Inclusion

Parents identified a range of instructional and support strategies as essential for the successful inclusion of their DB children.
Multisensory teaching approaches, including tactile-based learning, object-based instruction, and real-life experiential learning,
were perceived as highly effective in enhancing comprehension and engagement. Individualized Education Plans (IEPs), support
from specialized resource teachers, and the involvement of sign language or tactile interpreters were reported as critical academic
supports. Parents also emphasized the importance of counseling services, peer-support programs, and structured social skills
training to promote emotional well-being and social integration. Furthermore, access to family training and continuous
professional development for teachers was viewed as fundamental to sustaining inclusive practices.

» Individualized and Flexible Teaching Approaches

Parents unanimously emphasized the importance of individualized instruction tailored to the specific sensory and
communication needs of DB learners. Unlike traditional approaches that rely on auditory and visual modalities, parents advocated
for adaptations that prioritize tactile and experiential learning. One parent remarked:

I consider individualized instruction, multisensory approaches, and tactile communication strategies as the most effective
teaching methods for enhancing my children’s learning experiences. | also view collaborative teaching and the integration of
assistive technologies as essential for promoting active engagement and meaningful learning.

Similarly, another parent highlighted the role of personalized teaching strategies in bridging learning gaps:

The methods | find most useful for making my deafblind daughter's learning effective primarily include multi-sensory
teaching (experience-based education through touch, smell, and taste) and cooperative learning (the technique of working in
pairs with peers). In addition, the approach of explaining abstract concepts through adapted Braille materials, models, and
practical activities also makes her learning meaningful.

These insights indicate that flexibility in curriculum design and delivery is a cornerstone of effective inclusion for DB
learners. The need for object-based learning, real-life simulations, and scaffolded instruction was recurrently mentioned, aligning
with best practices in special education for children with sensory impairments.

The emphasis on individualized learning strategies reflects parental recognition of the heterogeneity within the DB
population. This finding supports the principle of Universal Design for Learning (UDL), which advocates for multiple means of
engagement and representation. However, its realization in Nepali inclusive classrooms remains constrained by systemic
limitations, including teacher training gaps and resource scarcity.
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» Multisensory and Tactile-Centered Pedagogies

Another dominant theme was the parental endorsement of multisensory pedagogies, incorporating tactile signing, braille
instruction, and hands-on learning experiences. Parents acknowledged that DB children rely heavily on tactile perception,
necessitating approaches that go beyond visual and auditory stimuli. As one parent articulated:

Teaching methods perceived as most effective for enhancing the learning experiences of deafblind children in inclusive
classrooms include multisensory approaches, such as tactile sign language and braille instruction, combined with individualized
accommodations tailored to the child’s unique sensory and communication needs.

e Another Respondent Added:

Multimodal, tactile-centered pedagogies including tactile signing, object- based learning, hands-on manipulatives, and
richly scaffolded sensory experiences combined with individualized instruction plans and assistive technologies (e.g., braille
displays, haptic devices) are perceived as most effective for enabling access to curriculum and communicative interaction for
deafblind children in inclusive classrooms.

These statements highlight the centrality of sensory adaptation in inclusive pedagogy for DB learners. The preference for
tactile communication strategies also reflects a pragmatic approach to overcoming dual sensory limitations, thereby promoting
active participation and comprehension. However, the practical implementation of such strategies demands specialized training
and adequate resource allocation, both of which remain insufficient in Nepal’s educational context.

» Integration of Assistive Technologies and Adapted Materials

Parents strongly advocated for the integration of assistive technologies to facilitate access to curriculum content and
communication. Devices such as braille displays, tactile communication boards, hearing aids, and augmentative communication
tools were identified as essential for supporting learning. One parent emphasized:

Teaching methods perceived as most effective for enhancing the learning experiences of deaf-blind children include
individualized instruction, multisensory approaches, and the use of tactile communication strategies. Additionally, collaborative
teaching and the integration of assistive technologies are considered essential for promoting active engagement and meaningful
learning.

The recurring reference to assistive technology integration indicates a parental expectation for schools to move beyond
conventional teaching methods and adopt inclusive digital solutions. However, participants acknowledged significant financial
and infrastructural barriers that limit the availability of such technologies, often compelling families to rely on external NGOs or
personal resources.

The emphasis on technological integration underscores the paradigm shift toward inclusive digital pedagogy, yet its
realization in resource-constrained contexts like Nepal remains aspirational. Without systemic investment and capacity-building
initiatives, the role of assistive technology will remain marginal rather than transformative. Parents strongly advocated for the
integration of assistive technologies to facilitate access to curriculum content and communication. Devices such as braille
displays, tactile communication boards, hearing aids, and augmentative communication tools were identified as essential for
supporting learning. One parent emphasized:

» The Role of Counseling and Family Support

Beyond classroom interventions, parents underscored the significance of counseling services for both children and families.
Emotional and psychological support was seen as critical for fostering resilience, self-confidence, and adaptive coping
strategies. One participant explained:

Parents emphasize the necessity of counseling services to address the emational and psychological needs of children. Such
services foster self- confidence, self-esteem, and social adjustment, thereby contributing to their overall success.

This finding reflects an understanding that educational success cannot be disentangled from emoational well-being,
particularly for learners navigating complex sensory and social challenges. The parental call for counseling highlights a gap in
mental health support within inclusive education systems, reinforcing the need for holistic interventions that integrate academic,
emotional, and social dimensions of learning.

» Parental Experiences of Collaboration with Educators in Nepal’s IE System

Parents’ experiences of collaboration with educators were characterized by both positive intentions and practical limitations.
While regular communication through meetings and progress reviews was reported, the quality of collaboration varied depending
on teacher training, institutional support, and accessibility of communication channels. Many parents experienced challenges in
actively participating in educational planning due to limited knowledge about policies, lack of time, and institutional barriers such
as bureaucratic delays and inconsistent school practices. However, opportunities for improved collaboration were identified
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through structured parent—teacher meetings, participation in IEP processes, training workshops, and involvement in school
committees and disability advocacy networks. When parents were treated as equal partners and their experiential knowledge was
respected, collaboration was perceived as more meaningful and effective.

» Nature and Quality of Parent-Teacher Communication.

Parents described the nature of communication with teachers as largely dependent on the frequency, clarity, and
responsiveness of interactions. Most respondents highlighted the significance of regular meetings, progress updates, and
collaborative discussions centered on Individualized Education Plans (IEPs). One parent stated:

The nature and quality of communication and collaboration between parents and teachers in addressing the educational
needs of deaf-blind children are largely determined by the frequency, clarity, and mutual responsiveness of interactions.
Effective partnerships are characterized by shared decision-making, regular progress updates, and a collaborative approach to
implementing individualized education plans.

e Another Parent Provided a Detailed Account of their Expectations:

To meet my daughter's educational needs, communication between parents and teachers must be regular, transparent, and
practical, involving shared discussions on the progress, challenges, and solutions related to the IEP (Individualized Education
Plan). The quality of collaboration becomes effective when teachers provide guidance with their expertise and parents offer
an adaptive environment and supportive resources at home (such as Braille materials and tactile tools).

These perspectives demonstrate that structured communication frameworks such as IEP meetings play a central role in
facilitating collaborative partnerships. However, not all parents experienced communication of this quality, suggesting variability
in practice across schools and teachers. The findings indicate that while effective communication frameworks exist in principle,
their implementation is inconsistent. Factors such as teacher training, institutional priorities, and time constraints influence the
extent to which communication is proactive and parent- centered. The absence of a standardized mechanism for home—school
information exchange  often  places the burden of coordination on  parents. Challenges in Maintaining
Consistent Communication.

Several parents reported difficulties in sustaining regular contact with teachers, citing factors such as teacher workload, lack
of interpreters, and institutional rigidity. One parent explained:

Parents from low-income backgrounds experience difficulties in maintaining regular contact with schools due to limitations
in time, transportation, and financial resources. Social stigma and negative attitudes toward disability further discourage parents
from engaging in open discussions with teachers.

¢ Another Parent Added:

The nature and quality of communication and collaboration between parents and teachers of deaf-blind children in inclusive
classrooms are often characterized by regular, structured interactions through individualized education plan (IEP) meetings
and progress updates, fostering mutual understanding of the child’s unique sensory and learning needs. However, the
effectiveness of this collaboration can vary due to factors such as teachers’ training in deaf-blind-specific strategies and the
availability of consistent, accessible communication channels.

These responses underscore the intersection of economic constraints and systemic limitations, which collectively reduce
opportunities for sustained dialogue between families and schools. The findings suggest that communication challenges are not
merely logistical but structural, rooted in inequities of access and institutional insensitivity to parental needs. Addressing these
issues requires policy-level interventions to institutionalize parent-school communication protocols and ensure resource support
for low-income families.

» Barriers to Active Parental Participation in Decision-Making

Parents unanimously acknowledged the importance of participating in educational planning, particularly in the development
and review of IEPs. However, they reported multiple barriers to active involvement, including lack of information, institutional
resistance, and cultural attitudes. One parent stated:

When participating in my daughter's educational planning and decision- making processes in an inclusive school, I face
challenges such as a lack of information (insufficient knowledge about the IEP) and institutional barriers (teachers' busyness or
lack of expertise). Additionally, cultural biases (the mindset of viewing disability as weakness) and financial obstacles also hinder
active participation.

e Another Respondent Shared:
Parents face challenges such as limited awareness of educational policies, communication barriers, and insufficient
opportunities for meaningful involvement when participating in planning and decision- making for their deaf-blind children.
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Additionally, institutional constraints and a lack of cultural sensitivity in schools often hinder collaborative engagement in
inclusive education settings.

In some cases, bureaucratic delays and fragmented service delivery systems further limited parental agency in influencing
educational decisions. Parental exclusion from decision-making processes reflects a systemic failure to operationalize
participatory principles embedded in inclusive education policies. Despite formal recognition of parental involvement, practical
barriers such as lack of professional expertise among teachers, inadequate orientation for parents, and institutional hierarchies
persist, diminishing the collaborative potential of inclusive education frameworks.

» Cultural and Attitudinal Barriers to Collaboration
Several parents reported that negative societal attitudes toward disability extend into the school environment, shaping teacher
behavior and institutional culture. A parent remarked:

Although Nepal’s inclusive education policies, such as the Rights of Persons with Disabilities Act (2017), promote parental
involvement, their implementation remains weak. Schools lack clear guidelines and mechanisms to foster parent—teacher
collaboration. Limited coordination among the Ministry of Education, local governments, and Organizations of Persons with
Disabilities (OPDs) further restricts the inclusion of parents in educational decision-making processes.

Another parent highlighted socio-cultural constraints, noting that some educators perceive parental involvement as
interference rather than partnership, reflecting a top-down educational culture. The persistence of hierarchical and deficit- based
attitudes indicates that inclusive education is yet to fully embrace a relational model of collaboration, where parents are
recognized as knowledgeable partners rather than passive recipients of professional decisions. Shifting these attitudes requires
systematic sensitization programs and policy enforcement mechanisms.

» Opportunities for Strengthening Parental Involvement
Despite the challenges, parents identified several opportunities to enhance collaboration, including structured parent-teacher
meetings, workshops on instructional strategies, and training on assistive technology. One parent summarized:

Opportunities for promoting my effective involvement include structured parent-teacher meetings, workshops on specialized
instructional strategies, and training programs on assistive technologies. | also utilize collaborative platforms such as school
committees and advocacy networks to contribute actively to educational planning and policy implementation.

e Another Parent Added:

The major opportunities for me to play an active role in my daughter's inclusive education include participation in IEP
(Individualized Education Plan) meetings, parent training programs related to special education, and peer awareness
campaigns. In addition, connecting with parent groups to run joint advocacy campaigns and participating in the school's policy-
making processes also make my involvement more effective.

These responses indicate that institutionalizing structured platforms for parental engagement and providing capacity-building
programs can significantly enhance collaborative partnerships. While challenges dominate the parental experience, the existence
of collaborative mechanisms and advocacy networks offers a foundation for improvement. Realizing these opportunities,
however, requires policy commitment, resource allocation, and cultural change within educational institutions.
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CHAPTER FIVE
CONCLUSION AND IMPLICATION

» Conclusion

Conclusion, Nepali parents of DB children offer a compelling vision for inclusive education, rooted in hope, expertise, and a
commitment to their children’s potential. Their cautiously optimistic perceptions reflect a belief in the transformative power of
inclusion, but their experiences reveal a system that is not yet equipped to deliver on its promises. The barriers they face systemic
shortages, financial burdens, and cultural stigma underscore the urgent need for reforms to bridge the policy-practice gap.
Parents’ advocacy for individualized, tactile-centered pedagogies and robust support systems highlights the importance of tailored
interventions, while their desire for genuine collaboration calls for a reimagining of parent-educator partnerships.

To realize the full potential of inclusive education for DB children, Nepal’s education system must invest in teacher training,
assistive technologies, and structured collaboration models. Policy reforms should prioritize funding, monitoring, and
accountability to ensure that legal mandates translate into meaningful outcomes. Community awareness campaigns and family
support programs can address cultural barriers and empower parents as advocates. By addressing these challenges, Nepal can
move closer to an inclusive education system that honors the rights, needs, and aspirations of DB children and their families.

This study serves as a call to action for policymakers, educators, and stakeholders to listen to parents’ voices and act on their
insights. The journey toward inclusive education for DB children is fraught with challenges, but it is also rich with possibility. By
building a system that values expertise, fosters collaboration, and prioritizes equity, Nepal can create a future where all
children, regardless of ability, have the opportunity to learn, grow, and thrive.

» Parental Perceptions of Effectiveness

Nepali parents perceive inclusive education as a promising framework for fostering equity and social inclusion for their DB
children, but their optimism is contingent on the fulfillment of critical conditions. They define effectiveness holistically,
prioritizing functional academic progress, social integration, emotional well-being, and the development of independence over
traditional academic metrics. For instance, parents value their child’s ability to apply learned concepts in daily life such as using
basic literacy or numeracy skills for practical tasks over standardized test scores, which are often inappropriate for DB students
due to their unique sensory and communication needs (Mclnnes, 1999). Social integration, evidenced by meaningful peer
relationships and the child’s enthusiasm for learning, is equally critical, aligning with global research on the importance of social
inclusion for students with disabilities (Falkmer et al., 2015). The emphasis on independence reflects parents’ desire for their
children to achieve autonomy in navigating their environments, a goal that resonates with the principles of self-determination in
disability education (Wehmeyer, 2005).

The effectiveness of inclusive settings, in parents’ eyes, hinges on four key factors: the quality of educator competency
and training, the availability of specialized resources, access to robust support services, and effective home-school collaboration.
The centrality of teacher training underscores the need for educators who understand deaf-blindness and can implement tailored
strategies, such as tactile signing or multisensory instruction. The universal use of assistive hearing devices among participants’
children (100%) highlights the foundational role of technology in bridging sensory gaps, while the demand for intervenors
specialized professionals who facilitate communication and curriculum access reflects best practices in DB education (Aitken,
2000). Parents’ emphasis on home-school collaboration aligns with the family-centered practice model, which positions parents as
expert partners in their child’s education (Dunst et al., 2007). However, parents are acutely aware of the gap between the ideals
of inclusive education and its current implementation, perceiving the system as only as effective as the specialized supports that
underpin it. This finding aligns with Bronfenbrenner’s ecological systems theory (1979), where the microsystem (school
environment) and mesosystem (parent-school interactions) directly shape educational outcomes.

» Barriers to Quality Education

The barriers faced by parents in ensuring quality education for their DB children are complex and interlocking, spanning
systemic, socio-economic, and cultural domains. Systemically, the critical shortage of trained professionals particularly teachers,
intervenors, and interpreters with expertise in deaf-blindness is the most significant obstacle. This aligns with global challenges in
educating students with low- incidence disabilities, where specialized training is often limited (Miles & McLennan, 2016). The
lack of funding for assistive technologies, such as braille materials and tactile tools, further exacerbates the resource gap, forcing
parents to bear significant financial burdens. The inconsistent implementation of policies like the Rights of Persons with
Disabilities Act (2017) creates a policy-practice gap, where legal mandates are undermined by inadequate funding and
monitoring (Regmi, 2020). Physical inaccessibility, such as the absence of braille signboards or tactile pathways, compounds
these systemic failures, making schools inhospitable for DB students.

Socio-economic barriers, including the high cost of assistive devices and therapies, disproportionately affect low-income

families, deepening educational inequities. Time poverty, driven by the intense care needs of DB children and the demands of
livelihood activities, limits parents’ ability to engage with schools or advocate effectively. These challenges reflect
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Bronfenbrenner’s exosystem, where economic structures and institutional resources shape access to education. Culturally, stigma
and low societal expectations about the potential of children with disabilities discourage assertive advocacy and isolate families, a
finding consistent with studies on disability stigma in South Asia (Lamichhane, 2015). The lack of societal awareness about deaf-
blindness further hinders the development of supportive community networks, leaving parents to navigate these barriers alone.

The cumulative effect of these barriers forces parents into an exhausting advocacy role, navigating a system that is not yet
designed to support DB children effectively. These dynamic underscores the need for systemic reforms to address resource
shortages, enhance policy implementation, and challenge cultural prejudices that undermine inclusive education.

» Essential Teaching Strategies and Supports

Parents demonstrate a sophisticated understanding of their DB children’s pedagogical needs, advocating for individualized,
tactile-centered approaches supported by specialized human and technological resources. The emphasis on individualized
instruction, as outlined in well-implemented Individualized Education Plans (IEPS), ensures that teaching aligns with the child’s
unique sensory profile and learning pace. Multisensory and tactile-centered pedagogies such as tactile signing, braille
instruction, object-based learning, and scaffolded sensory experiences are seen as essential for making abstract concepts
accessible. These strategies align with global best practices for DB education, which prioritize hands-on, experiential learning to
address sensory impairments (Aitken, 2000).

The role of intervenors is highlighted as a highly effective practice, reflecting their critical function in facilitating one-on-one
communication and curriculum access. Collaborative teaching models, involving classroom teachers and deaf-blind specialists,
are also favored, ensuring that expertise is integrated into mainstream settings. Parents’ demand for assistive technologies, such as
hearing devices and braille displays, underscores their foundational role in enabling access to the curriculum. Additionally,
therapeutic services (e.g., speech therapy, occupational therapy) and counseling are seen as crucial for supporting the child’s
social-emotional and developmental needs, contributing to holistic growth. Parents’ request for family training aligns with the
family-centered practice model, emphasizing the need to empower families with the knowledge and skills to support learning at
home (Dunst et al., 2007).

These findings highlight the importance of a tailored, resource-rich approach to inclusive education for DB children.
However, the scarcity of these supports in Nepal underscores the need for increased investment in human and technological
resources to realize the full potential of inclusion.

» Collaboration with Educators

Parents’ experiences of collaboration with educators are characterized by significant challenges, including power
imbalances, inconsistent communication, and ineffective IEP processes. The quality of collaboration varies widely, often
depending on the individual efforts of dedicated teachers rather than a standardized system. Parents frequently bear the burden of
initiating contact and advocating for their child’s needs, reflecting a power imbalance where their expertise is undervalued. The
IEP process, intended as a collaborative tool, is often a bureaucratic formality, with parents reporting a lack of meaningful
involvement and awareness among educators. These challenges are compounded by institutional constraints, such as teachers’
busy schedules and lack of training, as well as socio-cultural factors like stigma and time poverty.

Parents envision a partnership model rooted in regular, structured communication, mutual respect, and shared decision-
making. They want to be treated as expert partners, with their insights into their child’s communication methods and needs valued
and acted upon. This vision aligns with the family-centered practice model, which emphasizes empowering parents as equal
partners in educational planning (Dunst et al., 2007). However, the current system forces parents to navigate an uphill battle,
expending immense energy to secure their child’s educational rights. This dynamic reflects Bronfenbrenner’s mesosystem, where
the quality of parent- school interactions directly influences educational outcomes.

» Recommendations for Parental Perspectives Inclusive Education of Deaf-Blind Children in Nepal

This study elucidates the multifaceted experiences of Nepali parents as they advocate for inclusive education for their deaf-
blind (DB) children. Parents perceive inclusive educational environments as holding transformative potential, capable of
enhancing children's independence, enthusiasm for learning, and social integration. However, the realization of these benefits is
heavily contingent upon the availability of specialized resources, adequately trained educators, and comprehensive support
systems. Participants reported encountering substantial obstacles, including systemic deficiencies such as shortages of teaching
materials and qualified personnel, socio- economic inequalities that exacerbate access disparities, cultural prejudices that diminish
the perceived value of education for children with disabilities, and gaps in policy execution. At home, parents actively utilize
tactile, multisensory, and cooperative learning strategies, while maintaining vigilant monitoring of progress through regular
communication with teachers and direct observation. They particularly advocate for individualized methodologies, such as
adapted Braille resources and experiential activities. Although parental collaboration with educational institutions is frequently
impeded by power asymmetries, informational shortcomings, and structural limitations, parents express a strong desire for greater
involvement via Individualized Education Plan (IEP) meetings, professional development opportunities, and collective advocacy
efforts.
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To propel inclusive education forward, aligning with international instruments like the Salamanca Statement (UNESCO,
1994) and the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD, 2006), as well as
national frameworks including the Rights of Persons with Disabilities Act (2017) and the School Sector Development Plan (2022—
2030), a suite of recommendations is proposed. These encompass policy reforms, practical interventions, and avenues for future
inquiry.

» Policy Level

Policy reforms are essential to rectify the structural barriers identified by parents. First, increasing dedicated funding for
inclusive education is imperative, involving allocation for assistive technologies (e.g., Braille materials, tactile tools, and hearing
devices), recruitment and training of DB specialists and intervenors, and infrastructural enhancements (e.g., Braille signage and
tactile pathways). Establishing a centralized resource repository and forging partnerships with non-governmental organizations—
such as the Nepal Deaf-Blind Association and Perkins School for the Blind—alongside public-private initiatives would mitigate
familial financial strains and promote equitable distribution between urban and rural locales.

Nepal must abandon the fantasy that it can deliver genuine inclusive education for deaf-blind children under the current
resource envelope and governance reality. The honest policy position is to admit that full, meaningful inclusion of children who
require constant one-to-one or one-to-two specialised intervention is impossible in a country whose entire education budget is
smaller than the annual marketing budget of a medium-sized European supermarket chain. Instead of continuing to scatter a few
hundred deaf-blind children across ten thousand under-resourced schools where they will sit silently in the back row for years, the
state should concentrate its extremely limited funds into building and sustaining no more than ten to fifteen high-quality,
residential or semi-residential specialised centres strategically located across the seven provinces. These centres must be
declared national resource institutions, placed under direct central oversight rather than the corrupt and incompetent local
governments, and staffed with personnel who are paid two to three times the standard teacher salary with iron-clad non-
transferable postings for at least seven years. Funding for regular schools that wish to keep a deaf-blind child must be made
strictly conditional: no trained full- time intervenor on site every single day equals automatic withholding of all inclusive-
education grants and a portion of the school’s regular block grant. No more workshops, no more committees, no more action plans
that exist only on paper. Money must be tied directly to bodies living, breathing, trained bodies standing next to the child. The
Rights of Persons with Disabilities Act 2017 must be amended to create a separate, ring-fenced budget line for complex low-
incidence disabilities that cannot be diverted for teacher salaries or political patronage. Until Nepal is willing to create this
separate financial and administrative stream, every other policy pronouncement on inclusion is theatre. Finally, the government
must have the courage to tell UNESCO, the World Bank, and the entire international inclusion industry that Nepal will no longer
pretend to implement a model it cannot afford and that actively harms the very children it claims to help. Concentrated
excellence for the few hundred who need it most is morally and fiscally defensible; diluted mediocrity for everyone is neither.

The education of deaf-blind children in Nepal cannot be meaningfully advanced through the continuation of a policy
framework that treats low-incidence, high- complexity disabilities as mere variations of a generic inclusion agenda that was never
designed for them. The current national approach, anchored in the Rights of Persons with Disabilities Act 2017 and successive
School Sector Development Plans, operates under the polite fiction that the same underfunded, overstretched, and largely
untrained school system that struggles to teach sighted-hearing children basic literacy can, with a few days of sensitisation training
and the occasional donation of a braille display, suddenly provide intensive, lifelong, one-to-one or one-to-two specialised
intervention for children who are simultaneously deaf and blind. This is not a policy failure in implementation; it is a policy
failure in conception. Nepal’s fiscal reality education spending hovering below four percent of a small GDP, with a significant
proportion lost to ghost teachers, political transfers, and plain corruption combined with the near- total absence of domestic
technical capacity in deaf-blind methodologies, renders the standard model of scattered mainstream inclusion not merely
inadequate but actively harmful. Children who require constant mediated access to the world are instead parked in classrooms
where no one speaks their language, literal or figurative, producing years of isolation masquerading as enrolment statistics.

A genuinely responsible policy response must begin with intellectual honesty: Nepal cannot and should not attempt to
replicate the resource-intensive, highly professionalised inclusion models of Nordic countries or even of middle-income nations
like Thailand or Peru when applied to deaf-blindness. The honest alternative is a deliberate policy of concentrated excellence
rather than distributed mediocrity. The state should immediately designate deaf-blindness (along with other profound multiple
sensory and intellectual impairments) as a distinct category requiring separate administrative and financial treatment. A ring-
fenced, non-lapsable budget line must be created within the Ministry of Education for Complex Low-Incidence Sensory
Disabilities, funded initially through a combination of reallocated inclusive-education monies, disability allowances currently paid
to families, and targeted international grants that are contractually prohibited from being spent on workshops or
consultancies. This budget should finance no more than twelve to fifteen national or provincial resource centres residential or
semi-residential strategically located to minimise travel hardship for families. These centres must be removed from the ordinary
school governance structure and placed under a dedicated autonomous authority reporting directly to the Ministry, precisely to
shield them from the patronage networks that devour regular schools. Staffing ratios must be legislated at no worse than one
specialist intervenor per child for the most complex cases and one per two or three for those with emerging communication
systems, with salaries set at two to three times the standard teacher scale and postings made non-transferable for a minimum of
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seven years. Admission to regular schools should remain legally possible, but only on condition that the school demonstrates
through independent audit the continuous presence of equivalently trained personnel and equipment; failure to maintain these
conditions must trigger immediate withdrawal of all inclusive-education grants and partial withholding of the school’s core
budget. This is not punishment; it is truth- enforcement.

Policy must also abandon the ritual creation of yet another national task force whose primary function is to provide per
diems and the illusion of action. Instead, accountability must be engineered through automatic fiscal sanctions and public
transparency. Every identified deaf-blind child must be registered in a national digital database (building on the existing disability
card system but made far more rigorous), with real-time reporting of the services actually received. Funds should flow not to
schools or local governments in the abstract but against verifiable delivery milestones: a child has a named, trained intervenor
physically present for at least 80 percent of school days; a child has a functional individualized communication system
reviewed quarterly; a child has undergone annual functional vision and hearing assessments by qualified professionals. No
milestone, no money. The database must be public, searchable by citizens and journalists, so that when a district education officer
claims full inclusion while a deaf-blind child sits unattended under a tree, the discrepancy is visible to anyone with a smartphone.
Nepal’s bureaucracy does not fear moral exhortation; it fears exposure and revenue loss. Policy must weaponise both.

To substantiate and refine these initiatives, prospective research should pursue longitudinal tracking of DB students'
academic (functional competencies), social (interpersonal dynamics), and emotional (self-efficacy and motivation) trajectories in
inclusive environments. Comparative examinations of urban-rural disparities would inform bespoke strategies, such as itinerant
resource units. Investigating educators' viewpoints on training requisites, collaborative processes, and pedagogical efficacies
would provide a balanced perspective. Assessing intervenor programs' efficacy, scalability, and variants, alongside piloting
emerging technologies (e.g., Al-enabled communication aids and advanced Braille devices) for viability and inclusivity in
constrained settings, is also warranted.

Finally, at the highest level, Nepal requires the political courage to renegotiate its commitments under the CRPD and the
Sustainable Development Goals in a way that is contextually honest rather than performatively compliant. The Convention’s
Article 24 on education is routinely interpreted as mandating mainstream placement as the default, yet the same article explicitly
permits specialized settings when the child’s best interests demand it. Nepal should publicly declare that, for the foreseeable future
and for a defined subset of extremely high-need disabilities, the child’s best interest is served by intensive specialized
provision rather than symbolic mainstreaming. This is not a derogation from human rights; it is a refusal to allow human rights
language to be used as a smokescreen for neglect. Such a declaration would liberate both domestic resources and international
cooperation from the exhausting pretense that scattering deaf-blind children across unprepared classrooms constitutes progress.

» Practice Level

At the ground level, the daily reality must be stripped of all illusions. Regular government schools must stop accepting deaf-
blind children unless they can guarantee a dedicated, trained intervenor for the entire school day; anything less is fraud against
the child and the family. The only workable human-resource solution is the immediate creation of a national cadre of para-
professional intervenors recruited at Grade-12 level, given intensive nine- to twelve-month residential training in tactile
communication, orientation and mobility, and basic functional curriculum, and then bonded to specific children or small clusters
of children for a minimum of five years at salaries substantially higher than regular teachers. These intervenors must be
recognised as the primary educators of the child, not as aides who hand the child over to an untrained class teacher who knows
nothing. Assistive technology procurement must shift ruthlessly from donor-driven high-tech gadgets that break within months to
rugged, locally repairable tools: mechanical Perkins braillers, basic hearing aids serviceable in Kathmandu or Biratnagar, tactile
learning materials made from scrap and glue. Schools and NGOs must stop the circus of distributing iPads and braille notetakers
for photographs and then abandoning the children when the batteries die. Parents must be brought inside the tent as paid co-
intervenors; the mother or father who has spent ten years developing a home-sign system with their child knows more than
any short-course trained teacher ever will, and paying them to extend that expertise to one or two additional children in the
locality is cheaper, more sustainable, and more effective than importing foreign experts or pretending regular teachers can
manage. Finally, stigma will only be broken by public shaming of exclusion, not by polite posters. When a school turns away a
deaf-blind child, the head teacher’s name, photograph, and the name of the school must appear on national television and in
every newspaper until the child is admitted or the official is removed. Nepal does not respond to moral persuasion; it responds to
loss of izzat. Use that.

In the classrooms, resource rooms, and homes where deaf-blind children actually spend their days, the gap between policy
aspiration and lived reality is measured not in rupees but in minutes of meaningful human connection. The overwhelming
practical priority must be to ensure that every deaf-blind child, wherever they are physically located, has continuous access to at
least one adult who fluently mediates the world for them. In the current Nepali context, that adult will almost never be the regular
class teacher, who is typically managing sixty or more children with one chalkboard and no electricity. Pretending otherwise is the
original sin of much inclusive practice in low-resource settings. The only realistic mechanism for delivering this mediation is a
nationally recognised, professionally trained, decently paid cadre of intervenors or communication guides para-professionals who
need not possess a master’s degree in special education but who must master the child-specific tactile communication system,
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orientation and mobility in real environments, and the translation of curriculum into concrete, multisensory experiences.
Recruitment should be opened widely Grade 12 graduates, parents of disabled children, retired armed forces personnel with
discipline and empathy and followed by an intensive nine- to twelve-month residential training programme delivered by the
handful of institutions (government and NGO) that actually understand deaf-blindness. Upon certification, these intervenors must
be bonded to specific children or small clusters for a minimum of five years, with salaries and benefits that make the posting
attractive compared to migrating to the Gulf or joining an INGO as a driver.

Schools that wish to enroll deaf-blind children must be required to sign a binding memorandum committing to full-time
intervenor presence; anything less should result in the child being immediately referred to the nearest specialised centre, with
transport costs borne by the state. This is not exclusion; it is protection against the quiet violence of being physically present yet
communicatively absent. Where specialised centres do not yet exist, interim measures must include paying trained parents or
community members to act as intervenors while the permanent cadre is built. The objection that this professionalises family
members is ideologically precious; in a country where survival often trumps purity, compensating a mother who already knows
her child’s every micro-gesture to extend that knowledge to one or two additional children is both humane and cost-effective.

Assistive technology procurement and deployment must be ruthlessly demystified. The repeated spectacle of donor-funded
distributions of electronic braille displays that cease functioning within months must end. Priority must be given to tools that are
mechanically simple, locally repairable, and replicable: Perkins braillers, basic bone-conduction or conventional hearing aids
serviceable in provincial capitals, tactile symbols fabricated from bottle caps, wood, and fabric. High-technology devices should
be introduced only when a five- to ten-year maintenance contract is in place and when the child has already mastered lower-tech
foundations. Schools and resource centres should maintain lending libraries of robust tactile learning materials that travel with the
child rather than remaining bolted to a classroom that the child may never meaningfully access.

Parent—professional collaboration must move beyond ceremonial parent— teacher meetings where mothers sit silently while
teachers read from prepared reports they do not understand. Genuine collaboration requires recognising parents as the only
continuous experts in the child’s life and structuring decision-making accordingly. Individualised Education Plans must be co-
authored, with parental observations carrying equal or greater weight than professional assessments in domains of
communication and emotional well-being. Schools must provide sign-language or tactile-sign interpretation at every significant
meeting, and where literacy barriers exist, use voice recordings or community advocates. Above all, the culture of blaming parents
for non-cooperation when they protest ineffective provision must be confronted head- on through mandatory training that forces
educators to acknowledge the power imbalance inherent in the current system.

Stigma will not be dismantled by gentle radio jingles or street drama. In the hierarchical, face-conscious society of Nepal,
change comes through strategic shaming of those who exclude. When a school refuses a deaf-blind child or allows an untrained
teacher to manage one, the incident should be publicised aggressively names, photographs, institutions until the responsible
officials experience tangible social and professional consequences. Conversely, schools and headteachers who achieve genuine
breakthroughs should be publicly celebrated with cash awards and media coverage.

Nepal responds to izzat and afho manchhe far more predictably than to moral persuasion; practice must harness
these realities rather than pretend they do not exist.

> Research Level

The findings from this study on Nepali parents' experiences with inclusive education for deaf-blind (DB) children underscore
the need for robust empirical inquiry to guide evidence-based interventions and policy refinement. Future research should
prioritize methodological rigor, stakeholder inclusivity, and contextual adaptation to Nepal's socio-economic and geographic
diversity, thereby contributing to global discourses on low-incidence disabilities.

Academic research on deaf-blindness and inclusion in Nepal must stop producing the same polite, small-scale qualitative
studies that conclude, yet again, that teachers lack training and resources. That story has been told a thousand times and changes
nothing. Future research must be designed to terrify politicians and force budgetary reallocation. The first priority is a national
longitudinal census that identifies and tracks every single deaf-blind child in the country probably fewer than five hundred and
follows them year by year until age twenty-five, documenting exactly what services they receive, what measurable skills they
gain, and what their life outcomes are. This data must be published annually in raw form with names of responsible districts and
schools attached. The second priority is a no-holds-barred comparative effectiveness study pitting children in whatever specialised
settings currently exist against matched children kept in regular schools; the results will almost certainly show that the specialised
settings produce dramatically better communication, daily-living, and quality-of-life outcomes, and those findings must be
shouted from the rooftops to kill the ideological myth that inclusion is always superior. The third priority is forensic
financial tracking: every rupee allocated for disability allowances, inclusive education materials, and teacher training must be
followed from the treasury to the child, with public exposure of leakage and theft. The fourth is political-economy analysis that
names the specific interest groups teachers’ unions, local politicians, bureaucrats, international agencies that profit from the
current non-system and block change. Finally, pilot interventions must be rigorously evaluated: pay parents as intervenors and
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measure outcomes; run a fully staffed residential centre in one province for ten years and compare costs and results against the
scattered inclusion model. Only research that is brutal, quantitative, longitudinal, and willing to name names will ever move the
needle. Anything less is just another way to avoid facing the truth.

The existing research base on deaf-blindness in Nepal is, with few exceptions, an academic embarrassment: small,
convenience-sampled qualitative studies that rediscover the same obvious truths lack of funding, lack of training, cultural stigma
and then conclude with pious calls for more political will. This is not scholarship; it is a sophisticated form of avoidance. Future
research must be designed explicitly to force systemic change by producing data that cannot be ignored by politicians, donors, or
the judiciary.

The highest priority is a national, longitudinal, whole-population cohort study that identifies every single deaf-blind child in
Nepal (likely fewer than five hundred severe cases) and tracks them annually until age twenty-five. This study must collect hard
functional outcomes expressive and receptive communication vocabulary, independent mobility distance, literacy and numeracy
in daily use, employment or supported occupation, reported quality of life not enrolment statistics or teacher opinions. The data
must be disaggregated by type of educational placement (regular school with/without intervenor, specialised centre, home-
bound, out-of-school) and made publicly available in real time, with district-level league tables. When the data inevitably reveal
that children in scattered mainstream classrooms achieve near-zero functional gains compared to those in intensive settings, the
ideological myth of universal inclusion will be laid bare in a way no amount of qualitative testimony ever could.

A parallel programme of research must conduct rigorous, prospective comparative effectiveness trials pitting different
service models against one another: full-time specialised centres versus mainstream schools with trained intervenors versus
parent-led community models. These trials should measure not only child outcomes but also total societal cost formal education
expenditure plus lifelong dependency costs, healthcare utilisation, and family economic participation. The hypothesis that high-
quality specialised provision is actually cheaper over a lifetime than decades of failed inclusion is eminently testable and, if
confirmed, politically explosive.

Corruption and resource leakage must be studied forensically rather than anecdotally. Randomised audits of disability
allowances, inclusive-education grants, and material distributions should trace every rupee from treasury release to end
beneficiary, publishing not only percentages lost but the names and positions of those responsible. Only research that is willing to
name names will alter behaviour in a patronage-driven system.

Political-economy analysis must move beyond description to prescription. Detailed mapping of veto players teachers’ unions
that resist additional duties, local politicians who divert disability budgets, mid-level bureaucrats who profit from endless
coordination meetings must be followed by strategic recommendations for dismantling their influence, whether through fiscal
transparency, judicial intervention, or deliberate bypassing via autonomous institutions.

Finally, action research must test radical, low-cost alternatives that challenge orthodox inclusion dogma: paying parents as
salaried intervenors for small clusters of children; establishing micro-residential units run by disability organizations rather than
government; using retired Gurkhas or police as mobility and security aides combined with younger communication specialists.
These pilots must be evaluated with the same rig our demanded of medical trials, because the stakes children’s entire
communicative lives are no less consequential. Comparative analyses between urban areas (such as Kathmandu Valley) and rural
regions (such as Makawanpur) would reveal disparities in resource availability, teacher training, and child outcomes, enabling
the development of targeted interventions like mobile support units. Investigating educators' viewpoints on training needs,
implementation challenges, and effective strategies—particularly in tactile communication and Individualized Education Plans
(IEPs)—would complement parental insights and guide professional development programs. Evaluations of intervenor programs,
through controlled trials or case studies, should examine their impact on academic and social outcomes, while considering
scalability, costs, and adaptable models for Nepal. Only research that is longitudinal, population-based, outcome-focused, cost-
conscious, and politically fearless will move Nepal from ritualistic inclusion theatre to actual improvement in the lives of deaf-
blind children. Anything less is complicity in the status quo.
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APPENDICES
» Participant Consent Form Namaste
My name is Jhamka Prasad Gautam. | am conducting a research study titled Parental Perspectives for Educating Students
with Deaf-Blindness in Inclusive Settings.

The purpose of this study is to learn about parents’ experiences, opinions, and challenges related to educating their deaf-
blind (DB) children in inclusive schools.

If you agree, I will ask you some questions about your child’s education and your views. The interview will take about 45
to 60 minutes. You can also choose to fill out a short questionnaire.

Participation is voluntary. You can stop at any time or choose not to answer any question. This will not affect you or your
child in any way.

Your information will be confidential. Your name and personal details will not be used in any report.
If you agree, I may also ask for permission to observe your child’s classroom (this is optional).

e Do you have any questions?
e Do you agree to participate in this study?

o Ifyes, say:
Thank you. I will now begin the interview.

e Research Title:
Parental Perspectives for Educating Students with Deaf-Blindness in Inclusive Settings

e Researcher:
JHAMKA PRASAD GAUTAM
Master in Inclusive Education, TU
» Purpose of the Study
You are invited to participate in a research study exploring the experiences, views, and challenges of parents/guardians
regarding the education of students with deaf- blindness (DB) in inclusive school settings in Nepal. The study aims to understand

your perspectives and help inform better educational practices and policies for children with DB.

» Procedures
If you agree to participate:

e You will take part in an interview (about 45-60 minutes).
e You may also be asked to fill out a short questionnaire and a demographic form.
¢ You may optionally consent to allow the researcher to observe your child’s classroom participation.

» Voluntary Participation
Participation is voluntary. You may refuse to participate or withdraw at any time without any negative impact. You may skip
any question you do not wish to answer.

» Confidentiality

Your personal information will be kept confidential.

Your name or identity will not appear in any reports or publications.
o All data will be securely stored and used only for this research.
» Risks and Benefits

e There are no anticipated risks to you or your child from participating.

IJISRT26FEB482 Www.ijisrt.com 2205


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

.Volume 11, Issue 2, February — 2026

ISSN No:-2456-2165

International Journal of Innovative Science and Research Technology
https://doi.org/10.38124/ijisrt/26feb482

The study will help improve understanding of inclusive education and may help shape better services for DB children in

Nepal.

Right to Ask Questions
You are free to ask questions about the research at any time.

Consent Statement:
I have read or had this consent form read to me.
| understand the study’s purpose, procedures, and voluntary nature.

| consent to participate in this study.

Optional

| permit the researcher to observe my child’s classroom as part of this study.

Participant’s Name: .................cooevenne.

Signature: ..........oooeiiiiiiiiii

Researcher’s Name: Jhamka Prasad Gautam

Researcher’s Signature: .............ccoevvviiniinnnnn...

Date: v
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DEMOGRAPHIC INFORMATION FORM

(For Parents of Deaf-Blind Children in Inclusive Education Settings)
A. Section A: Respondent (Parent/Guardian) Information

» Full Name (optional / anonymous code):
» Gender:

e Male O Female O Other (please specify):
> Age: years

» Relationship to Child

e Mother O Father OI Grandparent O Guardian I Other (please specify):

> Highest Level of Education Completed:

No formal education
Primary education
Secondary education
Higher secondary education
Bachelor’s degree

Master’s degree or higher

\4

Occupation:

» Place of Residence:

e Urban O Semi-urban O Rural

e Name of District:

B. Section B: Child’s Information

» Child’s Name (Optional / Anonymous Code):
» Child’s Gender:

o Male O Female O Other (please specify):

» Child’s Age: years

> Grade Level:

\4

Type of School

Public (government) school
Private school

Special school with
Inclusive School

> Duration of Attendance in School

e years months
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>

Nature of Disability

Deaf-blindness (combined)

Primarily deaf with vision impairment
Primarily blind with hearing impairment
Other (please specify):

International Journal of Innovative Science and Research Technology
https://doi.org/10.38124/ijisrt/26feb482

Assistive Devices/Services Used (Tick all that Apply):

Assistive hearing devices

Assistive vision devices
Communication board / tactile tools
Sign language interpreter

Braille

Resource teacher

Other (please specify):

Section C: Consent

I understand the purpose of this research study and voluntarily agree to provide demographic information.

Signature of Respondent:

Date:

Parental Perceptions of the Effectiveness of Inclusive Education for Deaf-Blind (DB) Children

How do parents understand and assess the academic achievements of their DB children within inclusive classroom

settings?

How do parents evaluate the social development and peer interactions of their DB children in inclusive education

settings? (For Teacher)
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o What factors influence parental perceptions of the overall effectiveness of inclusive education for their DB children?

» Barriers Faced by Parents in Accessing Quality Inclusive Education for Deaf-Blind (DB) Children in Nepal

e What systemic barriers hinder parents' efforts to access quality inclusive education for their DB children?

e How do socio-economic, cultural, and policy-related factors influence the practical challenges faced by parents in
ensuring quality education for their DB children?

» Essential Teaching Strategies and Support Systems for Inclusive Education of Deaf-Blind (DB) Children

e What teaching methods are perceived as most effective in enhancing the learning experiences of DB children in inclusive
classrooms?
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e What are parents' perceptions regarding the types of support services needed to ensure the academic and social success of
their DB children?

» Parental Experiences of Collaboration with Educators in Nepal’s IE System

e What is the nature and quality of communication and collaboration between parents and teachers in addressing the
educational needs of DB children in inclusive classrooms?

e What challenges do parents face when seeking to actively participate in educational planning and decision-making
processes for their DB children in inclusive schools?
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e What opportunities are available to promote effective parental involvement in the inclusive education of their DB
children?
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REPORTS

yan e FgE el fEE.  Em Uap mreee U mens a1 BnivuEsa 2 s

This is an automated report based on raw data submitted to this project. Please conduct proper data cleaning
prior to using the graphs and figures used on this page.

Consent Staterent HEIEdHEa gaad

TYPE: SELECT_MULTIFLE. & out of & respondents answered this question. (0 were withoat datacp

o
| .
CH
i

1 coawni i Do mas s s T e e ance etk o T

Frequeemy Percentage

PARENTAL PERSPECTIVES FOR EDUCATING STUDENTS WITH DEAF-BLINDNESS IN INCLUSIVE SETTINGS

I consent to participate in this siudy. 700 $UTTM FeWrl g @ 1ot gefimanig) fi 100
I have read o had this consent form read to me. B8 Tt TEfEs! S0 w2l g @ ward ggEn 5 —
e YAFUH T

[ permir the researcher to observe my child’s classroom as part of this study. § 34 5 83,33
HEHAF! U WSS SraruTTharars Hil SRmiE S saas = sefia Dawg

[ understand the study®s purpose, procedures, and voluntacy rabere. 55 HUTTE] Eﬂ'ﬂ'ﬂ'ﬁm 4 GEAT
@l & el maret wel aar we wuH gegg)

1. Participant's MName HE8HF & ATH

TYPE: TEXT. G out af & responderts arswered this question. (0 were without data)

Frequency Percentage

Sabitri Pudasaini 1 1667
Eabina Sibakoti 1 1667
Rajendra Dhakal 1 1667
Bishm Bahadur Lamichhane 1 1667
Bal Lahi Lama 1 1667
Jeevan Shahi 1 1667
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. . T -
2, Gender [oTH
TYPE: SELECT_MULTIPLE. & out of & respondents answeersd] this questicn. (0 were witheaotdata,p

Fercencage

Female Fam 3 50
Male G&H 3 50

3 Ape '-.‘.-'1. L4
TYPE: INTEGER. 6 put of & respordents answeresd this question. (0 were withow dmal)

hlean Standard deviarion

ITE3 .00 * B0l

Helationship to Child

TYPE: SELECT_MULTIPLE. & out of & respondents answered this qoestion. (0 were withoot datap

Do T

Bl XTIT

Fresguemcy FPercentage

Father g4l 3 a0
Muother STHT 2 3333
Crtheer - 1 1667
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lighest Level of Education Completed:
TYPE: SELECT_MULTIFLE. & aut of & respondents answered this question. (0 were withoat data )

44

Apchider s drgee Seorday stucsm Frey e i

Frequency

Henar narmminy mha

Percentage

Baclelor's degree 3 50
Secondary education 1 16.67
Primary education 1 1667
Higher secondary education 1 1667

[ cupation
TYPE: TEXT. & out af & respandents arswered this question. [0 were without data)

I: LSRRy

Percentage

Tf it 1 16.67

Housewifie 1 1667

Farmer 1 1667

Farming 1 16.67

Jok 1 16.67

Business 1 1667
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Place of Residence

TYPE: SELECT_MULTIFLE. & out of G respondents answered ihis qoestion. (1 were withoat data.)

Sane rtan Irtae

Fraquency Percentage

Semi-Urban 3 50

Urhan 3 50

Child s Darmee

TYPE: TEXT. & out af & respondents arswered this questian. (0 were without data)

Fraquency Perceniage
T TR 1 1667
Samir Sibakoti 1 16.67
Sulabh Dhakal 1 16.67
Selina Lamichhane 1 16.67
Rinjan Lama 1 16.67
Rajdev Shahi 1 16.67
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Chld s Crender
TYPE: SELECT_MULTIFLE. & out of & respondents answered this qoestion. (1 were withoot data )

fanm

Fremuency Pescentage

Male 1 G667
Feimale 2 Rk
Child s Agoe:

TYPE: INTEGER. 6 nat of G respordents answsered 1his question. {0 were withot data.)

Standard deviation

hean

12,00 12.50 ’ a7

Grade Level:
TYFE: INTEGER. 6 put of G respondents answsened this question. {0 were witho data )

Standard deviation

hean Median

267 250 L0 1.63
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Type of School
TYPE: SELECT_MULTIPLE. §i pas of § respondents answersd this questlon ([ were without data.}

Special

DPuration of Adctendance in School

TYPE: TEXT. Gaut of 6 respondents answened this question. (0 were without data )

Fres JUATIC Y

Percenilage

FITTas resl W

Primarily deal with vision impainment

3 Years 1 16.67
4 Years 1 16.ET
3 Years 1 16.67
2 1 1667
2 Wears 1 16.67
3 1 16.67
Mature of Disability

TYPE: SELECT_MULTIFLE. i pax of i respondents answersd this gquestion. (0 were withom daa )

FIITast; s s b

Primarily blimd with hearing impairment
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wssistive Devices/Services Used (tick all that apply]
TYPE: SELECT_MULTIPLE. & ot of § respondenis answered ihis question. (1 were withoui daia.}

L]

=1

Aenmher sramr dneoes e Tmroper ke Craly

7

TYPE: TEXT. Gout of § respondenis answrered this question. (0 were withou data)

Value P sency

Assdstive hearing devices L 10
Sign language inlerpreles 4 GG.6T
Foessanaree teacher 3 0
Braille 2 33.33
Commmmication boerd | tactile 1onls 2 33.33
[ understand WITPRISE [ i research study and voluntarily agree to provide demographic

information. Please Type in Your Mami

Percenlage

a3 g 1 16.67
Faldrea Sibakali 1 1667
Rajendra Dhakal 1 16.67
Hishnu Bahadur Lamichbane 1 16.67
Hal Labd Lama 1 1667
Jeevan Shakd 1 16.67

1JISRT26FEB482 www.ijisrt.com

2218


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026
ISSN No:-2456-2165

International Journal of Innovative Science and Research Technology
https://doi.org/10.38124/ijisrt/26feb482

5 UNOersrar .II|| 15300 kALl el

15ive clas o settings? HH Do Re=] 4+ ]da i A G TEEdL

AR EHE Te[tls did+] dEge- © H

TYPE: TEXT. §i oul of & respondents. answered this gueston. (0 were withos daia.)

1.
v lue

Tt amm. =l eaeh e 3 4% auiEe g u U aywdn i ous TR iAW TR
" A A T ST e wiE T T E v s g 1 3

e E 2R R e s ol B B i e e ) | N ) T R s e e
TEMIT T MR S

Frequency

Percenlage

16.67

I understand and assess the academic achisvements of their deal-blind children by closely

mmiitaring indivichalized progress theough lfeedbsck from leachers assessments, aml

alservation af [uncliomal skills development. They often rely ana combination of formal 1
cvaluation reparts and thear chald’s abalaly 10 apply learmed  concepts inreal-life contexis to

gauge mesminglul lesrming outcames,

1667

[ undersiand and assess the academic achievanents ol my deal-blimd children in inclusive
classroams through eacher femlback, evaluation reporis, amd direct

alservation of their fuoctiomal skills, [ evaluate thedir pecomplishments based on their ability o
apply learmed concepls in daily il

16.67

Parerts af deal-blind children can understand and assess Ueie child's academic

achievements by working closely with educiors e create and review a personalized Learming plan
thsal includles specilic, memsarable goals wilared o ther child's unigque commmumnication amd
learming needs, They should alse actively pariicipate in regular

meelings 1o discus progres, review a portfolio of their child’s work, and observe their child's

imeractions and engagement in ihe dassraom.

1667

Parerts af dealldind children o undersand and agess their child's acedemic schievements in
inclugive classroom sHlings by collabomating with educators (o establish individualized edueation
plans [1EPs) thal incorporate Lailored

acoommodiions, such as tactile sign language o beaille, and by regulasly reviewing pragress
reparls and eommunication bogs from techers amd suppon stall. Engaging

wilh specialists, such as veachers of the visually impaived or deallblind interventionises, lurther
emables parents Lo momtor thear child”s acsdemie performance aml ensure

alignenent with developmental goals.

1667

Parerts af dealldind children con undersand and agess their child's acsdemic

achievements by collabarating closely with educational prolesionals who possess

specialized koowledge of the combined impect ol vision and hearing losses, ensuring thl
amsessnents are lailored 10 improve commumcatien, lesming, and quality of life. Additionally,
angaing functiomal and cogritive assessments, inchcling abservalioms of  bew the child navigates
the elassroomm environment, are essential o monilor progress and make necessry adjustments 1o

imtlividualized education plans within inclosive seltings.

1667
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low do parents evaluate the social develo nd peer interactions of thei
dr in inclusive education settings? HH[dpw A IF IO || B 1 I

S F HE B i g 1 | o Hl thhd & [ T = T

TYPE:TEXT. fi oui of & respandents answered this gueston. (1 weee withos daia.)

Frequency Percenlage

i I el ww CaEm g 1 T 0 S SRudiee A 9, §EYE T e
|1 14T 70 SFaEas! SaaE g 11 DaEEn T Iw 9w

1201 = T ) s e R e | T 1T 1 o B R | R = o e e T A R
e w8 5d Taaom 9F I 80 3] 9l @ SIees! i 1 g |

1 1667

I evaluare the social development amd peer inersctions of their deal-blind children by observing
their engagenenl in collaborative adivities, commumcuion atempls, and  paridcipation in groap
tasks within the classroom. They also consider fesdback [roan teschers and peers o assess (he 1 16.67
quality of relationships, inclusion in social petworks, and the child s abilay w develop reciprocal

irleraclions.,

I evaluare the social development amd peer inlersctions of my children by observing their
engagement in group activities, collabarative tasks and communication attempis, [ also use 1 16.ET
et from teachers amd peers o assess e quality of relatiorsbips and inclusion in social '

nelwarks,

Parerts of deal-ldind children can evaluate their chibd's social development and peer interactions

by actively participating in the educational team and providing invaluable

irmsd ghes imbo their child's commuenication methods, preferences, aml daily routines. This involves

olserving how their child interacts with pibers in variouns selings, asking lor specific feedback

Tromm lesachers aml specialisis, and collabortively selling aml 1 16.67
reviewing social-emational goals within the child's Individualized Education Program (IEF].

Giiven ibe commmunication challenges. a loous on non-verbal cues, shared activities, and the

quality of relationships, rtber than just e number of liends, is crecial,

Parerts of dealldind children can evaluate their child's social development amd peer inlenuciions
in inclusive education settings by observing stroctured social activities aml consulling with
educators and support “all w assess the chald s engagement, commmunication effeciveness, and
relationship-building, olien Gcilitated through adaptive sicuiegies like tactile commumication or 1 BET
amsistive lechnology. Regular

leedback rom school counselars and participation in individwalized education plan (IEF)

meelings further provide msaghts inte the chald's social progress amd inlegratsm wilhin peer

Mg,

Parerts of dealldind children evaluaie social development ard pesr interactions by closely
alserving their child's engagemenl and communication within inclusve seitings, oflen
collaborating with educators and specialisgs v interprel social coes and  behaviors uniguee (o 1 16.ET
combines| semsory impairments, They also rely on strociunsd

etk froam teachiers aml we ongoeing, individualized assesments o monilor social progress

amid foster meaninglul peer relationships

1JISRT26FEB482 Www.ijisrt.com 2220


https://doi.org/10.38124/ijisrt/26feb482
http://www.ijisrt.com/

Volume 11, Issue 2, February — 2026
ISSN No:-2456-2165

International Journal of Innovative Science and Research Technology
https://doi.org/10.38124/ijisrt/26feb482

What I 510 e parental s ol the all ¢ (A 15 I i
their en? SATLE™ AT Tl T Tl T HHIEE SPBRIEED
{dlellg [ HHIdE g o wl gl THI UHId 9" H&H Shld h
TYPE:TEXT. fi oui of & respandents answered this guestion. ({0 weee withos daia |
Value Frequency P
T T wuEE T I A o waeam g s, P eem iEer
T A W - e §Eg o) THH WHE U T G | w4 ] BT
ARl e, i e, Srude st s, T inEs s '
HEH™ 1o &)
Parertal perceptions of the overall effectivensss of inclusive education Tor thedr deal’ blind
children are infleenced by Bactors such as teacher competency, availability of assisiive
techinsdogies, and the adequacy of individualized suppor services, 1 16.67
Additorslly, the extend of social acceplance, peer inleraclion, amd ohservable acsdemic
progres signifcmtly shapes thedr evaluation of incdudve praciices
My perceptiom af the overall effedtivensss of inclosive education deperds on leacher competency,
availability of supportive resoarces, aml (he adeguacy of individualized supporl ssevices, Socal : VLT
soceplance, peer inleraclion, and abservable academic
propress also play a critical role in shaping my evalualion.
Farertal perceptions of inclusive educaiion's efleciivensss lor deal-bined children are significantly
influenced by the quality of commmunication aml collaboration between
parents amd the schoal’s educational wsam . This is underseored by Betors such as the 1 16T
availability of gualified educitors aml sappart siall, the school's ability 1w adapt the curriculum
and provide specialiced resources, and U chilids acsdemic progress,  social inclusion, aml
overall happiness within the classroom envirenment
Parertal perceptions of the effedivenss of inclosive education lar their deallalind  children are
influenced by factors such as the quality of individoalized
sccommoidations, ieacher iraining in deafllind-specilic stralegies, aml the availability of
specialized suppon services like interprelers or laelile communication aids, 1 16.67
Addbitiorslly, the degree of collaboration betwesn parents, edusions, and suppon stall, alongs de
abservable academic and socaal progress, sypnificanily shapes parems”
confidence in the inclusive eduestion enviromment for their chiled,
Parertal perceptions of the effedivenss af inclosive education for deallbdind children are
influenced by factors sich as the quality of specialized support services, Uhe
aducators” understanding of deafblindness, and the exvent of meaninglul soctal and acsdemic
inclugion their child experences. Additiomlly, cles communication between parents aed schoal 1 16.67
slalf, along with shservable progress in the child®s development and well-being, significantly
shape parental evaluations of the educational selling’s succes,
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|. What systemic barriers hinder parents’ efforts ccess quali AR cation fi T
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Syslemic barriers hindenng parents” effarts 10 aceess quality melusave education foe Uueir deal-
blind children include inadequate palicy implementation, limited availability of specialized
resourees, and a shoriage of rained teachers, Furlbenmore, socio- economic constraings amd 1 1667
i ficient coordination betwesn schools and suppon
services exacerbate these clallenges, redricting equal edicational opporunilies
Syslemic lrriers such as wesk policy implementation, lmited access w specialized resourees,
amil a shorlage of irsined teachiers hinder my effores o secare quality inclusive educaiion for my ) 184
children. Socio-econonic challenges amd insulTicien
wirdination beiween schoals and suppor services loriber limil aceess,
Sysdemic larriers that hinder parents’ eflors (o access quality inchesdve education Do their deal-
blind chilidren primarily stem from the lack of 2 comprehensive, specialized sducational
infrasructure. This includes a shoctage of qualified professionals, sach as eachers trained in deal-
blindness amd interveners, and a lack of funding for l 16.67
specialized resources and assdsdive leclmalogies which are essential For a child's commuicalion
and learning. These systemic deliciencies alten foree parents into o demanding advosaey role 1o
exvsure Lhedr chiled's rghes aned nesds ane e,
Systemic barriers hindenng parents’ effarts 1o aceess quality melusave education for Ui
dealblind children inclede lmited availability of irined edussiors praficient in
dealblind-specific pedagogies and insullicien funding lor specializsd resources, such as
amgistive technologies ar individualized support stall. Additdonally, inconsistent implementation L 16.67
of inelusive sducalion palicies and inadequate communication  betwesn sehool systems amd
parents can impede the provision of equitable sfucsiional opporiunities tilored (o te unigue
needs of dealblind students.
Parerds of dealding children face systemic barriers including a scancity of
professiomals trained in combined sensory loss and etile communication, insufficient availability
il furmling lor approgriale assistive lechnologies and adapted coreula, L 16.67
Tragmented inergency services and individualized edocion planning, and pervasgve policy gaps
amid stigma thal exclude DB nesds from mainstream inclusion framewarks.
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Fresgjuency

Fercenlage

sligma, low parental education or awareness, and fragmented or poarly
emforeed palicies (incleding inslTicent funding, lack of mandsied teaches iraining in combined
sersory boss, and weak inleragency coondination) larther shape parental
decision-making and advocucy power, reducing effective panticipation in individoalized planning

amid limmiling the implementation of inclusive pradices.

STl WS STl wRTE | AT TEar 0 sags = =i ana s o Samgt : e
T ma

BT ST T I SR AUE TRREE |

Socin-econagaic Factors sech as fnancial limitations asd lack of scces o assistive devioes,

crmbings with culiurl aititedes toward disability, significamly consirain

paremls” alsility Lo secure quality educalion Te (heir deal-blind children. Additiorsally, 1 16.67
policy -related gaps, including weak enforecement of inclusive education mandales and  irsulTicienl

Tamding, further exacerbate these practical challenges.

Socio-economic limilations, lack of assistive devices, and colieral attitudes powand  disability

constrain my ability fo ensure qualily education for my children, Palicy gaps, inclhsding weak

emforeement ol inclusive education mamdates and insellicient fumbing, exacerbabe these practical ! 1667
challenges.

Socio-ecomomic, cultural, and policy Gctors present sigmilicant practical challenges for parents of

deal-blind children, inflluencing their ability to seoure a guality education.

Bocipeconomic slalus can diclate access Lo costly specialized therapies and assistive technologies,

while culiural beliels amd stigma may lead toa lack of awareness, social isoluion, amd low

expeclations lor the child's potertial, Furbermare, inadequate ar incormsisgently implementesd 1 16.67
pubdic policies can creste systeqmic lkarriers, such asa

shartage of trained professionals amd a lack of specialized educational resourees,

compedling parents Lo assume an extensive advocacy and case management role o ensure Uheir

chilel's meeds are ol

Sacip-pconcamnic [sclors, sech as limited financial resources, reiricl sceess (o

specialized services and assistive techoologies, while coltural attiudes sowand

dizsability may inflluence parental advocacy and scceplance of inclsive educalion for their

dealblind children. Palicy-related facors including inconsistent enforcement of  incdusive 1 16.67
edlucation mandates aml varying regiomal suppart Tor disability -specilic

traindng, further exacerbate practical challenges in securing  equitable,  high-quality

evhucation ailored w the unigee needs of deafbilind swdens.

Bacio-eeonamic [aciors—sech as limited housebold mcome, high cosis of specialized  Lherapies

and assistive technologies, and wregqual geographic acoess o

mullidisciplinary services—oonstrain parenls” capacity 10 oblain Hmely dizgnosis, sostained

imlerventiong, aml inansporation o specialized schools, thereby

encacer i disparilies in educalional opporunily For thedr dealldind child, Cultural norms and 1 -
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1667

Teaching methods perceived as mosl effeciive lor enhancing the learming experiences ol deal-

blind chiklren in inclusive classrooms inelude individualized insruction,

mullisensory approaches, amd (he use of tactile commumciion sirtegies.  Addidonmlly, 1
collabarative teaching and the imegration of assistive technelogies are considersd esseniial lor

promting active engagemenl and mesminglal learming.

1667

| considler individualized insinaction, muliisensary approsaches, and sclile communicalion

siralegies as the mos elective tseching methads for enbancing my

children®s learning experiences. 1 alse view collabarative tesching and the inlegration of assistive 1
techinedogies as essential for promoting active engagement and meaninglul leaming,

1667

aends ol deal-blind children perceive muolli-sensory, bands-om leaching methods as most elfective

in enhancing their children's learming experiences in indusive

classroams, These methods, which aften ineorporate langible objects, tdile symbals, aned real-life

experiences, ane crucial for making alsimact concepls accessible and meaningul. The use of a 1
specialized intervenor Lo Geililse communicalion and

provide one-on-one suppon is also seen asa highly efective praciice, allowing the child w fully

enpgape wilh the curriculum and their peers.

1667

Tesching methods perceived as most effective far enbancing the leaming experiences of

deafblind children in inclusive clasmooms inchde mulissnsory approaches, such as adile sign

Tamguage and braille insruction, combined with individoalized accommodations ailored (o the

chile™s umague sersory and commumcatnn needs. 1
Callaborative stralegies, including co-teaching with dealllind specialisis and the integrtion of

amsislive techmodogies, farber promote engagement and academic saeoss by fodering sccessible

and inclusive leaming environmenls

1667

Sultimendal, actile-centered pedagogies—inclsding lactile signing, oljec-based  leaming,
hands-on manipalatives, and rchly scalTolded sensory experiences— coambine] with
irmlividualized imstruciion plans amd assdstive lechnologies (eg., braille displays, haplic devices)
are perceived as most elfective lor enabling access 1o curioulum and commuonicative inleraction
Tar deaMlind children in inchisive

clasarsnms.,

1667
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TYPE: TEXT. Gaut of i respondents answened this question. ((F were withou data)
Value Frequency Percenlage
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Farenls perceive thal comprebensive sappart servioes, including specialized lchers
inderpreters, amd access o aaistive technologies, are essemial o ensure the sesdemic sieoess of
Abeir desal-blirel chibdren They also emphasize e need for counseling, peer suppar programs, 1 1667
amull family training 1o promnote social indusion and  holigic development.
| perceive that comprehensive supporl services, including specialized teachers, inlerpreders, and
soeess 10 assislive technodogies, are crocial for ensuring my : LG
children’s acudemic sueeess. | also emphasaze the need for counseling, peer supporl programs, arsd
Family raining 1o fosier social inclesion and halistic devel opaent,
Parents of deal“Wind children perceive thal comprehensive suppor services are essential for their
children's academic and social success, with a strong emphasis on
intervenor services | o facililate commurnication and access (o the cuerticulum, They alse 1 E.ET
highlight the eritical need lor specialized, angoing iraining lor educators and a
brvsad ramge ol related services, including speech and occupatioml therapy, 10 address the uriqus
dlevelopmental nesds of deal-blind children.
Parents of dealldind chilidren percedive the need lor comprehensive suppart services, including
scess 10 Lrained deallding specialists, tadile interpreters, and assstive lechnologies like braille
dsplays ar communseation devioes, o ensune their chald™s academic and social success in
inclusive setings. Additienally, ey emphasize the impartance of angoing leacher Irzining, 1 16.ET
individualized education plans [1EPs), aml
robual Eamily-school collabaration to address the unigue sensory aml communication nesds of their
child elTectively.
Parents emphasies the necessily of counseling services woaddres the emotional aml psychalogical
needs ol children. Such services loster sell-confidence, sell-esteem, and social adjustment, herely 1 16.67
comtriluting to their overall sucoes,
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What is the nature and quality of communication and collaboration between parents and teachers
Idressing the educational needs of DB children in inclusive classrooms?
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The maature ard guality of communication and collaborlion between parents aml teachiers in

atlidressing the educational needs of deal-blind children are largely detenmined by e fequency,

clarity, and mulual responsiveness of inberactions. 1 16.67
Effective parinerships are charactedzed by shared decision-making, regular progress updates. amd

a collaborative approach o implementing individoalized education plans.

[ assess the natere and quality of comumcuion amd collaboration with leachers based onthe
Trequency, clarly, and responsivenss of our interactions. Elfective : VLT
partnerships foe me involve shaned decision-making, regular progress updates and  collaborative '

implementation of indivicdsalized educion plans.

The nature amd gquality of commmunication and collabocation between parents arml teachers

regarcling ceal-bind children's educational peeds are allen charselerised by a bhigh degree of

imentionality aml imBvidualized ellorl This collaborative parinesship s crucial and relies an i 66T
comsdstent, wuld-moedal communication W ensure thal (he child's unigpue leaming needs, ’
communication medbods, and daily progress are elTectively

stared and addressesd across both home and school envirmonments

The matwre and guality of communication aml eollabaration between parents and techers

of dlealldingd children in inchsive classooms ane ofien characlerized by

regular, groclured infermcions theough individualized educstion plan (IEP} mestings anc

progress updates, (ostermg nutual understanding of the child™s unigue sensory and leaming : VLT
nepeds. However, the effectivensis ol (his collaboration s vary due o '
Factors sach as teachers” raining in dealbliod -specific sirtegies and the availability of comsisent,

acoessd e commundcatian chancels, which are eritdcal for wldressang the chald™s edecational needs

successlally.

Parerts from law-income backgrounds experience diffieulties in mainiaining regula
comtael with schionds due lo limittiens in tme, ramporiaion, and Goancial resources, Socal 1 16.67
sligma and negalive allitsdes toward disabilily further discourage parents from engaging in apen '

disrussion wilh teachers.
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1 16.67

Parents face challenges such a5 limited swarenes of eductional policies. commumcation
barriers, and insaflicient apporunities for meaningful invelvement when participating in
planning and decision-making for their deal-blind children. Additionally. instintional
caonsrains and a lack of cullural sensitivity in schoals often hinder collaborstive engagement in

intlusive elucation sellings.

1 16.67

I face challenges such as limited awareness ol educational policies, commundication  lsarriers,
amid insulficient opportunities for meaningful imvalversent when participating in planning and
decision-making processes, Institnlional constrainis and a lack of

cullaral sensdlivity in schaals forber impede my active smgagemenl.

1 1667

Parerts of deal blind children lvee signilican challenges in educational planning due wooa lack
ol specialized koowledpge among school stall reganding deal-blindness and eTective
commrmmnication strategies This disperity in expertise ollen leaves parenis feeling unbeand amed
urilervatlsed as Uhe primary experts on thedr child's undgue needs,

hindering their abilily to mesaning fully contribude (o the develapment of a traly inclusive aml
ellective Individualized Edocation Program ([EF}.

1 1667

Parends of dealldind chilidren face challenges in actively panicipating in educational plamming and
decision-making processes cue Lo limited access o specialized

kowawledge aboual deallblindness among school sl and insalficient traindng on inclusive
practices, which can hinder elTective communication and collaboration.  Additionally, systemic
barrers such as buresueratic delays, inconsistent policy implementation, and a lack of

aropssible resources ar interpreters oflen resirio

parenis’ ability b advocate elTectively Do U chald s tailared educationsl needs in inclusive

schoal sellings.

1 16.67

Although Mepals inclusive educatien policses, such as the Rights of Persons with Disabiliies Act
(20171, proanole parental nvolvernent, their implememsation remaing  weak. Schoals lack |
guidelines and mechanisms to foster pareni—teacher

allaboration. Limiled coondination amoeng the Mindstry of Education, local  governmenis, aml
Uhganizdions af Persons with Dsabilities (OPDs) funher restrcis the inclusion of parents in
edlucational decision-making proossses. Many panents,

particularly those foom low-income families, are preocoapied with livelihood acivities aml
meeling basic nesds, leaving them with liwle e (o panticipate aclively in schoal planming.
Additiomally, the care respomsibilities and specific nesds of children with deal™ blindmess

clemaned extra time and energy from parents, which funther constrdng their engagement in

edlucational planning.

1 16.67
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Uppartunities for promoting my elfective imvalvement include structered parent - (escher

mieelings, workshops on specialized insgrectional stralegies, aml iining  programs on assistive

technodogies. 1 also alilize callaborative platforms soch as school commiltess and advocacy 2 33.33
nepworks o contrifuee actively 1o edoucitional planming amd policy implemeniation
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Olpporunities 1o promaote eTective parental invalverment in the inclusive educsiion of desafl-

blind chillren inchede Strocured parent-leacher mestings, woarkshops on
specialized instnedional strategies, and imining prograns on assistive lechnologies, Moreover,

1 16.67
callaborative plalforms, such a5 school commitbees and advocscy melworks, emble parents 1o
actively comrilute 1o edecationsl planning and policy  implemeniaiion.
To promote efleclive parental mvolvemsent, schoals and spparl petworks showld
creale sructured opporlumilies for parents i become key members of the afucaiional eam
This can b achieved through regular, well -Gacililais] meetings where 1 16.6T

parenls ane reued a5 expen pariners on LUheir chills eaigque needs, as well as by
providing accessi ke training on educational sirategies aml advocacy skills specifically ailored o
dleal-blindress.

IT'i am Parents of Dueal’ Blind Children What oppartunilies are available o promobe  eflecdive
parental invedvermenl inibe inclusive education of iheir DB children Toe my  Child? Answer in 1 16.6T
2 Bentence Academic Style
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