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ABSTRACT

The primary aim of this paper was the assessment of the Perception of teachers and parents towards the competences of learners with physical disabilities in public primary schools in Rwanda. This paper were supported by the Vygotsky’s social constructivism theory and Using a descriptive research design, the study focused on a population of 1,055 individuals, comprising 270 teachers, 450 learners, 270 parents, 20 education staffs and 45 head teachers, with a sample size of 290 respondents: 124 students, 74 teachers, 74 leaners with disabilities, 6 education staff and 12 head teachers. Teachers chosen by a basic random selection method and 14 headmasters chosen via a purposive sampling strategy. While interview guides were used to get primary data from headmasters, questionnaires were used to collect primary data from instructors. Given their lack of confidence in reading, writing, and communication, as well as their struggles with self-care and social integration, the study underlines the pressing need for improved resources, specialized training, and assistive technologies. Inclusive education resources and the skills obtained by these students showed a substantial positive association (R = 0.803), suggesting that more availability and quality of resources greatly improve abilities (p = 0.000).Regression analysis indicated that inclusive education resources accounted for 64.5% of the variance in competencies, so supporting the need for schools to invest in sufficient educational tools and infrastructure to assist the development of essential skills among students with disabilities. With an eye toward resource use, training, and policy execution, the study advised improving inclusive education via cooperation among students, parents, instructors, school leaders, and educational officials.
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I. INTRODUCTION
[bookmark: _Hlk144023811]People who are physically impaired are classified in most marginalized group in the worldwide; they are more risk with poor healthy outcome, low levels of education performance, poorly and economically participations and high poverty rate than other people without any other kind of disability in the world and Around 15% of people in the world survive with different categories of disabilities, this is about 1 billion people of whom 4% experience significant difficulties in functioning, whereby 80 % of these are living in developing countries (UNESCO, 2020)
In Spain, the world conference took place in Salamanca, Spain June 1994 declared access and quality education where Special Needs Education was the major impetus for inclusive education. More than 300 participants representing 92 governments and 25 international organizations considered the fundamental policy shifts required to promote the approach of inclusive education of enabling schools to serve all children with disabilities. During this Conference of Salamanca, the participants confirmed that inclusive education as a process of strengthening the capacity of the education system to reach out all learners and can thus be understood as a key to achieving EFA. As an overall principle, it should guide all education policies and practices, starting from the fact that education is a basic human right (UNESCO, 1994).
In Africa, every child deserves to receive quality education and education is a fundamental human right and a social good (UN, 2006). According to Disability Africa report of 2017, overwhelming majority of children with disabilities in Africa are being deprived of access to quality education. Children with disabilities are present in the classroom but still be bullied, be ignored and be excluded from learning. Furthermore, the Disability Africa report (2018), explains that whilst a certain amount of excellent inclusive education practice occurs, vast majority of children with disabilities who are lucky to attend school have miserable time. They are not accessing anything close to the best possible educational experience. 
According to Creemers (2013), some learners with disabilities have difficulty reading textbooks and other learning materials. A learner, for example, who is blind is not able to read a book. A learner who is physical challenged may not be able to hold a book. The same study further reported that to succeed in school, these learners need access to specialised learning instructional materials. Inclusive education is a global movement that aims to provide quality education for all learners, including those with disabilities. It recognizes the right of every child, regardless of their abilities, to access and participate in mainstream educational settings (UNDP,2015).
In Rwanda, the government has been committed to creating an inclusive education system, reflected in policies like the Inclusive Education Policy (2008) and the Special Needs and Inclusive Education Policy (2012). These policies emphasize the importance of providing appropriate school infrastructures to ensure a conducive learning environment for learners with physical disabilities.It has established various policies and initiatives to create an inclusive education system that accommodates the diverse needs of learners, including those with physical disabilities and the establishing of inclusive education units within public schools, the training of teachers in inclusive pedagogy, and the provision of assistive devices and learning materials (Iyamuremye,2013).
A key aspect of inclusive school infrastructures is physical accessibility and availlability. This includes features such as ramps, elevators, and wide corridors, enabling learners with mobility impairments to navigate the school premises independently. Research by UNESCO (2007) shows that physically accessible infrastructures enhance students' self-esteem, promote inclusivity, and foster a sense of belonging among students with physical disabilities.
Inclusive education resources encompass a wide range of supports and interventions designed to meet the specific needs of learners with physical disabilities. These resources may include accessible teaching and learning materials, assistive technologies, specialized equipment, teacher training programs, and support services provided by inclusive educationprofessionals (Salend & Duhaney,2019). The availability, adequacy, and utilization of these resources play a role in enhancing the competences of learners with physical disabilities, fostering their academic, social, and emotional development. Competences needed for learners with physical disability include Literacy, numeracy, ICT; entrepreneurship and business development, science and technology, critical thinking, creativity and innovation, research and problem-solving, communication, co-operation, interpersonal management and life skills, lifelong learning (Mineduc,2015).
[bookmark: _Hlk164322946]learners with physical disability face some barriers in school environment that affect their social, psychological and academic spheres that may likely affect their academic performance at school. Some of these barriers are related to inadequate infrastructure, lack of teachers’ knowledge and lack of parents’ facilitation and Learners with physical disabilities are increasingly integrated into mainstream classrooms and school setting and inclusive educations resources have a range of supports, including specialized accessible classrooms, accessible playgrounds, instructional materials, assistive technologies, teacher training programs, and adapted curriculum materials designed to meet the diverse needs of learners with physical disabilities (Florian & Black-Hawkins, 2021). 
Assessing the impact of inclusive education resources on competences developed by learners with physical disabilities is essential for identifying effective strategies and interventions to optimize their educational outcomes (Forlin, 2020). Assessing the relationship between the availability, accessibility, and utilization of inclusive education resources and the acquisition of competences such as self-advocacy, mobility skills, academic proficiency, and social integration, researchers provide valuable insights into best practices for promoting inclusive education in primary schools (Avramidis & Norwich, 2022). However, the extent to which these inclusive education resources effectively facilitate the development of key competences among students with physical disabilities remains underexplored.
[bookmark: _Toc140834631][bookmark: _Toc193128785]1.1 Problem Statement
Inclusive education is a crucial aspect of promoting equitable access to quality education for learners with disabilities in public primary schools. In Rwanda, the core mission of the Ministry of education is to transform Rwandan citizens into the skilled human capital of socio-economic development of the country, by ensuring equitable access to quality education and training, focusing on combating illiteracy, promoting of science and technology, critical thinking, and positive values and the report of World Health Organization (WHO, 2011) showed that there was an average of 15% of disabled persons that this mission could not be fully achieved if they were not considered (ESSP III, 2018).
Rwanda has demonstrated a commitment to inclusive education by implementing policies and strategies that emphasize the inclusion of learners with disabilities. However, basic education schools in Rwanda tend to be inclusive schools that they are expected to welcome all students without any compromises. Even though the stakeholders in education designed many inclusive education practices of leading learning of students equally and equitably, the capacity of schools to receive the enrollments of students with special education needs such as those with disabilities, learning difficulties, is still limited due to that these schools experience lack of the ability to accommodate learners for different categories such as students with disabilities, students with learning difficulties, slow learners, gifted learners and other with different impairments because basic schools do not have basic requirements to include them in general basic education. Some schools lack braille machines, white canes, wheelchairs, experienced and trained teachers to facilitate students with disability. Therefore, some students with visual impairment lack braille machine, lack of hearing machine for those with hearing impairment, lack of wheelchairs for those with physical disabilities, lack of modern toilet for disabled people, poor paths well paved for physically disabled wheelchair users, some families are too poor to send their children to schools where schools are located in remote areas, some parents mindsets who think that investing in disabled children is wastage, they tend to send normal (non-disabled) children to school rather than disabled ones, school leaders who are still unskilled on inclusive school management, planning and leadership, which become helpless to students with special education needs to learn effectively and competently. 
In Rwanda, the advancement of inclusive education has led to the allocation of resources aimed at enhancing the educational experiences of learners with physical disabilities in public primary schools. While this commitment reflects a significant stride towards equitable education, a critical challenge persists in understanding the true impact of these resources on the development of competences among students with disabilities (MINEDUC, 2018).There are competences developed with learners with physical disabilities such as developed critical thinking and problem solving, Basic competences, Improved ICT literacy, improved literacy learning, improved lifelong learning, Developed multiple intelligences, developed psychomotor learning, Increased research and innovation, as well, problem solving and cooperation.
Rwanda education system tend to be inclusive and many stakeholders in education designed many inclusive education practices of leading learning of students equally and equitably, the capacity of schools to receive the enrollments of students with special education needs Public primary schools have challenges like accessible classrooms and playgrounds, instructional materials, assistive technologies, teacher training programs, and adapted curriculum materials, lack of wheelchairs for those with physical disabilities, lack of modern to toilet for disabled people, poor paths well paved for physically disabled, accessible playgrounds. Despite efforts made by the Government of Rwandain the provision of accessible infrastructure, specialized teaching materials, teacher training, financial investments, teaching aids, and teacher training initiatives, with aims to create an inclusive learning environment and the researcher minded  if there were a relationship between of the competences developed by learners with physical disabilities and inclusive education resources provided in the public primary schools and decided to carry out a research on the assessment of impact of inclusive education resources  on the competences developed by learners with physical disabilities in public primary schools, a case of Bugesera district, Rwanda.
[bookmark: _Toc140834632][bookmark: _Toc193128786]1.2 Research objective
[bookmark: _Hlk164326544]The objective of this paper is to analyze the extent at which teachers and parents have on the competences of learners with physical disabilities in public primary schools in Rwanda.
1.3  Research question 
To what extent at which teachers and parents have on the competences of learners with disabilities in public primary schools in Rwanda?


II. LITERATURE REVIEW
[bookmark: _Toc193128797]2.1 Theoretical framework
[bookmark: _Toc140834653]The theoretical framework in research is essential because it was the lens through which the researcher evaluates the problems under investigation. This research adopted Piaget's (1970) cognitive constructivism and Vygotsky's (1978) social constructivism theories as revised and recapitulated by Powell and Kalina (2009). According to Piaget's Theory (1970), in cognitive constructivism theory, children are born with or acquire knowledge after birth. The theory indicates that children acquire new knowledge and skills by integrating teaching and learning materials. 
According to Piaget (1970), when children are exposed to learning materials, they construct new things and become more creative and innovative. Therefore, Vigotsky's social constructivism theory (1978) highlights that individuals engaging in collaboration through discussion, interpersonal interactions, and reciprocal teaching enhance effective learning. These two theories confirm cognitive/knowledge results from mental construction and learning are affected by the context in which an idea is taught and the student's attitudes, social influences and beliefs. The two forms of constructivism highlight that learner increases their knowledge by constructing new skills. Therefore, in inclusive education, students get the required knowledge if all students actively engage in learning, and teachers dynamically facilitate learners, focusing on individual differences by providing adequate knowledge using teaching and learning instructional media.
Based on the theory of the Zone of Proximal Development (Vygotsky, 1978), the argument is that cooperative learning between a less skilled child and a more skilled peer can assist the former in developing problem-solving strategies and advancing cognitively. This means that interaction opportunities offered by inclusive education are cognitively beneficial for students with disabilities, with no collateral damage to the academic development of their typically developing classmates.
.
Environment

Personal Experience


[bookmark: _Toc369625645][bookmark: _Toc369626108]
[bookmark: _Toc432603389][bookmark: _Toc434414318][bookmark: _Toc432605786][bookmark: _Toc434420334][bookmark: _Toc432601777][bookmark: _Toc179298979][bookmark: _Toc394739285][bookmark: _Toc414181421][bookmark: _Toc414183919][bookmark: _Toc414182536][bookmark: _Toc414182865][bookmark: _Toc388694139][bookmark: _Toc394684754][bookmark: _Toc394751679][bookmark: _Toc394683599][bookmark: _Toc414184202]Figure 1- Vygotsky’s social constructivism theory
[bookmark: _Toc432605787][bookmark: _Toc432601778][bookmark: _Toc432603390][bookmark: _Toc434420335][bookmark: _Toc434414319]Source: Adopted from Powell and Kalina (2009).
[bookmark: _Toc71843306][bookmark: _Toc98052128]The illustration in Figure 1 explains how a person internalizes culture and the general environment in which learning and teaching occur. On the one hand, the theory stresses the need to use the social environment to improve knowledge, learning, motivation and instruction styles. According to Vygotsky's theory, complex learning environments, social negotiations, respect for multiple opinions, student ownership of learning, and common ground for knowledge construction are essential factors in a learning environment. The aspects of the theory are reflected in and inform the different teaching methods such as active learning, inquiry learning, discovery learning, collaborative learning, and problem-based learning with competences. The teaching methodologies used in schools and colleges could also base their teaching and learning approaches on these theories. 
On the other hand, social constructivism Theory also encourages play-based learning, as Vygotsky (1978) affirms; play benefits many aspects of children's development. Children's Play Intervention Service (2002) confirms those benefits. It adds that when a child masters such physical and communication skills, play-based activities and social competences are seen to develop. According to Piaget (1970), play is vital for a child's early identity. 
Moreover, play is paramount for developing self-regulation, which helps children learn to control their emotions and actions (Berk et al., 2016), communicate feelings and develop coping mechanisms because of affective and intellectual challenges (Fearn & Howard, 2012). Disability is not an inherent characteristic of an individual but rather a result of societal barriers. Inclusive education practices strive to remove these barriers, enabling learners with disabilities to participate and demonstrate their competence fully. This framework emphasizes the importance of providing disabled learners with the necessary support and resources to foster their abilities. By recognizing the dynamic interaction between learners with disabilities and their surroundings, educational interventions can be better tailored to enhance their competence.
2.2 Emprical literature
[bookmark: _Toc193128798][bookmark: _Toc193128799]2.2.1Teachers views towards the competences of learners with disabilities
Some instructors have good opinions about the skills of disabled children. They acknowledge the specific skills and potential of these kids, and they think that with the necessary assistance and adjustments, these learners can achieve their educational goals. According to Avramidis, Bayliss, and Burden (2020), teachers with these optimistic views often have greater expectations for their disabled pupils, which may help to improve their performance. Conversely, certain instructors could see the abilities of disabled students unfavourably. These views might be based on misunderstandings, ignorance about various disabilities, or little contact with disabled kids. Such unfavorable attitudes could result in less chances and fewer expectations for children with impairments to access a demanding curriculum. Mitchell's (2015) study shows that kids with impairments suffer academically and socially from these negative attitudes. Moreover, certain instructors have divided or ambiguous perspectives. While they might see the possibilities of kids with disabilities, they might feel unready or overrun by the various requirements of these children. These educators sometimes require support to strike a balance between reasonable demands and the pragmatic difficulties involved in fulfilling those expectations. Researches such as Avramidis et al. (2017) demonstrate that teachers' views could be shaped by their training, professional growth, and availability of resources and support tools. 
Teachers' attitudes towards disabled kids can greatly affect the education these children get. Students with disabilities are more likely to get the required help and accommodations when teachers have good attitudes and high expectations, hence improving their academic and social results. Negative attitudes from teachers, on the other hand, can lead to marginalization, poorer academic performance, and lower self-esteem for disabled kids (Mitchell, 2015). Studies highlighting the importance of teacher expectations help to highlight even more the influence of teachers' opinions on disabled children. Often, pupils rise to meet the expectations their teachers set for them, according to the Pygmalion effect, sometimes called the self-fulfilling prophesy. Students with impairments are more likely to succeed academically and socially when teachers believe in their talents (Jussim & Harber, 2015). 
Teacher attitudes are not separate from the larger school culture and educational practices. Teachers' attitudes can be shaped by organisational elements including the school's dedication to inclusion and the accessibility of resources and training. Schools giving required help and inclusive education top priority are more likely to have teachers who regard children with impairments positively (Forlin, 2012). 
Professional development and training courses can be quite important in helping to change teacher attitudes.Loreman, Deppeler, and Harvey's (2015) study emphasizes that practical training alters teacher attitudes toward inclusion and fosters favorable opinions. Furthermore, encouraging a school culture that respects diversity and supports inclusive behaviors can significantly influence teacher views over time (Forlin, 2012). Ranging from favorable opinions that acknowledge individual potential to negative perceptions based on misunderstandings, teachers' views on the skills of students with impairments are complex. Students with disabilities' educational experiences and results are greatly influenced by these views. Ensuring that all students, regardless of their ability, may attain their full potential depends on addressing and enhancing teacher attitudes via professional development, training, and building inclusive educational settings.
2.2.2 Parents views towards competences of learners with disabilities

Understanding the whole support system for students with disabilities depends on parents' attitudes about the skills of those with disabilities. The educational experiences, self-esteem, and general well-being of their children with impairments are all greatly influenced by parents' perspectives. Drawing on results from current research, we examined the many attitudes and points of view parents could have in this thorough conversation. Many parents have good opinions on the abilities of their disabled children. With the right help and adjustments, they think their kids can reach their academic objectives. Dunst, Trivette, and Hamby's (2017) study indicates that parents who have good attitudes tend to expect more from their disabled children. The intricacy of raising a kid with impairments causes some parents to struggle and feel frustrated. Among these difficulties are negotiating the school system, fighting for suitable accommodations, and confronting societal obstacles. Many parents experience great stress and emotional turmoil to make sure their kids get a good education (Giallo et al., 2013). Parents' opinions differ greatly depending on the kind and degree of their child's handicap. For instance, parents of children with intellectual disabilities view things differently than those with children on the autistic spectrum. Parents' opinions are shaped by the available resources and help (Olsson & Hwang, 2016). Their well-being is greatly influenced by the attitudes and viewpoints of parents. The difficulties of parenting a kid with impairments have a major impact on parental stress and mental health. Hayes and Watson's (2013) study emphasizes the requirement of thorough support systems to handle parental well being. Many parents of disabled children have turned into passionate supporters of inclusive education and improved services.To enhance their children's educational experiences and prospects, they actively interact with schools, advocacy groups, and legislators (Hehir, 2012).Many times, parents look for help from other parents of disabled kids. This peer support can be quite helpful for parents negotiating the difficulties they encounter and for fostering good attitudes and plans for the achievement of their children (Dababnah et al., 2017). Parents' perspectives are greatly shaped by cultural and social elements. 
Different cultural points of view on disability can affect parents' opinions about the abilities and possibilities of their children (Brown et al., 2018). Parents' views of the possibilities open to their children might also be influenced by society attitudes and inclusiveness. One should take into account the emotional toll on parents. Many parents feel a combination of optimism, will, and sometimes sadness and worry. Povee and Roberts's (2017) study emphasizes the need of handling the emotional side of raising a kid with disability. Parents' opinions are shaped by access to knowledge and good contact with experts and schools. Parents' views on their children's abilities grow more favorable when they are well-informed and engaged in decision-making (Odom et al., 2017). 

III. Research Methodology
3.1 Research Design 
This study adopted descriptive and correctional designs. A descriptive study design is analytically adopted and attempts to explain conditions through ideas and experiences related to the research areas and study conceptualization (Omari, 2017). The descriptive design helped the researcher to analyze data quantitatively and qualitatively while the correlational design helped the researcher to establish the relationship between the competences of learners with physical disabilities and inclusive education resources in public primary schools in Rwanda.
3.2 Data collection techiniques
This paper integrated qualitative and quantitative methods  in the data collections related to the research objectives. Data collection were done by using questionnaire and interviews guide as data collections materials. Questionnaire were composed with closed-ended questionnaires to collect data , and the interviews were composed of open questions related to the study , classroom observations (Zohrabi, 2015)..The questionnaire was designed for teachers, learners’ with physical disabilities, and parents, while the interview guide was designed for headteachers and official educational staff from Bugesera district, Rwanda.  The Researcher discussed the procedure and ethical considerations with the respondents. The date for data collection and returning questionnaires was discussed with respondents and researchers. All questionnaire and interview items was provided as a checklist to rate the competences of learners with physical disabilities. The respondents with reading and writing difficulties was identified and provided with convenient questionnaires regarding their physical disabilities or difficulties. The Researcher collected the questionnaire from all respondents with physical disabilities, while researcher managed the interview guide from Bugesera district, Rwanda.

3.3 Taraget population and sample size 

This study was done in Rwanda specifically in eastern province , Bugesera District. Rwanda is located in East Africa, to the east of the Democratic Republic of the Congo, at the co-ordinates 2°00′S 30°0′E and with an area of 26,338 square kilometres. This paper adopted The pragmatism paradigm for assessing the perceptions of teachers and parents on the competence of learners with physical disabilities in primary schools in Bugesera district, Rwanda. The quantitative and qualitative methods were used, where quantitatively, researchers collected data on competences developed by learners with physical disabilities, and academic performance. The participants for this study were teachers, Learners with physical disabilities, parents, Education official staff and head teachers. All participants were 1055 in total including 27 teachers, 450Learners with physical disabilities, 270 Parents (having learners with physical disabilities), 20Education official staff and 45 head teachers.
[bookmark: _Toc67616776]Yamane (2013) is credited with an identical formula which used to determine the same sample size 
[image: ]  where n represent sample size 
N represent target population of the study, e is the expected degree of precisions where e=1-P and P is 0.95 then e=1-0.95, e=0.05
If N is 1055
n was
[image: ]
[bookmark: _Toc191290901][bookmark: _Toc191295945]Table 1 Targeted population from Bugesera district, Rwanda.
	Respondents 
	Population 
	Sample size
	Sampling techniques

	Teachers 
	270
	74
	Purposive sampling

	Learners with physical disabilities
	450
	124
	Simple random sampling

	Parents having learners with physical disability
	270
	74
	Purposive sampling

	Education official staff
	20
	6
	Purposive sampling

	Headteachers
	45
	12
	Purposive sampling

	Total 
	1055
	290
	100


Researcher, 2025


3.4 Data Analysis Techniques

The Researcher distributed the hard copies of questionnaires to the teachers, students and parents, while the interview guide was given to education officials and Headteachers during data collection; all data collection instruments was managed and arranged based about the research objectives for the easiest way of data analysis and interpretations. Quantitative data were analyses and presented in the form of descriptive statistics as percentages, frequencies standard deviation and correlation coefficients, ANOVAs, Model summary as regression model to ensure the roles of educational resources and competences developed by learners with physical disabilities. The researcher used the thematic analysis during qualitative data analysis by identifying, analyzing, and reporting patterns or themes within qualitative data where Researchers systematically coded the data, grouping similar ideas or concepts together to identify overarching themes.
IV. Findings and discussions 
4.1 demographic characteristics of respondents 
The following table indicated demographic characteristic of respondents including teachers, learners with physical disabilities and parents. Findings are shown in the table 2,3, 4
[bookmark: _Toc193128960]Table 2 Demographic characteristics of teachers 
	Respondents
	Frequency
	Percent

	Gender
	Female
	28
	37.8

	
	Male
	46
	62.2

	
	Total
	74
	100.0

	Age
	20-25 Years
	25
	33.8

	
	25-30 Years
	34
	45.9

	
	35-40Years
	5
	6.8

	
	41Years and above
	10
	13.5

	
	Total
	74
	100.0

	Education
	Secondary education
	60
	81.1

	
	Diploma
	4
	5.4

	
	Bachelor degree of Education
	6
	8.1

	
	Qualified teaching for special education
	4
	5.4

	
	Total
	74
	100.0

	Working experience
	0-3Years
	5
	6.8

	
	4-7 Years
	48
	64.9

	
	8-11Years
	9
	12.2

	
	12-15Years
	7
	9.5

	
	16 years and above
	5
	6.8

	
	Total
	74
	100.0


Source: (Primary Data, 2025)
Table 2 reveals that 62.2% of the teachers are male, whereas 37.8% are female. This indicates that male educators are predominant in the realm of inclusive education within public primary schools. The composition of gender may affect the utilization of inclusive education resources and the support extended to learners with physical disabilities. A significant portion of educators, specifically 79.7%, falls within the age range of 20 to 30 years. Notably, 45.9% are categorized in the 25–30 age group, while 33.8% are in the 20–25 age range. A notable percentage of educators (81.1%) possess secondary education qualifications, whereas 5.4% hold a diploma, 8.1% have earned a Bachelor's degree in Education, and another 5.4% are specifically trained in special education. 

 
[bookmark: _Toc193128961]Table 3 Demographic characteristics of Students 
	Respondents
	Frequency
	Percent

	Gender
	Female
	50
	40.3

	
	Male
	74
	59.7

	
	Total
	124
	100.0

	Age
	10-13Years
	82
	61.1

	
	14-16Years
	37
	29.8

	
	17-19Years
	5
	4.1

	
	Total
	124
	100.0

	Type of Disability
	Hearing Impairments
	15
	12.1

	
	Mobility Impairments
	13
	10.5

	
	Orthopedic Disabilities
	27
	21.8

	
	Sensory Disabilities
	25
	20.2

	
	Speech and Language Disabilities
	16
	12.9

	
	Visual Impairments
	28
	22.6

	
	Total
	124
	100.0


Source: (Primary Data, 2025)
Table 3 presents the distribution of gender. Data shows that 59.7% of the students are male, whereas 40.3% are female. The age distribution indicates that 61.1% of students are within the 10–13-year age bracket, 29.8% are aged 14–16 years, and 4.1% are aged 17–19 years. The data regarding the types of disabilities among students indicates a varied spectrum of needs. Visual impairments constitute the most prevalent disabilities at 22.6%, followed by orthopedic disabilities at 21.8%. Sensory disabilities account for 20.2%, while speech and language disabilities represent 12.9%. Hearing impairments and mobility impairments are noted at 12.1% and 10.5%, respectively. The findings correspond with the standard age distribution observed in Rwandan primary schools, where most students are typically aged between 10 and 13 years.
[bookmark: _Toc193128962]Table 4 Demographic characteristics of Parents
	Respondents
	Frequency
	Percent

	Gender
	Female
	30
	40.5

	
	Male
	44
	59.5

	
	Total
	74
	100.0

	Age
	36-40Years
	2
	2.7

	
	41-45Years
	33
	44.6

	
	46Years and above
	39
	52.7

	
	Total
	74
	100.0

	Education qualification
	Secondary education
	11
	14.9

	
	Diploma
	15
	20.3

	
	Bachelor degree of education
	35
	47.3

	
	Postgraduate Degree
	13
	17.6

	
	Total
	11
	100.0


Source: (Primary Data, 2025)
The data indicate that the majority of respondents are male (59.5%), while females constitute 40.5% of the total sample. The findings show that a majority of parents (52.7%) are aged 46 years and above, while 44.6% are between 41 and 45 years. Only a small proportion (2.7%) falls within the 36-40 years age bracket.  Regarding educational background, the majority of parents (47.3%) hold a Bachelor’s degree in education
[bookmark: _Toc193128830]4.2 Extent of Teachers perceptions on Competencies of Learners with Physical Disabilities in Rwandan Public Primary Schools
Table 5 presents the findings regarding teachers' perceptions of the degree of influence they have on the competencies of learners with physical disabilities in Rwandan public primary schools.
[bookmark: _Toc193128964]Table 5 Teachers’ Views on Extent of Teacher Influence on Competencies of Learners with Physical Disabilities in Rwandan Public Primary Schools

	Statements
	SA

	A

	N

	D

	SD

	Mean
	Std

	
	Freq
	%
	Freq
	%
	Freq
	%
	Freq
	%
	Freq
	%
	
	

	I use more teaching methods to accommodate the individual learning needs of students with physical disabilities 
	6
	8.7
	28
	37.8
	13
	17.6
	24
	32.2
	3
	4.1
	2.8
	1.0

	I am trained on inclusive education practices .
	18
	24.3
	34
	45.9
	7
	9.5
	12
	16.2
	3
	4.1
	2.2
	1.1

	I collaborate with parents or guardians of students with physical disabilities to ensure continuity of support between home and school.
	15
	20.3
	50
	67.6
	2
	2.7
	2
	2.7
	7
	9.5
	2.0
	0.7

	I collaborate with school administration to ensure that the physical infrastructure of the school is accessible to students with physical disabilities .
	22
	29.7
	39
	52.7
	4
	5.4
	0
	0.0
	9
	12.2
	2.3
	0.9

	I encourage students with physical disabilities to set and work towards academic and personal goals.
	3
	4.1
	55
	74.3
	4
	5.4
	0
	0.0
	12
	16.2
	2.3
	1.0

	I ensure that students with physical disabilities have equal access to educational resources and materials.
	7
	9.5
	24
	32.4
	13
	17.6
	0
	0.0
	30
	40.5
	2.8
	1.0

	I create more teaching materials to help learners with physical disabilities.
	15
	20.3
	43
	58.1
	2
	2.7
	0
	0.0
	14
	18.9
	2.6
	0.9






















Source: Primary Data, 2025
he data indicates that 34 teachers, representing 46.5%, acknowledged utilizing diverse teaching methods to meet the unique learning requirements of students with physical disabilities. The mean score recorded was 2.8, accompanied by a standard deviation of 1.0. This indicates that although almost half of the educators acknowledge the significance of diverse teaching strategies, a considerable number may not be fully employing varied approaches to meet the distinct needs of their students. Furthermore, 52 participants (70.2%) reported having undergone training in inclusive education practices, yielding a mean of 2.2 and a standard deviation of 1.1. The data indicates that most educators have undergone training in inclusive education, which is essential for adequately assisting students with disabilities; however, the average implies that additional professional development could be advantageous. Additionally, 65 educators (87.9%) concurred that they engage with the parents or guardians of students with physical disabilities to guarantee consistent support between home and school, reflecting a mean of 2.0 and a standard deviation of 0.7. This emphasizes that working together with families is considered essential, demonstrating a deep dedication to establishing a supportive network for students with physical disabilities. In a similar vein, 61 students (82.4%) reported collaborating with the school administration to guarantee that the school’s physical infrastructure is accessible for students with physical disabilities, yielding a mean of 2.3 and a standard deviation of 0.9. This demonstrates that students perceive a sense of support in their efforts to advocate for essential changes within the school environment, reflecting a proactive stance towards inclusivity. 

A total of 47 teachers, representing 60.9%, indicated their agreement on the creation of supplementary teaching materials aimed at assisting learners with physical disabilities. The mean score was 2.6, accompanied by a standard deviation of 0.9. This indicates that many educators are diligently creating customized resources to improve learning experiences for these students. The results of the present study indicate a varied scenario concerning the implementation of different teaching strategies and engagement with families to assist students with physical disabilities. Although almost half of the educators indicated that they employed diverse instructional strategies, a notable portion did not, highlighting a disparity in the application of inclusive practices (Sharma Loreman & Forlin, 2021). This is consistent with Piaget's Theory (1970), which suggests that children build knowledge by combining new information with their existing experiences. The current training levels on inclusive education among teachers indicate a significant requirement for improved professional development to provide educators with effective strategies (McKenzie, & Arney, 2022). 
4.2.2 Parents Views on the Extent of Parental Involvement on the Competencies of Learners with Physical Disabilities in Public Primary Schools in Rwanda
The opinions of parents regarding the level of their involvement in the academic performance of students with physical disabilities at a few public primary schools in the Bugesera District are presented and discussed in this part. It investigates how parents view educators' contributions to helping their kids with physical limitations.
The findings shown in Table 6 show parents' opinions on the degree of their engagement on the skills of students with physical disabilities in certain public primary schools in Bugesera District. It investigates how parents view teachers' involvement in helping their physically disabled children.
[bookmark: _Toc193128968]Table 6 Parents’ Views on the Extent of Their Involvement on the Competencies of Learners with Physical Disabilities in Public Primary Schools in Rwanda


	Statements
	Daily
	Several Times a Week   
	Once a Week  
	Rarely 
	Nevery 
	Mean
	Std

	
	Freq
	%
	Freq
	%
	Freq
	%
	Freq
	%
	Freq
	%
	
	

	I often assist my child with their homework or school assignments?
	6
	8.1
	46
	62.2
	13
	17.6
	9
	12.2
	0
	0.0
	2.3
	0.7

	I frequently attend parent-teacher meetings or school events to facilitate learners with disabilities
	18
	24.3
	31
	41.9
	15
	20.3
	10
	13.5
	0
	0.0
	2.2
	0.9

	I communicate regularly with my child’s teachers regarding the academic progress and needs?
	12
	16.2
	40
	54.1
	17
	23.0
	5
	6.8
	0
	0.0
	2.2
	0.7

	I encourage my child educational activities at home like homework, education materials provisions 
	10
	13.5
	35
	47.3
	23
	31.1
	6
	8.1
	0
	0.0
	2.3
	0.8

	I often engage in educational activities with my child (e.g., reading, educational games)
	10
	13.5
	43
	58.1
	17
	23.0
	4
	5.4
	0
	0.0
	2.2
	0.7



Source: Primary Data, 2025
[bookmark: _Toc51764242][bookmark: _Toc193128979]The outcomes shown in Table 6 show parents' views on their participation in the skills of students with physical disabilities in public primary schools in Bugesera District. For example, 62.2% of parents said they help their child with schoolwork or homework multiple times a week, which averaged 2.3 with a standard deviation of 0.7. This implies that most parents are actively involved in helping their child learn at home, which can greatly improve their academic skills.Moreover, 41.9% of parents said they often go to school activities or parent-teacher conferences, which helps to average 2.2 and has a standard deviation of 0.9. This suggests that although many parents participate in school events, a significant percentage may not be sufficiently involved in these vital relationships, hence stressing a possible area for development. Regarding communication, 54.1% of parents said they often spoke with teachers about their child's academic development, which averaged 2.2 with a standard deviation of 0.7. This suggests that although many parents feel linked to their child's educational path, there is still a lack of regular and efficient communication, which is absolutely vital to meet the educational demands of children with physical disabilities. Overall, although parents show a good attitude about their participation in their children's education, the results imply that constant communication and more involvement in school-related activities still have potential for development. Particularly for students with impairments, active parental involvement is essential to create a helpful learning environment, hence this fits the knowledge. 
4.2.3 Teachers’ Views on Competences Developed by Learners with Disabilities in Public Primary Schools in Rwanda
This section presents the findings on teachers' views regarding the competencies developed by learners with disabilities in public primary schools. The data reflects teachers' perspectives on the skills and abilities these learners have acquired during their education in the selected schools of Bugesera District, Rwanda. The findings are summarized in the table below.
The table 7 presents teacher' views on competences developed by learners with disabilities in public primary schools in Bugesera District in Rwanda.
[bookmark: _Toc193128977]Table 7. 18Teacher’ Views on Competences Developed by Learners with Disabilities in Public Primary Schools in Rwanda

	Statements
	SA

	A

	N

	D

	SD

	Mean
	Std

	
	Freq
	%
	Freq
	%
	Freq
	%
	Freq
	%
	Freq
	%
	
	

	Learners with physical disabilities in my class demonstrate confidence in their reading and writing abilities.
	12
	16.2
	7
	9.5
	1
	1.4
	48
	64.9
	6
	8.1
	3.3
	1.2

	Learners with physical disabilities are able to take care of their basic needs, such as dressing and eating, with minimal assistance.
	13
	17.6
	16
	21.6
	0
	0.0
	41
	55.4
	4
	5.4
	3.0
	1.3

	Learners with physical disabilities can communicate effectively with their peers and teachers, including through alternative methods when necessary.
	9
	12.2
	8
	10.8
	2
	2.7
	50
	67.6
	5
	6.8
	3.4
	1.1

	Learners with physical disabilities can use tools like pens, books, or adaptive devices effectively during class activities.
	17
	23.0
	16
	21.6
	0
	0.0
	34
	45.9
	7
	9.5
	2.9
	1.4

	Learners with physical disabilities actively participate and feel included in social and academic activities with their peers.
	17
	23.0
	7
	9.5
	2
	2.7
	42
	56.8
	6
	8.1
	3.1
	1.3

	Learners with physical disabilities demonstrate higher competencies .
	16
	21.6
	8
	10.8
	3
	4.1
	41
	55.4
	6
	8.1
	3.1
	1.3







Source: Primary Data, 2025
The results show that most teachers have considerable worries regarding the skills of students with physical limitations in their classroom. Specifically, 54 teachers (73%) disputed that these kids show confidence in 
their reading and writing skills, as seen by a mean score of 3.3 and a standard deviation of 1.2. This suggests that many teachers believe students with impairments underperform academically, which can impede their general progress. Moreover, 45 teachers (60.8%) rejected the idea that these students could handle their fundamental needs on their own, which led to a mean score of 3.0 and a standard deviation of 1.3. These pupils clearly face major obstacles to self-sufficiency, which calls into question their preparedness for more autonomy. 
Furthermore, 55 teachers (74.4%) disagreed that students with physical disabilities can communicate well with their teachers and peers using alternative techniques, as shown by a mean score of 3.4 and a standard deviation of 1.1. This shows that for these students, communication issues are still a major obstacle that could separate them from the classroom setting. Furthermore, 41 teachers (55.4%) voiced worries that, with a mean score of 3.4 and a standard deviation of 1.4, these pupils fail to properly utilize adaptive gadgets, books, pens, or other equipment during class activities. This suggests that the challenges these students experience in completely engaging in educational activities could be related to insufficient resources or instruction. 
But 48 teachers—64.9%—disagreed that students with physical disabilities actively participate and feel included in social and intellectual activities with their classmates, which led to a mean score of 3.1 and a standard deviation of 1.3. This observation implies that social integration is a major problem aggravating the difficulties experienced by these students in acquiring necessary abilities. At last, 47 teachers (63.5%) rejected the claim that students with physical limitations show greater talents, as shown by a mean score of 3.1 and a standard deviation of 1.3. These results show notable instructor worries about the abilities and inclusion of students with physical disabilities in classrooms, hence stressing the necessity of more support and tools to promote their growth and integration. Teachers' worries about the ability of physically disabled pupils closely reflect those of the students themselves. Both groups reported notable difficulties in academic confidence, self-care skills, social inclusion, and good communication. This uniformity of viewpoint emphasizes the requirement of thorough interventions to handle the obstacles these students encounter. Studies have revealed that when students feel unsupported in their educational setting, their confidence and involvement may suffer, which is reflected in the teachers' evaluations of their skills (Graham, Woodfield & Harrison 2018). Both students and teachers lack of resources and training seems to fuel a cycle of underachievement and exclusion, hence highlighting the need of focused initiatives supporting inclusive practices in schools. Teachers can improve the capacities and self-efficacy of students with physical disabilities by creating a supportive learning environment and making sure suitable tools are accessible, hence improving the educational results for all students.

The R-squared and adjusted R-squared values in Table 8 show how far inclusive education resources account for the diversity in competences achieved by learners with disabilities. It also offers the expected standard error, which indicates how precise the projections of the model are.
Table 8 Model Summary

	Model
	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate
	Change Statistics

	
	
	
	
	
	R Square Change
	F Change
	df1
	df2
	Sig. F Change

	1
	.803a
	.645
	.643
	.82178
	.645
	356.144
	1
	196
	.000

	a. Predictors: (Constant), Competencies Developed by Learners with Disabilities


Source: Primary Data, 2025 
[bookmark: _Toc51764244][bookmark: _Toc193128981]The model summary in Table 8 reveals a correlation coefficient (R) of 0.803, suggesting a strong positive connection between inclusive education resources and the competencies achieved by students with disabilities. With an R-squared value of 0.645, the availability of inclusive education resources accounts for 64.5% of the variation in competencies produced by students with disabilities. By considering the amount of predictors, the modified R-squared value of 0.643 supports the model's dependability even further. With a standard error of 0.82178, the observed values fall on average from the regression line, implying a fair degree of accuracy in the model's forecasts. With an F-change value of 356.144 (p = 0.000), the model clearly accounts for a considerable part of the variance in abilities.
Table 9 Regression Coefficient 
	Model
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.

	
	B
	Std. Error
	Beta
	
	

	1
	(Constant)
	.518
	.145
	
	3.571
	.000

	
	Competencies Developed by Learners with Disabilities
	.808
	.043
	.803
	18.872
	.000

	a. Dependent Variable: parents and teachers perceptions 


Source: Primary Data, 2025 
The regression study in Table 7 reveals a major influence of inclusive education resource availability on the competences developed by students with disabilities in certain primary schools in Bugesera District, Rwanda. The standardized coefficient (Beta = 0.803) reveals a high positive correlation that implies a major increase in the abilities of these students if inclusive education resources are improved. The statistically significant results (p = 0.000) draw attention to the vital part these resources play in raising educational results for students with disabilities. The regression study shows unequivocally that the resources for inclusive education are a major factor in the abilities acquired by students with disabilities in Bugesera District's main schools. The standardized coefficient's (Beta = 0.803) strong positive correlation implies that changes in these resources could result in notable increases in student abilities. The statistical significance (p = 0.000) underlines even more the need of offering sufficient inclusive resources to improve educational results. Studies have indicated that efficient inclusive education policies and tools, hence fostering their social integration and personal growth (Cameron & Cook, 2018), can significantly influence the academic performance of disabled students.


V Conclusion and Recommendations 
5.1. Conclusion 
The results of this study show that parents and instructors in public primary schools in Rwanda have different views about the skills of students with physical limitations. Although some stakeholders still have misconceptions and low expectations that could unintentionally influence the help and chances given to these students, there is increasing awareness of their academic potential and social skills. Particularly teachers voiced worries about insufficient inclusive teaching materials and lack of training, which affect their views and methods of instruction. Furthermore, the research found that parents of physically disabled children generally view their children's skills more favourably when they get appropriate support services and see improvement in inclusive school settings. Many parents still struggle, though, with issues including little knowledge of disability rights, community stigma, and financial limitations that impede their children's education's successful involvement. These difficulties help to form their views and attitudes about the capacities of their children. The study discovered that the successful growth of students with physical disabilities is greatly influenced by the combined efforts of parents and instructors. Improved student motivation, academic performance, and social involvement were highly linked to positive views and encouraging attitudes from both sides. Negative prejudices caused students with physical disabilities to be marginalized, hence highlighting the importance of attitudinal transformation via awareness campaigns and inclusive policy execution. Strengthening inclusive education practices, teacher capacity building, and parental awareness would help to enable the complete participation and development of students with physical disabilities in public primary schools. Policies and programs should emphasize changing social attitudes, providing schools with inclusive facilities, and encouraging cooperation among families, schools, and the community. Positive impressions will help to provide equal opportunities and enhance the educational performance of students with physical disabilities in Rwanda.


5.2 Recommendations
Possibilities and enhancing the learning results of students Students with impairments are urged to make use of the inclusive education tools at hand. To improve their learning experiences, they should use supportive technology, specialized materials, and assistive gadgets.  By working closely with teachers and school authorities, parents of disabled children should fight for their children's needs. They should try to grasp the inclusive education tools at hand and inspire their kids to use them properly. Parents can also be rather important in strengthening learning at home, so guaranteeing that their kids feel encouraged and supported in their educational path.  To improve their capacity to properly use inclusive education resources, teachers should get continuous training and professional development in inclusive education techniques. To foster an inclusive classroom environment, they should change their teaching strategies to fit different learning needs. Teachers should use digital tools and accessible assistive technologies to improve learning opportunities. To encourage inclusive education, teacher should encourage cooperation among students with and without impairments. Teachers ought to inform school administration and stakeholders about difficulties and resource requirements. School leaders should give inclusive education top priority in their resource allocation, thereby making sure every classroom has required assistive tools and learning resources. They should build an inclusive school culture encouraging student, parent, and teacher cooperation. School administrators should also carry out consistent evaluations of how well inclusive strategies work and change them to help ongoing development. The Rwanda Basic Education Board (REB) should strengthen its work in creating thorough training courses and policies oriented on inclusive education. They ought to help schools work together to exchange best practices and tools supporting students with disabilities. REB should track and review execution to routinely gauge how well inclusive education programs in schools run.The curriculum should be changed by REB to make sure learning resources are suited to the requirements of students with physical limitations. REB should raise knowledge on inclusive education to run efforts to inform school populations on inclusive education. 
To provide sufficient financing for schools to obtain required resources, ministry of education should raise budget allocation for inclusive education. Ministry of education should Strengthen Policy Implementation to carry out inclusive education policies in all public elementary schools. The ministry of education should enhance school infrastructure to guarantee all schools have accessible resources including ramps, modified bathrooms, and resource rooms. Ministry of education to include inclusive education in teacher training Colleges to cover inclusive education courses in pre-service teacher training programs. The ministry of education should promote innovation and research to help projects creating fresh ideas for enhancing inclusive education in Rwanda for Rwandans with physical limitations.
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