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Abstract

This article examines how an international 
project can have an impact on the educa-
tional development of the partner country, 
with the TECIP project (Teacher Educators 
in Higher Education as Catalysts for Inclu-
sive Practices) being an example. It is a col-
laborative project aiming at promoting in-
clusive education in Technical and Vocation-

al Education and Training (TVET) teacher 
education in Ethiopia. The project is con-
sidered a developmental agent that can 
have an impact on the attitudes, skills and 
knowledge of actors, which in turn can lead 
to sustainable changes in inclusive practic-
es in TVET. The project’s target groups were 
TVET teacher trainers, TVET administration 
and TVET teachers at the grassroots level 
at vocational colleges. The data was gath-
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ered from three baseline studies: from 
feedback of three trainings in 2017–2018 
as well as from two monitoring visit rounds 
to ten TVET Colleges. After analysis, studies 
showed that project activities had started 
a development process that the actors will 
continue in their respective organisations. 
Some improvement was observed in TVET 
Colleges after the trainings, e.g. awareness 
raising trainings were organised and con-
struction of ramps was undertaken in some 

colleges. Nevertheless, the attitude change 
towards students with disabilities and the 
physical accessibility did not reach the de-
sired level. Thus, there is a need to contin-
ue and strengthen partnership in order to 
promote sustainable inclusive practices 
in Technical and Vocational Education and 
Training in Ethiopia.

Keywords: inclusive education, global edu-
cation, vocational education

Background

Policy context: Ethiopian guide-
lines towards Inclusive Education 
in TVET

T
he Constitution of 
Ethiopia (Ministry 
of Education Ethio-
pia, 1995) guarantees 
equal rights to all peo-
ple without any form 
of discrimination. It 
also contains a num-

ber of important provisions directly and 
indirectly relevant to the rights of per-
sons with disabilities.  The Government 
of Ethiopia has taken a number of legis-
lative and policy steps that indicate com-
mitment to advancing the rights of per-
sons with disabilities, such as signing and 
ratifying the Convention on the Rights 
of Persons with Disabilities (United Na-
tions, 2006) the first international, legal-
ly binding treaty aimed at protecting the 
human rights of persons with disabilities, 
in 2010. The challenges facing the full re-
alisation of human rights and fundamen-
tal freedom enshrined in the Convention 
are lack of awareness, necessary skills and 
technology, violence and abuse, harmful 
stereotypes linked to disability and disa-

bility-based discrimination. The World 
Report on Disability (World Bank & 
World Health Organization, 2011) esti-
mated that there were 15 million people 
with disabilities in Ethiopia, representing 
17.6% of the total population at the time. 
Similarly, 95% of people with disabilities 
in Ethiopia live in poverty (Malle, 2017) 
– the vast majority of them in rural ar-
eas, where basic services are limited and 
the chances of accessing rehabilitative or 
support services are remote. Only 3% of 
Ethiopia’s estimated 2.4–4.8 million chil-
dren with disabilities go to school. This is 
due to stigma among parents and educa-
tors, inaccessibility, rigid teaching practic-
es, poorly trained teachers and the lack of 
adapted learning resources (Malle, 2017).

Goals of the TECIP project 

Major organisational changes simultane-
ously provide a possibility for a new way 
of thinking. These changes may act like 
cornerstones, which help workers to look 
forward to the future (Kajamaa, 2015). 
Heikkilä and Seppänen (2014) speak 
of transformative agency, where the agen-
cy is regarded as the subject`s capacity to 
take purposeful action to change their 
work. 
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At present in Ethiopia, there is a favour-
able policy environment for developing 
post-secondary TVET towards inclusion. 
Still, concrete actions are needed. Because 
teachers have a key role in enacting re-
forms, the development of TVET teacher 
education is the prime objective for ensur-
ing people with special educational needs 
and disabilities (SEND) to get access 
to and participate in TVET education. 
Teacher Educators in Higher Education as 
Catalysts for Inclusive Practices in Techni-
cal and Vocational Education (TECIP) is 
a capacity-building project (2017–2019) 
between JAMK University of Applied 
Sciences, Finland; the Federal Technical 
Vocational Education and Training Insti-
tute (FTI), Ethiopia; Addis Ababa Uni-
versity (AAU), Ethiopia, and the Univer-
sity of Jyväskylä, Finland. The mission of 
the TECIP project is to equip the TVET 
teacher training providers at the nation-
al, regional and local level with the nec-
essary skills and knowledge on inclusive 
practices to support national development 
efforts towards inclusive TVET education 
in Ethiopia. As an outcome of the project, 
the teacher training institute, FTI, devel-
ops its educational structures in terms of 
inclusion in TVET and has curricula on 
inclusive education and related modules 
for pre- and in-service TVET teacher pro-
grammes. As the modules developed dur-
ing the project are part of the curricula, 
the results sustain and reach a new gen-
eration of teachers. Additionally, a new 
in-service training model is being devel-
oped for FTI and piloted for future use. 
The project scope involves all regions of 
Ethiopia via the in-service training model. 

Contribution of the Project on 
the Educational Development

Baseline

Before the beginning of the TECIP 
project, we knew that the share 
of students with SEND in TVET 

Colleges was quite low. It was also esti-
mated that there might not be enough 
trained staff for inclusive education, and 
attitudinal barriers exist. In addition, as 
Malle (2017) states, there is a need for a 
suitable curriculum, adaptive educational 
materials and facilities.

Therefore, the project was started by 
re-evaluating TVET teacher education for 
inclusion at the beginning of September 
2017. The key persons in teacher educa-
tion of FTI and AAU were interviewed in 
order to examine the current situation and 
compare it to the planning of the project.  

In order to specify the situation at the 
beginning of the project in 2017, baseline 
information was collected via qualitative 
and more structured questionnaires from 
TVET administrators (N=111) in aware-
ness raising events in five regions in No-
vember 2017, from TVET teacher train-
ers (N=75) in a training in November 
2017, and during the Training of Train-
ers (ToT) rounds, with the first round in 
February 2018 and the second one in Au-
gust 2018 (N=81). Additionally, the pro-
gress of the development of inclusive ed-
ucation at TVET Colleges was monitored 
two times after the Training of Trainers 
(N=20).

Attitudinal change of TVET
leaders and teacher trainers 

In a country like Ethiopia, where adminis-
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Project plan Project’s starting time

There were no curricula or training modules 
on inclusive practices with appropriate 
materials for future TVET teachers in TVET 
teacher education.

Although there are no formal curricula or 
training modules that directly address in-
clusive education practices, some activities 
were implemented in this regard in TVET 
Colleges. While making curriculum revisions, 
some colleges tried to make the curricula 
inclusive by taking students with disabilities 
into consideration. They also tried to create 
an accessible environment for students with 
special needs. For example, colleges will not 
be accredited if they are not accessible.

There were no teachers specialised in inclu-
sive education and special needs in TVET 
teacher education.

No changes.

TVET teachers had minimal knowledge and 
skills regarding special needs; only single 
training days in sign language had been 
delivered in some colleges.

No changes.

Collaboration between different stakehold-
ers and parties was weak.

No changes.

There was limited knowledge regarding 
inclusion among administrators and other 
stakeholders.

The leadership has undergone training on 
how to make TVET Colleges both accessible 
and inclusive.

There was no in-service training model to 
root inclusive approach to regions and local 
TVET Colleges.

No changes.

There were no official statistics for students 
with SEND in TVET Colleges. Based on the 
recent study by Malle (2017), the estimated 
share of students with SEND in TVET is 
0.07–0.55%.

No changes.

Table 1. Overview of possible changes to key issues of the TECIP project between the 
project’s planning (2015) and starting time (2017)

tration plays an important role, it is essen-
tial to combine educational and adminis-
trative development and ensure their co-
operation towards sustainable goals. In 
order to mobilise the development pro-
cess towards inclusion in TVET Colleg-
es, awareness raising events were organ-
ised for TVET administration and heads 
of TVET Colleges in five cities. The goal 
was to collect baseline information regard-
ing awareness of inclusion and related is-

sues from the key administrative stake-
holders, i.e. TVET administrators. These 
events recruited more than a hundred 
participants, and 111 completed ques-
tionnaires concerning their opinions on 
inclusive education. Four questions were 
presented, with three being open-ended. 
The event moderators delivered the ques-
tionnaires to participants and returned the 
completed questionnaires to the research-
ers. Participation was voluntary, and all 



39

Figure 1. Participants’ (N=111) estimations of their level of understanding on inclusive 
education. Data collected during six different awareness raising events in five regions. 
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collected data was kept anonymous and 
confidential.

Figure 1 summarises the participants’ 
own estimates of how they viewed their 
own perception of inclusion. All partic-
ipants knew about inclusion, and most 
considered their knowledge either average 
or good. Slightly less than 10% estimated 
that they knew the concept well. 

One of the survey questions was as fol-
lows: ‘According to your opinion and/or 
knowledge, how is the issue of inclusive edu-
cation addressed in technical and vocational 
education?’. Even though there was con-
cern regarding the implementation of in-
clusion, several respondents reported hav-
ing good personal and/or organisational 
experiences regarding efforts to teach peo-
ple with disabilities. Many good solutions 
had already been implemented at various 
levels, albeit not widely, and experience 
had been gained in organising support  
and making adjustments for students with 
disabilities.

When respondents were asked to list the 
major challenges to implementing inclu-
sion, their responses included facilities, 
materials and equipment, skilled work 
force, curriculum and attitudes.

Similarly, a questionnaire was created 
and delivered to the participants at FTI 
(N=75) to determine the attitudinal lev-
el and readiness for change of the current 
TVET teacher trainers concerning their 
knowledge, practices and future interests 
regarding inclusion. The questionnaire 
was based on an earlier study by Forlin 
(2011), which has been successfully used 
worldwide. Slight adaptations were made 
to ensure that the participants could com-
plete the form during the seminar day. A 
total of 59 participants completed the 
questionnaire, of which 17% were fe-
male. The average age was 36 (range 24–
58), and the participants were well edu-
cated; most had either a bachelor’s or mas-
ter’s degree. Per the preliminary findings, 
over half of the respondents claimed to 
have interacted with persons with disabil-
ities. When asked about previous training 
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concerning educating people with disabil-
ities, 54% stated that they had received 
no such training, while 10% claimed to 
have had a significant amount of training. 
Many of the respondents (66%) claimed 
to have had at least some experience in 
teaching students with disabilities. The 
participants in this survey were quite con-
fident in teaching disabled persons, with 
only 3% considering their confidence to 
be low. Most of the respondents estimated 
their knowledge of legislation and/or pol-
icies as average concerning inclusive edu-
cation.

Pedagogical intervention

To ensure the sustainability of the devel-
opmental results, 100 TVET teachers at 
the grassroots level were offered training 
for two weeks in two rounds (February 
2018 and August 2018). Both trainings 
reached 75 participants, with the ongoing 
unrest in some regions hindering the par-
ticipation of all invitees.

Among the 75 trainees only 13.3% were 
females, thereby implying the low level of 
female participation in the TVET sys-
tem. Regarding qualification of instruc-
tors or teachers in TVET Colleges, most 
of the participants (73.3%) were revealed 
to have had their first degree below the 

Table 2. Existence of Students with Disability in TVET Colleges (collected during the first 
training round in 2018)

Existence of Students with Disability
in Colleges

Existence of Students with Disability 
in Classrooms

Frequency Per cent Frequency Per cent

Yes 59 78.7 Yes 28 37.3

No 10 13.3 No 42 56.0

Do not know 6 8.0 Do not know 5 6.7

Total 75 100.0 Total 75 100.0

minimum policy standard used in special-
ised institutes like TVET Colleges. With 
regard to specialisation, the participants 
from 54 TVET Colleges trained in 31 ar-
eas of specialisation, with Building Con-
struction (18.7%), ICT (9.3%), Special 
Needs (6.7%) and Manufacturing (6.7%) 
being among the leading areas. 

Table 2 deals with the existence of stu-
dents with disabilities in TVET Colleg-
es. To this end, the majority of respond-
ents (78.7%) confirmed the existence of 
such students in limited areas of voca-
tional training. Conversely, more than 
half of participants (56%) indicated that 
students with disabilities did not exist in 
their classrooms.

As to the number of students with dis-
abilities and their area of specialisation, 
there were around 345 students with dis-
abilities in the areas of ICT, Garment, 
Sanitary, Electricity, Textile, Manufac-
turing, Surveying, Building Construc-
tion, Furniture Making, Accounting, Au-
tomotive, Pharmacy, Natural Resource, 
Crop Science, Food Preparation, Gener-
al Mechanics, Electro Mechanics, Animal 
Health, etc. The total number of 345 is 
aggregated from the ToT participants who 
confirmed the existence of students with 
disabilities in their respective TVET Col-
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leges. The number of students with disa-
bilities in some Colleges may not be exact, 
as participants tried to mention students 
with whom they are familiar. To this ef-
fect, better data could be obtained from 
Regional TVET offices. 

According to Table 3, most of the re-
spondents (60.0%) confirmed that they 
were not aware of inclusion before the 

Table 3. Awareness on Inclusion before the first ToT-training (February 2018)

Frequency Per cent Frequency Per cent

Not Aware of 
Inclusion 

45 60.0
Not Interested in 

Inclusion
5 6.7

Somewhat 
Aware of 
Inclusion

23 30.7
Little bit 

Interested in 
Inclusion

28 37.3

Totally Aware of 
Inclusion

5 6.7
Really Interested 

in Inclusion
41 54.7

No Response 2 2.6  No Response 1 1.3

Total 75 100.0 Total 75 100.0

ToT-training. However, a little more than 
half of the participants (54.7%) were in-
terested in inclusion. 

As shown in Table 4, the great majori-
ty of the participants were of the opinion 
that the ToT-training in inclusive educa-
tion contributed to their learning and fu-
ture career as TVET trainers. 

Table 4. Awareness on Inclusion after the first ToT-training (February 2018)

Items Agree Neutral Disagree

N % N % N %

1 I know better how to include all students in my 
teaching

71 94.7 - - 4 5.3

2 I know better how to promote every student 71 94.7 4 5.3 - -

3 I can promote collaboration between students 
better

68 90.6 4 5.3 1 1.3

4 I am more aware of students’ diverse learning 
styles

71 94.7 2 2.7 1 1.3

5 I know better how to reduce barriers for lear-
ning for my students

73 97.3 2 2.7 - -

6 I know more about student-centred learning 
methods

74 98.6 1 1.3 - -

7 I understand my attitudes about the learning 
of my students

72 96.0 1 1.3 2 2.7

8 I like to have more information in order to act 
in an inclusive way in my work

74 98.6 1 1.3 - -

9 I know better how to promote inclusive educa-
tion in my college

73 97.3 1 1.3 - -

10 I cooperate with stakeholders to support the 
learning of my students

74 98.6 1 1.3 - -
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Accordingly, through the face-to-face 
discussion with 75 ToT participants, 
most of the participants during the dis-
cussion contended that the ToT-training 
was very good and transparent. They al-
so stressed that the training environment 
was favourable and inclusive. On top of 
these benefits, the same group of respond-
ents appreciated student-centred, partici-
patory methodology and diverse styles of 
learning, learning by doing, and group-
based exercises in the training. Theoreti-
cal and practical ToT-training was relevant 
and enabled participants to know nation-
al and international policies and practic-
es in order to identify their existing status 
and where they should start inclusive ed-
ucation. The participants learned how to 
create social awareness and manage class-
room practices. They were also willing to 
share experiences from the ToT-training 
and wanted to apply it in their TVET 
Colleges. The ToT-training conducted by 
well-versed and physically impaired pro-
fessionals who can understand the condi-
tion of people with disabilities was seen as 
an impressive feature. The training styles 
of other Finnish and Ethiopian trainers 
were also found interesting. 

Similarly, the participants stated mini-
mal follow-up and supervision by the Fed-
eral and Regional TVET authorities as a 
big challenge as well as the recruitment 
of students with disabilities in TVET 
Colleges. Lack of resources, career struc-
ture and incentive mechanisms for those 
TVET teachers who work for inclusion in 
TVET Colleges were also stated as prob-
lems. CoC (Centres of Assessment) pack-
ages including measurement are not syn-
chronised with the needs of students with 
disabilities. Before all, an attitude prob-
lem exists among some TVET teachers 
with regard to making TVET inclusive. 

There is a need for further cooperation 
and commitment among high schools, 
local authorities and TVET authorities in 
order to create awareness and recruit stu-
dents with disabilities in TVET Colleges. 
In some TVET Colleges they were able to 
identify and train some hearing impaired 
individuals despite strong resistance from 
part of the community. The College also 
constructed a ramp for students needing 
a wheelchair. As a result of these interven-
tions, the trainees became successful and 
started to earn a decent living by getting 
rid of their previous hand-to-mouth way 
of living. Such success stories need to be 
written down, and the case studies dis-
seminated to all concerned parties. 

In order to ensure the progress after 
the ToT-trainings, monitoring visits were 
made two times to 10 TVET Colleges 
representing different regions of Ethiopia. 
Quantitative as well as qualitative meth-
ods were used in the monitoring: Partic-
ipant observation, questionnaires, check-
lists and face-to-face open discussions 
with TVET teachers, who participated 
in the ToT-trainings. Apart from helping 
the teachers to fill in the questionnaires, 
the facilitators were able to interview the 
TVET teachers in order to provide trans-
parent and in-depth information on the 
impact of the ToT-training. Also feedback 
sessions were organized for leaders of the 
TVET Colleges, Regional TVET Agen-
cies, the Federal TVET Agency and Fed-
eral TVET Institute. Except some positive 
developments (such as provision of incen-
tives for students with disabilities, main-
streaming inclusive practices or conduct-
ing needs assessment at the surrounding 
high schools), awareness raising attempts 
were weak in the monitored TVET Col-
leges. This is partly due to low motivation 
of TVET teachers, lack of expertise on 
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special needs education and inadequate 
support from leaders. The TVET Colleg-
es also need to improve the physical acces-
sibility (roads, buildings, ramps, toilets) 
and strengthen resource centers. In sum-
mary, although the ToT-training aimed at 
improving the situation of students with 
disabilities, its level of implementation is 
still at an early stage. There is a need for 
continuing the support to TVET Colleges 
and scale up their inclusive practices. 

TVET Teacher Trainers and 
Teachers as Change Agents

The basic question in any develop-
ment process is how to promote 
sustainable change. Regarding in-

clusive education, Booth (2019) defines 
the change elements in three dimensions: 
policy, culture and practices. In order to 
get sustainable results, administration 
practices as well as the cultural (attitudes) 
level must be taken into account. In the 
TECIP project, the change was initiated 
with combining TVET administration 
with developmental steps in teacher ed-
ucation. 

The role of every teacher is important 
in inclusive education. Therefore, the TE-
CIP project concentrated on improving 
skills and knowledge of TVET teacher 
educators and TVET teachers across the 
country. Competence development was 
regarded as positive.  However, the pro-
ject seemed to increase empowerment and 

awareness of trainees. The respondents 
referred to “an alternative approach in 
teaching,” which was new for them. The 
dialogue increased the participants’ possi-
bilities to adopt new knowledge and build 
networks. The self-evaluation technique 
enhanced new learning, as did systematic 
planning. However, no educational devel-
opment on the national level would have 
been promoted without synchronized co-
operation with TVET administration. 
Generally, in a situation where work 
changes, the transformative agency (the 
capacity of the subjects to take purpose-
ful action) in people’s work activity differs 
greatly (Heikkilä & Seppänen, 2014). It 
is relevant to analyze the approaches and 
actions during the project that seemed to 
enhance transformative agency in TVET 
teacher trainers’ and teachers’ work. The 
feedback showed that a huge amount of 
positive feedback emerged. The trainees 
seemed to have taken many purposeful, 
goal-oriented actions towards inclusion. 
Obstacles that were interpreted as insur-
mountable at the beginning of the pro-
ject were regarded as merely challenging 
in the end, and no clear resistance to the 
development was visible. There was a lot 
of envisioning the future: great hope that 
challenges in the development of inclusive 
education will be tackled through collabo-
ration. In order to enhance transformative 
agency, project actors need to have a feel-
ing of empowerment. 

As a whole, there are “critical factors” 
in all development projects: Projects must 
be needs-based, working culture collabo-
rative and management well-planned; all 
actors need to rely on equality, transpar-
ency and mutual respect taking clearly 
planned sustainability actions, Also, na-
tive trainers should be prioritized, and Eu-
ropean partners should have their home-

The role of 
every teacher is 
important in inclusive 
education. 



44

work done before the start of the project 
in order to ensure sufficient information 
on the social context, political and eco-
nomic situation and effects of globaliza-
tion. This ensures that global knowledge 
can be successfully applied on a local level. 

The example of the TECIP pro-
ject showed that an internation-
al project can initiate a change on atti-
tudes, knowledge and skills of actors. 
However, in order to get sustainable  
changes in inclusive TVET, there is a long 
way to go with TVET administration, 
TVET teacher education and TVET Col-
leges joining hands.

Discussion

Ethiopia is undergoing big economic 
and social changes at the moment. 
In fact, the change from agricultur-

al industry towards technology-based so-
ciety is one of the fastest developments in 
Africa. Therefore, the role of TVET edu-
cation is important in training competent, 
motivated and innovative professionals 
who can contribute to poverty reduction 
and social and economic development.

The Ethiopian Ministry of Education 
has drafted a plan, Education Develop-
ment Roadmap (2018–30) including re-
sponsibilities for the TVET education sec-
tor in order to support equitability: guide-
lines for skill training to be inclusive in 
urban and rural communities, plans for 
supporting academically successful stu-
dents as well as dropouts in general ed-
ucation, promotion of gender parity as 
well as ensuring access to TVET for peo-
ple with special needs (Tirussew, Amare, 
Jeilu, Tassew, Aklilu, & Berhannu, 2018). 

Since teachers are change-makers in so-
ciety, the Roadmap is calling for mod-
ernization of teacher education in Ethio-
pia: to prepare and launch a comprehen-
sive teacher preparation and development 
policy, which covers key issues related to 
recruitment, selection, in-service training, 
certification and continuous professional 
development of teachers. The new Edu-
cational Roadmap pays attention to de-
velopment of inclusive education and to 
quality of teacher education. Similarly, the 
goal of the TECIP project was to increase 
access to and participation in TVET edu-
cation for people with special educational 
needs and disabilities. The Federal TVET 
Institute has the possibility to continue 
the development and work as a flagship 
for inclusive TVET teacher education in 
Ethiopia.  
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