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FOREWORD

Every child has a right to quality education. Yet, many 
children, especially children with disabilities, continue to be 
marginalized and denied this right in the West and Central 
Africa (WCA) region, despite global commitments to the 
contrary. 

Creating a truly inclusive education system that 
accommodates and welcomes all children so they can learn 
and thrive requires building on traditional ways of teaching 
and learning. It should also incorporate innovative methods 
that cater to diverse needs of learners. 

Robust data, revisiting infrastructure, curriculum, social 
behavioral change strategies and resources are required 
to ensure that all children and teachers have access to 
education. It also requires revamping the way education 
systems are currently organized in many countries towards 
better, more equitable, and inclusive modalities of service 
delivery.  

In WCAR, UNICEF is committed to helping countries achieve 
more equitable, sustainable, and inclusive access to 
education as part of our common agenda of key results for 
children. 

The lack of data and information is one of the major 
reasons children with disabilities are denied their right to 
education. To address this situation, UNICEF is supporting 
countries to invest in systems that produce disaggregated 
and comparable data as a first step to facilitate the 
development of inclusive education policies and strategies, 
including design and implementation of early detection and 
intervention measures.
 
In addition to supporting countries conduct the new 
generation of Multiple Indicators Cluster Surveys (MICS) 
that include the 'child functioning module' and its data 
that were used to produce this report, UNICEF and partners 
are supporting institutional capacity strengthening on the 
generation and use of data on disability for policy decision-
making and planning in more and more countries.
There is more to be done to support the widespread use of 
a broader definition of disability, and to make disaggregated 

Marie-Pierre Poirier, Regional Director, 
UNICEF West and Central Africa Region  
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and comparable data available at country and regional levels so 
that policy decision-makers and implementers at all levels have 
a clear understanding of the challenges before them and their 
implications as they plan a response.  

The COVID-19 pandemic has highlighted the numerous 
disadvantages children with disabilities face in accessing 
education. While countries across the region quickly responded 
to school closures due to COVID-19, with the implementation 
of remote/distance learning, the availability of remote assistive 
technologies or additional support to reach children with 
disabilities during school closures was sparse. Overall, 48 per 
cent of children in West and Central Africa did not benefit from 
any of the distance learning opportunities put in place by 
governments to ensure learning continuity (UNICEF, 2020). This 
was either because they lacked access to necessary technology 
or other learning resources, such as teachers, or because they 
were burdened with household responsibilities, particularly in 
the case of girls.

The entrenched learning crisis faced by the region, which 
has been exacerbated by COVID-19, requires putting an even 
stronger emphasis on learning and inclusion at the very core of 
national strategies and in UNICEF programming, in a way that 
holistically addresses the multiple vulnerabilities that affect WCA 
children and adolescents.  

In Sierra Leone, the government launched the National Policy 
on Radical Inclusion in Schools with support from UNICEF. This 
programme aims to ensure all schools throughout the country 
are accessible and inclusive of, all children, especially children 
who are typically marginalized or excluded (children with 
disabilities, children from low-income families, children in rural 

and underserved areas, girls who are pregnant and in-school 
or who are parent-learners). 

UNICEF is also providing financial and technical support in the 
development of the national out-of-school strategy in which 
children with disability are highlighted as key priorities for 
inclusion. 

In sustaining the gains towards the achievement of the 
Sustainable Development Goal #4 in a COVID-19-stricken 
world, UNICEF continued its support to the Ghanaian Ministry 
of Education in three areas:
1. The implementation of inclusive practices to benefit all 

learners including those with disabilities.
2. Mainstreaming of Universal Design for Learning 

approaches in the government’s national In-service 
Teacher Training framework and the national distance 
learning programmes.

3. Ensuring the institutionalization of yearly health and 
disability screening amongst learners. 

As we recover from the impact of COVID-19 on education and 
adapt to shifting uncertainties that the pandemic has created, 
it will be important to build resilience in order to accelerate 
our efforts to ensure access to quality education for children 
with disabilities. This report uses new data to shed light 
on the educational trajectories of children with disabilities 
in nine countries in West and Central Africa. It allows us to 
revisit policies, strategies and plans to advance inclusion in 
education. Inclusion is a critical dimension in reimagining a 
world where quality education is guaranteed for all. I hope you 
will find it useful, and it inspires you to take action for a more 
inclusive world.
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This report presents newly available data about the education 
of children with disabilities in nine countries in the West and 
Central Africa Region (WCAR): the Central African Republic, 
Chad, the Democratic Republic of the Congo, The Gambia, 
Ghana, Guinea-Bissau, Sao Tome and Principe, Sierra Leone 
and Togo. It is based on a secondary analysis of the data 
from the child functioning module (CFM) of the sixth round 
of the Multiple Indicator Cluster Surveys (MICS) covering 
children between 2 and 17 years. The CFM assesses children’s 
functional difficulties in different domains including: hearing, 
vision, communicating/comprehension, learning, mobility and 
emotions.1 Key findings from the analysis follow:

Most countries in the region have ratified the Convention 
on the Rights of Persons with Disabilities and have 
national legal frameworks
Of the 24 countries in the region, 13 have ratified both the 
Convention on the Rights of Persons with Disabilities and its 
optional protocol, seven have ratified only the Convention and 
two are signatories to both the Convention and its optional 
protocol. Two countries, Sao Tome and Principe and Equatorial 
Guinea, have signed neither the Convention nor the optional 
protocol. Legal measures protecting children with disabilities 
vary in scope. While some simply recognize the right to 
education and training for persons with disabilities, others 
stipulate that the country guarantees this right and therefore 
makes it mandatory for the State to include persons with 
disabilities.

Most countries that collect information on disability use a 
medical definition, which is a more restricted definition
Only 16 countries collect educational data on children with 
disabilities through the Education Management Information 
System (EMIS). Of these, 10 use a medical definition of disability. 
Three countries (Cabo Verde, Ghana, and Sierra Leone) use the 
World Health Organization’s (WHO’s) International Classification 
of Functioning, Disability and Health’s (ICF) framework to collect 
data on disability. There is a need for governments to use a 
broader definition of disability; one that includes less visible 
disabilities which may impact a child’s experience in school. 

i. Eight domains for children aged 2-4 are: seeing, hearing, walking, fine motor skills, communicating (both understanding and being understood), 
learning, playing, and behavioural self-control. Twelve domains for children aged 5-17 are: seeing, hearing, walking, self-care, communicating (i.e., 
being understood both inside and outside the household), learning, remembering, concentrating, accepting change, controlling behaviour, making 
friends, and emotional affect (measured in terms of both signs of anxiety and signs of depression).

EXECUTIVE SUMMARY 

The share of children with functional difficulties varies by 
sex, age, between countries and by socio-economic and 
demographic factors
Based on data from the nine countries analysed, on average 
8 per cent of 2-4-year-olds and 21 per cent of 5-17-year-olds 
have a functional difficulty. Among 2-4-year-olds, the strongest 
differences are observed by sex, with 9 per cent of boys with 
functional difficulties compared to 7 per cent of girls. Among 
5-17-year-old children, differences are wider depending on 
location and wealth. In rural areas 23 per cent of children 
were found to have functional difficulties, compared to 19 per 
cent in urban areas. Meanwhile, 25 per cent of children with 
functional difficulties belong to the poorest wealth quintile 
compared to 19 per cent of children with functional difficulties 
who are among the richest wealth quintile. The share of 
2-4-year-olds with functional difficulties ranges from 5 per 
cent in The Gambia and Guinea-Bissau to 15 per cent in the 
Central African Republic. Among children 5-17 years this ranges 
from 10 per cent in The Gambia to 31 per cent in the Central 
African Republic. Among 2-4-year-olds, learning difficulties are 
more common than other functional difficulties, while among 
5-17-year-olds,  a higher proportion of children have signs of 
anxiety and signs of depressions. These findings highlight the 
need to better understand and respond to the needs of children 
with different functional difficulties beyond the provision of 
ramps and Braille equipment.

Children with functional difficulties are unable to access 
ECE at the same level as their peers
On average, early childhood education (ECE) attendance for 
3-4-year-olds is less than 20 per cent both for children with 
and without functional difficulties, with significant variation 
between countries. ECE attendance for children with multiple 
functional difficulties is even lower at 10 per cent. In terms 
of functional domains, children with difficulty hearing and 
walking are the least likely to attend ECE.

EXECUTIVE SUMMARY 

https://data.unicef.org/resources/module-on-child-functioning-manual-for-interviewers/. 
https://data.unicef.org/resources/module-on-child-functioning-manual-for-interviewers/. 
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Children aged 5-17 with any or multiple functional 
difficulties are more likely to be out-of-school and not 
attending school at the right age
The percentage of out-of-school children among 5-17-year-
olds in the nine countries ranges from 27 per cent for children 
with no functional difficulty to 33 per cent for children with any 
difficulty. For children with multiple functional difficulties, the 
out-of-school rate among 5-17-year-olds is high at 38 per cent. 
Of children aged 5-17 years with no functional difficulty, 50 per 
cent are attending school at the right age, compared to 44 per 
cent of children with any functional difficulties and 39 per cent 
of children with multiple difficulties.

Primary completion has the widest variation by 
functional domains
Only 26 per cent of children with self-care functional difficulty 
complete primary education and 90 per cent of children with 
difficulty accepting change complete the level. This result 
reinforces and reveals the silent crisis that many children face in 
accessing education.

The gap in attendance increases drastically between 
children with and without functional difficulties at lower 
secondary level
At the lower secondary level, the adjusted net attendance rate 
(ANAR) is estimated at 33 per cent for children with no functional 
difficulties and 25 per cent for children with any functional 
difficulties and multiple functional difficulties. Children with 
difficulty learning and with self-care see the largest decline 
in ANAR from primary to lower secondary. The gap between 
attendance rates of children with any functional difficulties and 
multiple functional difficulties closes as children transition to 
upper secondary level.

Children with functional difficulties are less likely to 
have foundational reading skills than their peers with no 
functional difficulties. Few children aged 3-4 have basic 
knowledge of identifying and naming letters and numbers, 
but even fewer with multiple functional difficulties have 
these skills
Among 3-4-year-olds, 19 per cent of children without functional 
difficulties and 17 per cent of children with functional difficulties 
can read at least 10 letters in the alphabet, with fewer children 
with multiple functional difficulties (7 per cent) reported to 
be able to do so. The share of children with basic knowledge 
of identifying and naming letters in the alphabet also varies, 
depending on the type of functional difficulties; for example, 
children with difficulty hearing, walking, or playing are 
significantly less likely to be able to read 10 letters compared to 
children with no functional difficulties.

Furthermore, among 7-14-year-olds (in and out-of-school) without 
functional difficulties, only 12 per cent have foundational reading 
skills and only 4 per cent have foundational numeracy skills. 
Children with any or multiple functional difficulties are less likely 
to have foundational reading skills, but the difference is small 
when it comes to numeracy skills.

In summary, inclusion is essential for children’s physical, cognitive 
and emotional development - but the needs and experiences 
of children differ. An expanded definition of disability will cater 
to the diverse needs of children, allowing more varied evidence 
to be captured on children's experiences, providing an inclusive 
environment for learning. This report provides a knowledge base 
for policy makers and other national and international stakeholders 
to understand the regional and country-level state of educational 
inclusion for children with disabilities. In so doing, it can pave the 
way for more inclusive education systems.

EXECUTIVE SUMMARY
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INTRODUCTION

Over the past two decades, remarkable progress has been 
made internationally in terms of expanding access to 
education. Worldwide, more than 90 per cent of primary 
school-age children have been enrolled in school. In sub-
Saharan Africa alone, net enrolment in primary has grown to 
79 per cent as of 2018, compared with 60 per cent in the year 
2000 (UNICEF, 2019; World Bank, 2020).

Despite this progress, gains have not been equally distributed 
among all groups, with some of the most vulnerable still 
being left behind. Persons with disabilities are one such 
group who continue to be excluded from education more 
than any other demographic group (WHO and World Bank, 
2011). Previous research shows that disability is more strongly 
associated with being out-of-school than with sex, place of 
residence or even socio-economic status (UNESCO UIS, 2017; 
Mizunoya et al., 2018). Low and middle-income countries with 
near-universal primary education also report high ratios of 
children with disabilities who are out-of-school compared to 
children without disabilities. This suggests that educational 
policies that improve overall attendance have not necessarily 
addressed the challenges faced by children with disabilities 
(Mizunoya et al., 2018).

The COVID-19 pandemic is expected to aggravate these 
issues by making an already bad situation even worse. In 
2020, it was estimated that 40 per cent of socio-economically 
disadvantaged learners in low and lower-middle-income 
countries had been left entirely unsupported in their education 
due to school closures (World Bank, 2020). The adverse impact 
is particularly significant on learners with disabilities for whom 
barriers to learning can be compounded by the inaccessibility 
of tech-reliant pedagogical modalities. Adverse impacts from 
school closures may have spillover effects on other correlated 
social inequalities as well (Azevedo et al., 2020).

An education system that includes all students and welcomes 
and supports them to learn in the same classrooms and 
schools, whoever they are and whatever their abilities or 
requirements, is an ‘inclusive education system’. Inclusive 
education means all children learn together in the same 
schools, including children with disabilities (UNICEF, 2021). 
Disability-inclusive education specifically focuses on ensuring 
access of children with disabilities to mainstream schools, and 
when needed, children receive differentiated support to follow 
their academic pathway. The argument for disability-inclusive 
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education is social, cultural and economic and international 
co-operation has shifted its focus towards achieving it. 
Sustainable Development Goal (SDG) 4 underlines the need to 
focus on achieving quality education for all, including children 
with disabilities, and two SDG targets (SDG 4.5 and SDG4.a) 
explicitly promote disability-inclusion education.

However, creating an equitable and disability-inclusive 
education system requires robust evidence. Data collection 
and analysis are needed to understand the share of children 
with disabilities and their access to education and learning. 
This information is crucial to improving efforts to remove 
barriers and help governments and development partners 
provide services that allow all children to participate equally 
in education and advance towards success in life. Despite this 
need, internationally comparable data on child disability have 
so far been scarce. Making education inclusive means adapting 
the education system so it is able to respond to the different 
needs students have, rather than seeking to change students 
to fit the system. It cannot be achieved through superficial 
change but requires profound reform of entire education 
systems. It means investing in innovative curricula, inclusive 
pedagogy and curricular adaptations for specific children/
needs that help all children realize their learning potential. It 
means removing barriers to participation and learning, and 
creating child-centered environments in mainstream schools 
which include representatives of the diversity of individuals 
found in society. The term 'inclusive education' refers to a 
range of strategies, activities and processes aimed at making 
the universal right to quality, relevant and appropriate 
education a reality for all children (UNESCO IIEP, 2018).

The following report leverages a set of newly available 
qualitative and quantitative data to help fill the information 
gap around children with disabilities and their access to 
education and learning in the West and Central Africa Region 
(WCAR), thus establishing best practices for future work 
in this area. It is the first-ever regional report in the WCAR 
that applies a common disability measurement based on 
the UNICEF/Washington Group Child Functioning Module 
(UNICEF/WG CFM or CFM). This was jointly developed by the 
UN Washington Group of Statistics and UNICEF and released 
in 2016, representing the most holistic approach to identifying 
children with disabilities in household surveys. This report 
also features significant qualitative data on national policy and 
programming for disability-inclusive education in the WCAR. 

http://uis.unesco.org/en/news/children-disabilities-are-more-likely-be-out-school
http://uis.unesco.org/en/news/children-disabilities-are-more-likely-be-out-school
https://www.sciencedirect.com/science/article/pii/S0305750X17303881?casa_token=f7eHbsW9JAQAAAAA:dBJBhNtCsLINfhh9qjnRfZVFnyAukYgRKPHI8cSK7kTzq-E_vU28kSO_-4AZdu3wWOsPG1qf
https://www.unicef.org/education/inclusive-education
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The data were drawn from two sources: responses to Strategic 
Monitoring Questions (SMQs) prepared by UNICEF country 
offices, and country-level Profiles Enhancing Education 
Reviews (PEERs) compiled by UNESCO as part of its Global 
Education Monitoring (GEM) programme. These sources are 
defined further in Section 1.2.

In presenting a portrait of children with disabilities and their 
access to education in the WCAR, this report is designed to 
provide a knowledge base for policy makers and other national 
and international stakeholders to understand the regional and 
country-level state of educational inclusion for children with 
disabilities. In so doing, it can serve as a springboard for the 

formulation of evidence-based policy and programming 
that will allow all children to benefit from schooling. It is 
important to note that the quantitative data in this analysis 
do not contain information on the type of school attended 
by children with disabilities, and therefore conclusions 
cannot be drawn on inclusiveness of children with 
disabilities in the education systems.

The report covers indicators related to access and 
participation in education and learning outcomes. Aspects 
of home and school environment or the adequacy of 
education for children with disabilities is beyond the scope 
of the report.

INTRODUCTION
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 Introduction and context

1.1 Collecting data on children with disabilities 
through the Child Functioning Module
The Washington Group on Disability Statistics (WG), an 
informal group of statistical experts primarily drawn from 
national statistical offices, has been working on improving the 
quality and international comparability of disability measures 
since 2001. The tools developed by the WG are based on the 
International Classification of Functioning, Disability and 
Health’s (ICF) Biopsychosocial Model of Disability. This focuses 
on the functional dimension of disability, i.e., what a person 
can do, has difficulty doing, or cannot do, given the physical, 
psychological and social conditions to which to which he or she 

is subjected (WG, 2017). Based on this definition, disability is not 
a medical condition but arises out of an individual’s interaction 
with barriers in the environment. A recent UNICEF report 
provides a detailed summary of differences in the definition 
(UNICEF, 2021).

As the graphic shows (see Figure 1.1), the WG approach 
measures ‘functional difficulties’ that, when they interact with 
an unaccommodating environment,2 result in a ‘disability’. 
As such, while functional difficulties may exist, they result in a 
disability as a result of an unaccommodating environment.

CHAPTER 1

ii. An unaccommodating environment is one that does not provide adequate support/modifications to account for differences in experiences. For 
example, buildings that only have stairs may be considered an ‘unaccommodating environment’ for those who have difficulty climbing stairs.

FIGURE 1.1:  An example showing the link between functional difficulties and disability

Source: UNICEF, 2019

https://unstats.un.org/unsd/methodology/citygroups/washington.cshtml
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1.1.1 UNICEF/WG Child Functioning Module for 2-4 and 
5-7-year-olds
To respond to child-specific functional difficulties not covered 
in the Washington Group Short Set (WG-SS), the Washington 
Group began work in 2011 in collaboration with UNICEF to 
develop an extended set of survey items to better represent the 
core domains of child functioning (Cappa et al., 2018; Loeb et 
al., 2018; Massey, 2018). Through this collaboration, two sets of 
survey items on Child Functioning (CF) were designed for two 
age groups: those aged 2-4 years and those aged 5-17 years.

The module has been included in the sixth round of the Multiple 
Indicator Cluster Survey (MICS), the world’s largest source of 
household data on children, which is supported by UNICEF. 
For more than 20 years, MICS has been a key source of data on 
equity and plays an essential role in tracking progress toward 

the elimination of disparities and inequities in child well-being. 
Figure 1.2 shows the principles that guided the development 
of the UNICEF/WG Child Functioning Module. It explains the 
purpose of the module, the rationale behind the selection 
of the functional domains as well as the reference age group 
selected for implementation of the module. The key source of 
data for this report is the UNICEF/WG CFM collected through 
MICS for countries in the West and Central Africa Region (WCAR). 
Combining the information from CFM and the data collected 
on school attendance and learning in the survey, this report 
is able to provide insights on access to education of children 
with functional difficulties. However, MICS does not collect 
information on the type of school attended, i.e., mainstream 
schools or specialized schools, making it difficult to comment 
on inclusiveness in education systems.

FIGURE 1.2:  Key principles of UNICEF/WG Child Functioning Module

Source: Cappa et al., 2018

The primary purpose of the questions is to identify children with functional difficulties which may place children at risk of experiencing
limited participation in an unaccommodating environment.

Identification of children with functional difficulties

Providing cross-national data

Selection of child functioning domains

Building on WG-SS

Consulting experts

Establishing reference age as 2 to 17- year-olds

Validating the questions

Use of CFM

The module is designed to identify children with similar types of functional difficulties in basic activity across countries. The questions 
in the module refer to basic functional activities that are applicable to children in different countries, regardless of culture or other
background characteristics.

The International Classification of Functioning, Disability and Health for Children and Youth (ICF - CY), is the conceptual framework that
guided the selection of relevent functional domains.

Consulation with other experts, including survey statisticians, pediatricians, developmental psychologistics, speech therapists, etc., was
sought to support the work.

Due to the transitional nature of the development process for young children, a development delay for children under 2 is not necessarily
indicative of functional limitations.

The development of the child functioning questions built upon the WG’s work on the short and extended sets of questions for adults.

The set of questions were validated through cognitive and field testing, following established WG procedure.

The set of child functioning questions can be used as a component of national population surveys or as a supplement to surveys on 
specific topics : health, education, etc.
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The CFM covers different functional domains by age group. For 
children aged 2-4, the mother/ caregiver is asked about their 
child’s functioning in eight domains to ascertain if there are any 
difficulties. These eight domains are: seeing, hearing, walking 
(with and without equipment), fine motor skills, communicating 
(i.e., understanding and being understood by others), learning, 
playing, and controlling behaviour. As these questions are asked 
to the mother/caregiver, it must be acknowledged that different 
rates of child development could be confounded with functional 
difficulties. Additionally, for young children it may be difficult for 
mothers to reliably report on some domains and it was for these 
reasons that a more limited set of ‘functional difficulties’ are 
used for this age group compared to children aged 5-17.

For children aged 5-17 years, the mother/caregiver is asked 
about their child’s functioning in 12 domains. These are: 
seeing, hearing, walking (with and without equipment), self-
care, communicating (i.e., being understood both inside and 
outside the household), learning, remembering, concentrating, 
accepting change, controlling behaviour, making friends, and 
emotional affect (measured in terms of both signs of anxiety 

and signs of depression). The scaling ranges from ‘no difficulty’ to 
‘cannot do at all’ for most of the functional difficulties in the CFM. 
The exceptions , which apply only to those aged 2-4, are difficulty 
controlling behaviour, signs of depression and signs of anxiety. 
For controlling behaviour, the options range from ‘not at all’ to ‘a 
lot more’ whilst for signs of depression and signs of anxiety the 
questions are based on the frequency of the child experiencing 
symptoms or signs of depression or signs of anxiety (i.e., daily, 
weekly, monthly). For the domains of seeing, hearing, and walking, 
besides the severity of functional difficulty, additional questions on 
the use of assistive devices are asked to ascertain if the child faces 
functional difficulties in these domains despite the use of such 
devices. Please refer to Annex C for the full list of questions asked 
as part of the CFM for a more detailed description.

For the purposes of the analysis of MICS surveys, based on 
the question type, a child is identified as having a functional 
difficulty if the respondent (i.e., mother or caregiver), indicates 
that the child has ‘a lot of difficulty’ or ‘cannot do at all’ any of the 
activities asked in the module. In the case of signs of anxiety and 
signs of depression, a child is considered to have a functional 
difficulty in those domains if the mother/caregiver reports a daily 
frequency of symptoms of anxiety or depression. Based on the 
information collected for each domain, a child is identified as 
having a functional difficulty if he or she has difficulty in any of the 
domains listed (see Figure 1.3). A more detailed description of the 
calculation of the indicator is given in the annex.

In operational terms the definition of ‘any functional difficulty’ or 
‘functional difficulty in at least one domain’ differs by age group 
due to the differences in domains included (see Figure 1.3). This 
means a 3-year-old who has ‘any functional difficulty’ in MICS6 
or any other survey using CFM for 2-4-year-olds has a functional 
difficulty in any of the eight functional domains listed in Column 
1 of the table above whereas a 6-year-old who has ‘any functional 
difficulty’ means that the child has a functional difficulty in any 
of the 12 domains listed in Column 2 of the table above. The 
quantitative data used in this report for Chapter 2 to Chapter 6 uses 
the definition of ‘any functional difficulty’ or ‘at least one functional 
difficulty’ as explained above.

1.2 Disability-inclusive education in the region: Overview from 
a legal and policy perspective
Most countries in the region have made commitments to improve 
the education of children with disabilities, either through 
ratification of international instruments or by introducing national 
policies targeted at building an equitable and inclusive education 
system. This section provides information on the ratification 
of the West and Central Africa Region (WCAR) countries to the 
Convention on the Rights of Persons with Disabilities. It then delves 
into national policy frameworks that encourage the use of data 
collection on children with disabilities in their education system.

FIGURE 1.3:  Functional difficulty domains covered in each tool

Number

WG/UNICEF Child 
Functioning Module

(Functioning 
difficulty age 2-4)

WG/UNICEF Child 
Functioning Module

(Functioning 
difficulty age 5-17)

1 Seeing Seeing

2 Hearing Hearing

3 Walking Walking

4 Fine Motor Skills Self-care

5 Communicating Communicating

6 Learning Learning

7 Playing Remembering

8 Controlling behaviour Concentrating

9 Accepting

10 Controlling behaviour

11 Making friends

12
Emotional affect

(Signs of anxiety and/
or depression)

Number of 
domains

 defining ‘any 
functional 
difficulty’

8 domains 12 domains
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ARTICLE 24 OF THE CONVENTION ON THE RIGHTS OF PERSONS WITH DISABILITIES

The right to education applies to all children. Article 24 
describes what is needed to ensure that children with 
disabilities are able to realize this right:

Non-discrimination 
Children with disabilities must be able to access 
education without discrimination and on the basis of 
equality. This means the right not to be segregated, 
and to be provided with all the support they need. All 
barriers must be removed including legal, physical, 
communicating and language, social, financial and 
attitudinal barriers.

Aim of education
Education should promote the full development of all 
the abilities and potential of children with disabilities, 
support them to participate fully in society, and provide 
them with understanding of human rights, diversity, 
tolerance and respect for the environment.

No exclusion
Children with disabilities must never be excluded from 
the general education system. Any legislation that limits 
their access must be repealed.

Access to primary and secondary education
Children with disabilities must have access to inclusive, 
quality and free primary and secondary education in the 
communities where they live. This means that:

• Sufficient numbers of schools must be available 
throughout the country. 

• Schools must be accessible for all children with 
disabilities including buildings, transport, playgrounds, 
hygiene and toilet facilities, communicatings, 
curriculum, education materials, teaching methods, 
and assessment and support services. All new buildings 
must be accessible.

• Education services must be acceptable to the 
requirements, cultures and languages of all students 
with disabilities.

• Schools should adapt to the needs of students with 
different learning requirements.

Reasonable accommodation
Students with disabilities must be provided with 
‘reasonable accommodation’ to help them have an 
education on an equal basis with others. What is 
reasonable accommodation should never be decided 
by a medical diagnosis of a child’s impairment. It must 
be decided by looking at the barriers to education 
that a particular child faces. Denying reasonable 
accommodation counts as discrimination, and 
students must be able to challenge a decision to 
refuse them the accommodations they need.

General support
Students with disabilities are entitled to general 
support to enable them to get the most out of their 
education. This might include, for example, having 
enough trained and supported teaching staff, school 
counsellors, psychologists, and other relevant health 
and social service professionals, as well as access to 
scholarships and financial resources.

Individual education plans
Every student with a disability should be provided 
with an individual education plan that sets out the 
accommodations and support they need. These plans 
should be developed together with the student. They 
should be monitored regularly and be designed to 
help them be fully included. The student should be 
able to make a complaint if the support they need is 
not provided.

Providing for specific impairments
Certain groups of students may require specific 
services so that they can acquire the life, language 
and social skills to help them benefit fully from their 
education.

Trained teachers
Teachers must be trained to work effectively in 
inclusive environments. Teachers with disabilities 
must be recruited and trained; this will help promote 
equal rights, provide unique expertise and skills, 
contribute to breaking down barriers and they will 
serve as important role models.

Source: United Nations Children’s Fund, ‘Inclusive Education’, UNICEF ECARO, Geneva, 2017 www.unicef.org/eca/sites/unicef.org.eca/files/IE_summary_accessi-
ble_220917_0.pdf

BOX 1.1

http://www.unicef.org/eca/sites/unicef.org.eca/files/IE_summary_accessible_220917_0.pdf
http://www.unicef.org/eca/sites/unicef.org.eca/files/IE_summary_accessible_220917_0.pdf
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FIGURE 1.4:  CPRD and optional protocol signatures and ratifications in WCAR 

Of the 24 countries in the region, 13 have ratified both the Convention on the Rights of Persons with Disabilities and its 
optional protocol, seven have ratified only the Convention and two are signatories to both the Convention and its optional 
protocol. (see Figure 1.4). Two countries, Sao Tome and Principe, and Equatorial Guinea, have not signed the Convention. 
Besides the Convention, the SDGs and other recent efforts in the region have also put in focus the right to education for 
persons with disabilities (see Box 1.2)

Equatorial Guinea

Sierra Leone

Senegal

Nigeria

Niger

Mauritania

Mali

Liberia

Guinea-Bissau
Guinea

Ghana

Gabon

DRC

Cote d'Ivoire

Congo

Chad

CAR

Cabo Verde

Sao Tome and Principe

Cameroon

Burkina Faso

Benin

Togo

Gambia

Source: UN (2021), https://www.un.org/development/desa/disabilities/Convention-on-the-rights-of-persons-with-disabilities.html

1.2.1 Most countries in the region have ratified The 
Convention on the Rights of Persons with Disabilities
The Convention on the Rights of Persons with Disabilities and 
its optional protocol are the key international instruments that 
set out the legal obligations of States to promote and protect 
the rights of persons with disabilities. The Convention was 
adopted on 13 December 2006 and entered into force on 3 
May 2008. So far, 182 countries have ratified the Convention 
and 96 have ratified the optional protocol. Article 24 of the 

Convention recognizes the rights of persons with disabilities to 
education; it stresses that inclusive education is a fundamental 
human right for every child with a disability (see Box 1.1). The 
Convention clarifies and qualifies how all categories of rights 
apply to persons with disabilities. It also identifies areas where 
adaptations have to be made for persons with disabilities to 
effectively exercise their rights and areas where their rights 
have been violated, and where protection of rights must be 
reinforced.

Signatories to both the convention and optional protocol
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RECENT INTERNATIONAL FRAMEWORKS AND PARTNERSHIPS FOR BUILDING 
DISABILITY-INCLUSIVE EDUCATION SYSTEMS IN THE WCAR

BOX 1.2

The Sustainable Development Goals 
Disability inclusion is a major theme throughout the SDGs 
enacted by the United Nations in 2016, and two targets 
of the SDGs on ensuring inclusive and equitable quality 
education for all (SDG 4, Targets 4.5 and 4.a) feature 
disability inclusion as a core component. 

• Target 4.5: By 2030, eliminate gender disparities in 
education and ensure equal access to all levels of 
education and vocational training for the vulnerable, 
including persons with disabilities, indigenous 
peoples and children in vulnerable situations.

• Target 4.a: Build and upgrade education facilities 
that are child, disability and gender-sensitive and 
provide safe, non-violent, inclusive and effective 
learning environments for all.

All countries in the region have committed to achieve 
these targets by 2030. 

The Disability-Inclusive Education in Africa Program
In 2017, the World Bank and US Agency for International 
Development (USAID) jointly established the Disability-
Inclusive Education in Africa Program, a US$3 million 
trust fund to increase access to primary school and to 
design and implement inclusive education programmes 
across Africa. Under the auspices of this programme, 
the World Bank, USAID and UNICEF hosted a technical 
learning series in 2018 in Nairobi, Kenya, to facilitate 
knowledge sharing on effective inclusive education 
policy, planning and practice among donors, government 
and civil society in a manner conducive to cross-regional 

exchange and coalition building. Organized around the 
themes of data and evidence, management capacity and 
finance, and service delivery for inclusive education, the 
series covered topics such as disability data collection 
and use, disability-inclusive education sector analysis 
and planning, financing for disability-inclusive education 
plans, and teacher training and support models for 
learning at scale.

In WCAR, Ghana, The Gambia and Senegal are part of this 
programme. 

The Inclusive Education Framework
The Inclusive Education Framework developed by 
UNICEF and the UNESCO International Institute for 
Education Planning (IIEP) was first used in a working 
document at a Technical Roundtable on Disability-
Inclusive Education in Paris held in the summer of 2018. 
It contains 13 blocks that correspond to key aspects of 
inclusive education systems, organized according to a 
classification system based around the twin goals of 
creating an enabling environment and ensuring quality 
service delivery. 

In the region, Ghana has already utilized the framework 
in a review of its Education Sector Plan 2010 - 2020. In 
2018, supported by UNICEF, an Education Sector Analysis 
was undertaken with an inclusive lens (ESA-IE) and the 
findings mainstreamed into Ghana's Education Sector 
Plans for 2018–2030. Building systematic approaches and 
advancing inclusive education through sector planning 
are critical to ensuring the right to education for all.

Source: UNESCO, 2021; World Bank, 2021

http://tcg.uis.unesco.org/sdg-4-data-explorer/
https://www.worldbank.org/en/topic/disability/brief/disability-inclusive-education-in-africa-program#:~:text=The%20Disability%2DInclusive%20Education%20in%20Africa%20Program%20aims%20to%20benefit,Bank%20projects%2C%20and%20analytical%20work.&text=Increased%20access%20and%20enrollment%20of,disabilities%20in%20targeted%20African%20countries
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1.2.2 National frameworks are increasingly focusing on 
children with disabilities but more needs to be done
Besides international instruments, national frameworks in 
the region are increasingly focused on improving access to 
education for children with disabilities as well as aspiring to 
build a disability-inclusive education system. This section 
provides information on measures adopted at the national level 
to achieve this. The key source of information for these are: 
 
1. Profiles Enhancing Education Reviews (PEER), which provide 

systematic, comprehensive information on laws and policies 
for every country in the world and are meant to support 
policy dialogue and peer learning. The first set of country 
profiles cover inclusion and education, the theme of the 
2020 GEM Report.

2. Responses to Strategic Monitoring Questions (SMQs) are 
collected by UNICEF in-country offices. For education, 
those questions measure how much effort countries have 
been putting in system strengthening and service delivery 
in development and humanitarian settings in different 
areas of equitable access (including access for children with 
disabilities), learning, and skills development.  

The qualitative data sources highlight that in WCAR, legal 
frameworks for inclusive education have been developing 
steadily in recent decades, although no country has been 
able to completely develop a system that is fully inclusive, i.e., 
all children are able to access quality education in the same 
classrooms and the same schools. Fully inclusive education 
systems value the unique contributions students of all 
backgrounds bring to the classroom and allow diverse groups 
to grow side by side, to the benefit of all. As of 2020, there are 
frameworks in most countries in the region which strive to 
achieve inclusive education. In Guinea, for example, where no 
official definition for inclusive education was discovered, the 
Programme Décennal pour L’éducation en Guinée (ProDEG) 
still mandates placing children with disabilities in the same 
schools and classrooms as other children. It provides for 
the necessary adaptation of school infrastructure, learning 
tools, curriculum, etc. in order to make this possible, in what 
amounts to an operational definition of inclusive education 
(PEER Guinea, 2020).

Legal measures providing for the protection of children with 
disabilities in the WCAR educational context vary in scope. For 
example, a 2007 law in Chad (007/PR/2007) recognizes the 
rights to education and training for persons with disabilities 
and oversees the support of decentralized local authorities 
(PEER Chad, 2020). A law passed in Benin
(Law N 2017-06 passed on 29 November 2017)  on the 

protection and promotion of the rights of persons with 
disabilities stipulates that all persons with disabilities can 
benefit from psychosocial support, rehabilitation and 
functional education. In addition, the state guarantees the 
right to education, teaching and training for persons with 
disabilities (PEER Benin, 2020).

In Togo, Article 8 of the 2004-2005 law relating to the social 
protection of persons with disabilities specifies that they 
have the right to education, either in mainstream schools 
or in specialized institutions, and that study and housing 
allowances may be granted to them. Article 258 of the 2007 
Children's Code affirms the right of children with disabilities to 
special schooling and professional education, both of which 
should be subsidized by the State (PEER Togo, 2020). These 
measures should also be coupled with strong child rights 
monitoring systems which can track the implementation of 
these frameworks. 

1.2.3 More and more countries are trying to capture data on 
children with disabilities and their education 
Progress has been steady but slow in incorporating legal 
frameworks to safeguard access of education for children with 
disabilities. The same is true for efforts aimed at capturing 
data on children with disabilities and their access to quality 
education. Table 1.1 shows the existing legal frameworks and 
data collection in education management information systems 
(EMIS) of children with disabilities in the region. It is important 
to note that there are different definitions of ‘disability’, the most 
common ones being:

1. The medical model, which presents disability primarily as 
a health condition or impairment demanding attention 
from medical professionals. In the medical model, disability 
is considered to be a condition which impacts a person’s 
ability to function ‘normally’ and should thus be prevented 
or treated (WHO, 2007). 

2. The social model of disability, which says that disability is 
caused by the way society is organized, rather than by a 
person’s impairment. It looks at ways of removing barriers 
that restrict life choices for persons with disabilities. When 
barriers are removed, persons with disabilities can be 
independent and equal in society, with choice and control 
over their own lives (UNICEF, 2017).

3. The biopsychosocial model of disability is based on 
interaction between three sets of factors: physical, such as 
age and sex; psychological, such as behaviour; and social, 
such as social and cultural environments. This model 
forms the basis of WHO’s International Classification of 
Functioning, Disability and Health (ICF) (WHO, 2001).

https://education-profiles.org/fr/afrique-sub-saharienne/guinee/~inclusion
https://education-profiles.org/fr/afrique-sub-saharienne/tchad/~inclusion
https://education-profiles.org/fr/sub-saharan-africa/benin/~inclusion
https://www.ilo.org/dyn/natlex/docs/SERIAL/81964/95152/F1737117949/code%20enfant.pdf
https://www.ilo.org/dyn/natlex/docs/SERIAL/81964/95152/F1737117949/code%20enfant.pdf
https://education-profiles.org/fr/afrique-sub-saharienne/togo/~inclusion
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TABLE 1.1:  Legal frameworks and data collection related to children with disabilities in WCAR

Country
Children with disabilities in 
national education law/policies as 
reported in the SMQs

Does EMIS collect data on
children with disabilities?

How are ‘children with 
disabilities’
defined in EMIS data 
collection?

Benin

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention 
of children with disabilities

No data on children with
disabilities

Burkina Faso

Yes, EMIS provides data on the number 
of children with disabilities enrolled in 
schools (access data but not at 
pre-primary level)

Uses medical definition of 
disability

Cabo Verde

There is a law/policy establishing 
the right of all children to recieve an 
education, with an explicit mention 
of children with disabilities, and 
also a national plan on inclusive 
education

Since 2019, the EMIS integrated variables 
related to disabilities and data are now 
collected for all schools

Children with disabilities are 
classified using International 
Classification of Functioning 
definition

Cameroon

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention 
of children with disabilities

Questionnaries were improved to integrate 
variables on children with disabilities, but 
data are not yet collected

Central African
Republic (the)

Yes, data are collected but children with 
disabilities are not differentiated from 
other vulnerable children

Chad

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention 
of children with disabilities

Data on children with disabilities are 
integrated in the education sector 
information system (SIGE).

Congo (the) Yes. EMIS collects data on children with 
disabilities

Uses medical definition of 
disability

Côte d'Ivoire

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention 
of children with disabilities

Yes. EMIS collects data on children with 
disabilities

As Table 1.1 shows, as of January 2021, eight countries in 
WCAR did not collect data on children with disabilities using 
EMIS. Moreover, most countries use medical definitions of 
disability in their EMIS data collection which aim to capture 
impairments, making it a more complex process to collect 
data and cross-validate it. To a large extent, the medical 
model does not include the wide set of functional difficulties 
identified by the ICF model, and therefore may not fully 
capture the diverse range of experiences of children who may 
have less severe or less visible disabilities.

All in all, while progress has been made in West and Central 
African countries to improve data collection related to 
capturing the access and progression of children with 
disabilities in their education systems, more needs to be 
done. This report is the first step towards that as it provides 

internationally comparable data on access, progression 
and learning of children with functional difficulties in nine 
countries in the West and Central Africa Region (WCAR). This 
chapter introduced the measurement instrument that made 
this report possible, i.e., the child functioning module which is 
being implemented through MICS6. Chapter 2 of the report will 
provide the estimation of children with functional difficulties 
for the nine countries that have been analysed. Chapter 3 will 
delve into early childhood education for children aged 3-4 
with and without functional difficulties. Chapter 4 will provide 
insights on attendance to primary and lower secondary 
levels and Chapter 5 focuses on progression from one level to 
another. Chapter 6 seeks to understand differences in learning 
outcomes, as measured by the foundational learning skills, 
between children with and without functional difficulties. 
Finally, the report concludes with a way forward for the future.
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Source: UNICEF, Strategic Monitoring Questions, 2020

Democratic 
Republic of the 
Congo

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention 
of children with disabilities

EMIS collects data using templates 
that include information on pupils with 
disabilities enrolled. However, no data on 
children with disabilities

Equatorial 
Guinea

Yes. EMIS collects data on children with 
disabilities

Gabon

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention 
of children with disabilities

No data on children with disabilities

The Gambia Yes. EMIS collects data on children with 
disabilities

Uses medical definition of 
disability

Ghana

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention of 
children with disabilities, and also a 
national plan on inclusive education

Yes. EMIS collects data on children with 
disabilities

Alignment with MICS definition 
in 2020

Guinea

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention of 
children with disabilities

Yes. EMIS collects data on children with 
disabilities

Uses medical definition of 
disability

Guinea - Bissau

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention of 
children with disabilities

EMIS collecting data on children with 
disabiliies in collaboration with Humanity 
and Inclusion with humanity and inclusion

Liberia

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention of 
children with disabilities

Yes. EMIS collects data on children with 
disabilities

Uses medical definition of 
disability

Mali

Questionaire was revised in 2019 to integrate 
variables on children with disabilities. Data 
were collected in 2020 but not refllected in 
the Statistical Yearbook or any
official data

Mauritania No data on children with disabilities

Niger Yes, EMIS collects some data on
children with disabilities

Nigeria Yes, EMIS collects some data on children with 
disabilities

Uses medical definition of 
disability to capture physical 
disabilities mostly

Sao Tome and
Principe

Yes, EMIS collects some data on children with 
disabilities

Uses medical definition of 
disability

Senegal

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention of 
children with disabilities

Yes, EMIS collects some data on children with 
disabilities

Follows the medical definition of 
disability

Sierra Leone Yes, EMIS collects some data on children with 
disabilities

Follows ICF- based classifications 
of disability

Togo

There is a law/policy establishing 
the right of all children to receive an 
education, with an explicit mention of 
children with disabilities

Yes, EMIS collects some data on
children with disabilities

Follows the medical definition of
disability
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Children with functional difficulties in WCAR

CHAPTER 2

This chapter provides estimates of the proportion of children 
with functional difficulties as reported by their mothers or  
caregivers in each country for children aged 2-4 and those aged 
5-17. It then provides disaggregation of the prevalence by socio-
economic factors in countries in the region with available data.

As introduced in Chapter 1, functional domains used to 
define ‘at least one functional difficulty’ for children aged 
2-4 are as follows: seeing, hearing, walking, fine motor skills, 
communicating, learning, playing, and controlling behaviour. 
Functional domains used to define ‘at least one functional 
difficulty’ for children aged 5-17 are as follows: seeing, hearing, 
walking, self-care, communicating, learning, remembering, 
concentrating, accepting change, controlling behaviour, making 
friends, signs of anxiety and depression. The difference in the 
number of functional domains between the two age groups 

contribute to differences in the number of children who are 
identified as having functional difficulties.

Nine countries participated in MICS6 and have data from the 
child functioning module available. These countries are: the 
Central African Republic, Chad, the Democratic Republic of the 
Congo, Ghana, Guinea-Bissau, Sierra Leone, Sao Tome and 
Principe, The Gambia, and Togo. Detailed information on the 
MICS6 survey for these countries can be found in the Annex. 
The data presented in Chapters 2 to Chapter 5 only cover these 
countries.3 Besides comparisons across different countries, 
this chapter includes differences in the share of children with 
functional difficulties in relation to demographic and socio-
economic factors based on a pooled weighted average of the 
nine countries. More detailed analysis is provided in Annex A.

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021) 

FIGURE 2.1:  Share of children with at least one functional difficulty aged 2-17, by socio-economic and demographic factors among nine selected 
countries in WCAR (pooled estimates)
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iii. The pooled averages are based on the Central African Republic, Chad, the Democratic Republic of the Congo, Ghana, Guinea-Bissau, Sierra
Leone, Sao Tome and Principe, The Gambia and Togo. They do not represent the average for WCAR. 
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2.1 Estimation of children with functional difficulties 
by demographic and socio-economic factors
On average, across the nine countries analyzed, 8 per cent of 
2-4-year-olds have functional difficulties (see Figure 2.1). Among 
2-4-year-olds, the strongest differences are observed by sex, 
showing a higher proportion of boys with functional difficulties 
compared to girls. In this age group, there are small differences 
when comparing urban to rural locations and children from less 
wealthy and more wealthy backgrounds.

On average, one in five 5-17-year-olds have  disabilities across 
the nine countries analysed. There are no strong differences 
by sex. However, in this age group differences are statistically 
significant when comparing rural to urban locations, showing a 
higher proportion of children with functional difficulties among 
those living in rural areas. Moreover, there are more children 
from poorer backgrounds with functional difficulties than those 
from richer backgrounds.

These demographic and socio-economic factors play an 
important role as they potentially put children at higher risk 
of experiencing an unaccommodating environment, and thus 
limiting the fulfilment of their rights. Therefore, if members of 
an already-marginalized group have functional difficulties, then 
they may face a double or triple (sex, geographic area, wealth 
status) burden of marginalization. Please refer to Annex A for an 
analysis of the number of children with functional difficulties by 

demographic and socio-economic factors in each of the nine 
countries.

2.2 Between country differences in estimation of 
children with functional difficulties
The share of children aged 2-4 with at least one functional 
difficulty varies from 5 per cent in The Gambia and Guinea-Bissau 
to 15 per cent in the Central African Republic (see Figure 2.2). For 
5-17-year-olds, the share of children with a functional difficulty 
in at least one domain ranges from 10 per cent in The Gambia to 
31 per cent in the Central African Republic. In seven of the nine 
countries 20 per cent or more of 5-17-year-olds have a functional 
difficulty. It is important to note that the functional difficulties 
measured vary by age group. This may explain the differences in 
estimation for children aged 2-4 and those aged 5-17. 

2.3 Differences across countries in children with 
functional difficulties, by domains
Table 2.1 shows the share of children with at least one functional 
difficulty as well as the share of children with multiple functional 
difficulties and the share of children by different functional 
difficulties among 2-4-year-olds. Among countries analysed, 
on average, 2 per cent of 2-4-year-olds have multiple functional 
difficulties. The share of children with multiple functional 
difficulties ranges from less than 1 per cent analysed in Guinea-
Bissau to 4 per cent in the Central African Republic.
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Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

FIGURE 2.2:  Share of children aged 2-17 with at least one functional difficulty among nine selected countries in WCAR

Note: The average represents pooled average from nine countries in WCAR. The estimate is not representative of the region. 
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Across all nine countries in the region, the share of children 
aged 2-4 with functional difficulties related to motor skills (e.g., 
difficulty walking or difficulty with fine motor skills) is lower 
compared to psychosocial or learning difficulties (see Table 
2.1). Difficulties associated with controlling behaviour are 
reported for a higher share of children across all countries in 
the region, followed by difficulty communicating and difficulty 
learning. This highlights a key finding of the data collected 
using the child-functioning module - among most reporting 
countries in the region, psychosocial, communicating-related 
and cognitive difficulties are far more common than sensory 

and mobility-related difficulties. This further reinforces the 
fact that schools and education systems do not only need to 
be equipped with Braille equipment and ramps but also that 
teachers and parents need to be better informed and trained 
to deal with less visible functional difficulties. These include 
psychosocial, communicating and learning-related difficulties. 
Proactively engaging with young children with functional 
difficulties is critical for them to achieve their full potential.
Table 2.2 presents the estimated number of children aged 
2-4 with functional difficulties in each of the countries. These 
estimates are obtained by multiplying the share of children 

   1

TABLE 2.1:   Share of children aged 2-4 by functional difficulty domains among nine selected countries in WCAR

Source: MICS6 

Democratic
Republic of
the Congo

Central
African
Republic

Chad Sao 
Tome
and 
Principe

The
Gambia

Ghana Guinea-
Bissau

Sierra
Leone

Togo Pooled
weighted
average

Any functional difficulty 5 15 10 5 5 11 5 7 8 8

Multiple  difficulties 1 4 3 1 5 1 0.2 2 1 2

Communicating 2 5 4 1 1 1 0.2 2 2 2

Controlling behaviour 2 4 2 2 3 5 4 1 4 3

Hearing 1 1 1 0.2 0.2 0.1 0.1 0.1 0.3 0.3

Learning 3 7 4 2 2 4 0.2 3 2 3

Fine motor skills 1 1 1 0.2 0.1 1 0.05 0.5 0.5 1

Playing 1 1 1 1 0.2 0.3 0.1 1 0.5 1

Seeing 1 1 1 0.2 0.1 0.1 0.3 0.1 0.4 1

Walking 1 1 2 0.2 0.4 0.2 1 1 1 1

Note: Orange represents higher share whereas yellow represents lower share.
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with functional difficulties with the population size. The 
number of children with at least one functional difficulty 
ranges from around 680,000 in the Democratic Republic of the 
Congo to 960 in Sao Tome and Principe. The share of children 
with functional difficulties in the Central African Republic is 
two times more than that in the Democratic Republic of the 
Congo. But the number of children with functional difficulties 
is 10 times greater in the Democratic Republic of the Congo 
than the Central African Republic. This is because there are 
many more people living in the Democratic Republic of the 
Congo than the Central African Republic and therefore a 
comparatively lower share translates to a higher number. 
Similarly, although all three - Sao Tome and Principe, Guinea 
Bissau, and The Gambia-have 5 per cent of 2-4-year-olds with 
functional difficulties, this share translates to very different 
numbers of 2-4-year-olds. In Sao Tome and Principe, based 
on the population of the country, 5 per cent translates to 960 
children aged 2-4 with functional difficulties, while in Guinea-
Bissau, 5 per cent translates to around 8,000, and in The 
Gambia, the same share translates to 12,500 children.

Table 2.3 shows that among 5-17-year-olds, the share of 
children with at least one functional difficulty ranges from 10 
per cent in The Gambia to 31 per cent in the Central African 
Republic. The share of children with multiple functional 
difficulties is lower and ranges from 3 per cent in The Gambia 
to 14 per cent in the Central African Republic.

In seven of the nine countries, a comparatively higher share of 
children with difficulties related to signs of anxiety can be found 
than other functional difficulties. In Chad, 20 per cent of children 
and adolescents aged 5-17 were anxious, nervous, or worried 
on a daily basis, according to their mother or caregiver. In The 
Gambia, this share was low at 2 per cent but was still higher than 
other functional difficulties in the country. The second most 
common functional difficulty in eight of the nine countries was 
related to signs of depression. In Chad, 13 per cent of children 
and adolescents seemed sad or depressed on a daily basis 
according to their mother or primary caregiver.

Another key finding is that there are large variations between 
countries in the share of children with psychosocial functional 
difficulties, but less variation in mobility, sensory and cognitive 
functional difficulties. In the nine analysed countries, there is 
little variation in the share of children and youth with self-care, 
communicating, seeing and hearing functional difficulties, with 
less than 1 per cent of children aged 5-17 with these functional 
difficulties in all the countries. Comparatively, considerable 
difference is observed in the share of children with other 
functional difficulties such as signs of depression, accepting 
change, and controlling behaviour. Difficulties related to signs of 
anxiety have the widest range from 2 per cent in The Gambia to 
20 per cent in Chad. But other functional difficulties show similar 
variations; for example, difficulty hearing has a smaller range of 
0.1 to 1 per cent but, as with signs of anxiety, shows a similar 10-
fold increase between countries.

TABLE 2.2:  Estimated number of children aged 2-4 by functional difficulty domains among nine selected countries in WCAR

Source: Authors’ calculation using MICS6 and United Nations Populations data. 
Note:: MICS6 data is nationally representative for each country. For sample information, please refer to: https://mics.unicef.org/surveys

Democratic 
Republic of 
the Congo

Central 
African 
Republic

Chad Sao Tome 
and 
Principe

The 
Gambia

Ghana Guinea- 
Bissau

Sierra 
Leone

Togo

Any functional difficulty        681,600        64,000        176,300           960        12,500        270,700        8,100        45,400        55,800 

Multiple functional 
difficulties

       144,600        17,200           59,400           240           1,500           35,600            400        12,000           8,800 

Communicating        183,000        21,300           72,700           280           2,400           49,600            400        16,800        11,900 

Controlling behaviour        191,800        18,600           37,900           390           6,700        131,300        6,700           9,800        28,700 

Hearing           46,600           4,800           20,700             40              500             1,900            200              900           1,900 

Learning        271,500        28,800           73,000           310           3,800           98,200            300        21,800        14,600 

Fine motor skills           56,300           3,700           19,100             30              200           16,800            100           3,400           3,400 

Playing           79,000           5,000           22,700           180              600             7,600            200           6,200           3,300 

Seeing           63,200           2,800           11,400             40              200             2,700            600              900           2,700 

Walking           66,700           6,400           30,200             40              900             5,100            300           4,400           5,100 

https://mics.unicef.org/surveys
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In terms of headcount, Table 2.4 shows that the number of 
children with functional difficulties ranges from about 6.1 
million in the Democratic Republic of the Congo to around 
17,000 in Sao Tome and Principe. The headcounts presented 
in Table 2.4 follow the same methodology as Table 2.2, i.e., 
the share of children with functional difficulties has been 
multiplied by the population of the reference group in each 
country, which in this case are 5-17-year-olds.

The findings presented in this chapter highlight the share 
of children with functional difficulties in nine countries in 
WCAR for the age groups 2-4 and 5-17. The results show 
that the share of children with functional difficulties varies 

by age group due to differences in the functional domains. 
It also shows that there are large differences in the share of 
children with functional difficulties between countries and 
by functional difficulty domains. Among countries, for both 
age groups, the Central African Republic has the highest share 
of children with functional difficulties. Across all countries, 
many children aged 2-4 have difficulties communicating and 
among 5-17-year-olds have signs of anxiety. The evidence 
underlines the need for governments to take account of a 
broader definition of disability; one that includes less visible 
disabilities, but which may impact a child’s experience in 
school. Analysis in the subsequent chapters explores access to 
education and learning for children with functional difficulties.

Democratic
Republic of
the Congo

Central
African
Republic

Chad Sao 
Tome
and 
Principe

The
Gambia

Ghana Guinea-
Bissau

Sierra
Leone

Togo Pooled
weighted
average

Any functional 
difficulty 20 31 29 20 10 21 16 23 21 21

Multiple difficulties 8 14 13 7 3 9 5 10 8 9

Signs of anxiety 12 15 20 9 2 4 14 13 8 11

Signs of depression 7 10 13 3 2 3 5 9 5 7

Accepting change 3 5 2 2 3 3 0.1 3 5 3

Controlling behaviour 2 5 2 2 2 6 0.2 2 3 3

Remembering 1 5 2 2 1 4 0.2 2 2 2

Learning 1 4 1 3 2 5 0.3 2 2 2

Making friends 1 3 1 1 0.3 2 0.2 1 2 1

Communicating 0.4 2 1 0.5 1 1 0.2 0.5 1 1

Concentrating 1 2 1 1 1 2 0.03 1 1 1

Self-care 1 2 1 0.4 1 1 0.2 1 1 1

Walking 2 2 2 3 1 1 1 3 1 2

Hearing 0.2 1 0.3 1 0.07 0.3 0.1 0.2 0.5 0.4

Seeing 0.4 1 0.3 1 0.4 0.5 0.1 0.2 1 0.5

TABLE 2.3:   Share of children aged 5-17 by functional difficulty domains among nine selected countries in WCAR

Source: MICS6
Note: Orange represents higher share whereas yellow represents lower share.
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TABLE 2.4:   Estimated number of children aged 5-17 by functional difficulty domains and country

Source: Authors’ calculation using MICS6 and United Nations Populations data. 
Note:: MICS6 data is nationally representative for each country. For sample information, please refer to: https://mics.unicef.org/surveys

Democratic
Republic of
Congo

Central
African
Republic

Chad Sao 
Tome
and 
Principe

The
Gambia

Ghana Guinea-
Bissau

Sierra
Leone

Togo

Any functional difficulty 6,136,200 565,000 1,839,900 17,100 89,700 2,105,000 112,600 635,200 613,500

Multiple functional difficulties 2,553,900 255,200 848,600 5,400 25,500 889,500 32,100 267,800 235,100

Signs of anxiety 3,639,200 277,300 1,260,700 8,000 19,100 447,000 99,200 357,400 241,800

Signs of depression 2,132,800 171,200 848,100 2,900 13,900 298,200 32,400 253,100 147,700

Accepting 973,800 94,500 123,400 1,600 23,900 298,400    900 76,500 153,500

Controlling 613,100 81,800 92,500 1,800 13,300 553,800 1,500 65,600 74,600

Remembering 355,900 91,500 111,000 1,700 8,800 416,000 1,100 39,700 70,200

Learning 420,900 71,200 86,300 2,400 12,700 560,900 2,200 49,600 56,700

Making friends 254,600 55,700 47,900 800 2,400 218,900 1,100 21,000 52,700

Communicating 137,600 28,000 41,300 400 6,500 70,000 1,100 12,300 20,600

Concentrating 252,300 31,500 55,400 600 5,100 216,500 200 20,200 33,700

Self-care 204,000 30,500 47,200 400 8,100 117,300 1,200 25,200 20,500

Walking 718,000 29,300 150,500 2,600 12,300 105,400 4,300 86,600    28,400

Hearing 71,900 12,900 20,300 700 600 24,900 800 4,500 13,500

Seeing 120,600 9,700 19,400 1,300 3,000 53,300 900 4,500    36,200

https://mics.unicef.org/surveys
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Early childhood education for children with functional difficulties

Early childhood is the most crucial phase of human 
development. This phase of life lays the foundation for an 
individual’s future. Studies show that experiences during 
early childhood can influence outcomes across the entire 
course of an individual’s life (WHO, 2007). For all children, 
early childhood is an important window of opportunity to 
prepare the foundation for life-long learning and participation, 
while preventing potential delays in development. Between 
birth and age 5, children develop a set of age-appropriate 
core cognitive skills that allow them to maintain attention, 
understand and follow directions, communicate with others, 
and solve progressively more complex problems (McCoy et 
al., 2017). Every child has a right to early childhood education 
and a positive and stimulating environment. These factors also 
support children’s development. For children with disabilities, 
early childhood education and parental support can play an 
important role, first in the form of early identification of the 
functional difficulties they face and secondly, by providing 
the necessary intervention and support, and building an 
accommodating environment to ensure they are not left behind. 

CHAPTER 3

It is important to understand whether these children have equal 
access to early childhood education and support compared to 
their peers with no functional difficulties. Differences in early 
childhood education attendance and early support can be a 
result of barriers that children with functional difficulties face as 
they begin their journey into the education system. If children 
with disabilities and their families are not provided with timely 
and appropriate early intervention, support and protection, 
the issues they face as a result of an unaccommodating 
environment only multiply, often leading to lifetime 
consequences, increased poverty and profound exclusion 
(Dunst, 2007). UNICEF’s report on the gains of early childhood 
education also explained that children’s participation in early 
childhood education offers mothers and other caregivers 
opportunities to participate in the workforce and increase their 
earnings, facilitating the upward mobility of two generations 
(UNICEF, 2019). The subsequent section in this chapter provides 
evidence on access to early childhood education for 3-4-year-
olds. It explores the differences in positive and stimulating 
environments at home for children with and without functional 
difficulties to understand whether all children have the 
opportunity to engage in activities that facilitate learning.  

https://www.who.int/social_determinants/resources/ecd_kn_report_07_2007.pdf
https://doi.org/10.1371/journal.pmed.1002034
https://doi.org/10.1371/journal.pmed.1002034
http://uscm.med.sc.edu/tecs/1.%20Early%20Intervention%20for%20Infants%20and%20Toddlers%20with%20Developmental%20Disabilities.pdf
https://www.unicef.org/media/57926/file/A-world-ready-to-learn-advocacy-brief-2019.pdf
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iv. The ECE attendance indicator is different from enrolment rate in pre-primary. ECE attendance is asked in MICS for all children aged 3-4 and 
therefore, it is not based on national official ages for ECE in the countries. 
v. The analysis for functional difficulty status and functional domains is based on the pooled weighted average of the nine countries unless specified 
otherwise. Pooled averages are based on the Central African Republic, Chad, the Democratic Republic of the Congo, Ghana, Guinea-Bissau, Sierra 
Leone, Sao Tome and Principe, The Gambia and Togo. They do not represent the average for WCAR.

3.1 Early childhood education and development

3.1.1 Children with functional difficulties do not have the 
same access to ECE at the same level as their peers
Figure 3.1 shows the data on early childhood education 
attendance (ECE) among 3-4-year-olds in WCAR by functional 
difficulty status and functional domains.4  ECE attendance is 
low, at less than 20 per cent for both children with and without 
functional difficulties, and the difference between the two 
groups is not statistically significant.5 However, ECE attendance 
is much lower for children with multiple functional difficulties 
at 10 per cent, with the differences being statistically significant 
between children with multiple functional difficulties and 

children with any or no functional difficulties. 

The figure above also suggests that children with a functional 
difficulty in controlling behaviour have higher ECE attendance 
than other functional difficulty domains. On the other end, 
children with difficulties hearing and walking have extremely 
low ECE attendance at 1 per cent. Compared to children with 
any or no functional difficulty, these differences are statistically 
significant. These results indicate that there are wide variations 
in ECE attendance by functional difficulty domains and highlight 
the importance of creating an inclusive environment that 
accommodates all functional difficulties. 

Walking

Hearing

Playing

Communication

Learning

Seeing

Fine motor skills

Controlling
behaviour

Multiple functional
difficulties

Any functional
difficulties

No functional
difficulties

FIGURE 3.1:  Percentage of children aged 3-4 attending early childhood education among nine selected countries in WCAR (pooled estimates)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: The bars represent 95 per cent confidence interval

ng
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Figure 3.2 provides ECE attendance rates for children aged 
3-4-years-old with and without functional difficulties by 
country. In all countries, except Ghana, for both children 
with and without functional difficulties, ECE attendance is 
lower than 40 per cent. Ghana stands out as the country 
with comparatively high ECE rates among both children with 
and without functional difficulties. One reason for this could 
be the Government of Ghana’s Inclusive Education Policy 
and Implementation Plan (2015-2019), which has provided 
infrastructure for establishing pre-schools in most existing 
public schools. The differences in ECE attendance in favour 
of children without functional difficulties ranges from 11 
percentage points in Sao Tome and Principe to 1 percentage 

point in Ghana and the Democratic Republic of the Congo. 
In four of the nine countries (Sao Tome and Principe, The 
Gambia, Togo, and the Central African Republic), children with 
functional difficulties are significantly less likely to attend ECE 
than children without functional difficulties. 

Inability to access ECE limits children’s futures and denies 
them opportunities to reach their full potential. It also deepens 
inequities in later learning, and productivity. At the macro 
level, low ECE attendance may have economic implications 
for WCAR countries by impacting school readiness and future 
progression of children through the education system. 

FIGURE 3.2:  Percentage of children aged 3-4-years-old attending early childhood education by country

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 



35

EARLY CHILDHOOD EDUCATION FOR CHILDREN WITH FUNCTIONAL DIFFICULTIES

In pursuit of education for all in West and Central Africa

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 

3.1.2 Children with functional difficulties and early ability to 
read and count
MICS6 asked mothers and caregivers of 3-4-year-olds to report 
on whether their child can i) identify or name at least 10 letters 
in the alphabet; ii) read four simple, popular words and; iii) 
name and recognize symbols of all numbers from 1 to 10. This 
section presents the pooled results from the nine countries.  

Figure 3.3 reveals that among 3-4-year-olds, 19 per cent of 
children without functional difficulties and 17 per cent of 
children with functional difficulties can read at least 10 letters in 
the alphabet. Although small, the differences between the two 
groups are statistically significant. Additionally, 13 per cent of 
3-4-year-olds without functional difficulties in the nine countries 
can read four simple, popular words compared to 10 per cent 
of 3-4-year-olds with functional difficulties. This share reduces 
to 7 per cent for children with multiple functional difficulties. 
The differences are statistically significant between the three 
functional difficulty status’. 

Consistent with findings for literacy-related tasks, there are 
statistically significant differences in the share of children 
who can read all numbers from 1 to 10 by functional difficulty 
domains, in favour of children with no functional difficulty. The 
share of children with any functional difficulties whose mothers 
report the child knows all numbers 1 to 10 is two times more 
than the share of children with multiple functional difficulties.  

The share of children who can read at least 10 letters in the 
alphabet by functional domains closely mirrors the trends 
observed in ECE attendance. Children with difficulty controlling 
behaviour are significantly more likely to be able to read at least 
10 letters in the alphabet compared to any other functional 
difficulty. On the contrary, children with difficulty hearing, 
walking, or playing are significantly less likely to be able to read 
10 letters compared to children with no functional difficulty. 
This figure also shows that among children with difficulty in fine 
motor skills, or with learning or hearing difficulties, the number 
of those aged 3 to 4 who can read four simple, popular words 
is low. While children with difficulty controlling behaviour are 
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FIGURE 3.3:  Share of 3-4-year-olds who are able to do different literacy and numeracy related tasks according to their mothers or caregivers among 
nine selected countries in WCAR (pooled estimates)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: The bars represent 95 per cent confidence interval

ng



36

CHAPTER 3

In pursuit of education for all in West and Central Africa

significantly more likely to be able to read all numbers from 1 to 
10 compared to children with no functional difficulty, children 
with other functional difficulties are less likely to do so. In 
particular, only 2 per cent of children with difficulty hearing can 
read all numbers from 1 to 10.

3.2 Positive and stimulating home environment for 
young children (SDG 4.2.3)
The home environment encompasses both relational factors, 
such as the quality of parenting including parental warmth, 
sensitivity, and responsivity towards the child as well as material 
factors, such as family organization and the availability of 
resources and learning materials (Massimiliano et al., 2018). 
The home environment is an important predictor of child 
development and may account for differences in children’s 
outcomes (Rijlaarsdam et al., 2013; Massimiliano et al., 2018). 

Children’s experiences of early warm and responsive 
relationships with caregivers and peers can also help them 
to develop foundational social and emotional competencies. 
These competencies are essential for achieving subsequent 
developmental milestones, for ensuring both mental and 
physical health and ultimately, for becoming economically 
successful and productive adults. For children with functional 
difficulties, a positive and stimulating environment may be 
particularly helpful, and the home environment should be 
constructed to support the developmental needs by adoption 
of appropriate parenting behaviours. MICS6 asks a number 
of questions related to a positive and stimulating home 
environment. These questions are asked to the mother or 

FIGURE 3.4:  Share of 3-4-year-
olds who have two or more 
playthings at home among 
nine selected countries in 
WCAR (pooled estimates)
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caregiver of children under 5 years:

• About the number of children’s books or picture books at 
home.

• Whether the child plays with homemade toys, toys from a 
shop or household objects.

• Whether the child was left unsupervised at home in the 
past week.

• Whether anyone in the household engaged in activities 
with the child. These include: reading books or looking at 
pictures; telling stories; singing songs; playing; taking the 
child outside the home and naming, counting or drawing 
things. 

The subsequent section builds on the information from these 
questions, presenting key findings and highlighting differences 
in positive and stimulating home environments by functional 
difficulty status and domains. When possible and relevant, 
country level results are also shown.

3.2.1 Availability of toys and books at home
Figure 3.4 shows the share of 3-4-year-olds who play with two 
or more types of playthings by functional difficulty status and 
functional difficulty domains. Fifty-six per cent of 3-4-year-olds 
with functional difficulties from the nine countries have two or 
more types of playthings compared to 51 per cent of children 
with no functional difficulty. The evidence further suggests, 
however, that children with difficulty hearing, walking, seeing, 
fine motor skills or playing are less likely to have two or more 
playthings at home.  

Source: Multiple Indicator Cluster 
Surveys Round 6 (2017- 2021)
Note: The bars represent 95 per cent 
confidence interval

ng

https://journals.plos.org/plosone/article?id=10.1371/journal.pone.0219133#:~:text=The%20quality%20and%20quantity%20of,development%20%5B1%E2%80%933%5D.&text=The%20home%20environment%20is%20an,outcomes%20%5B4%E2%80%938%5D.
https://jech.bmj.com/content/67/1/14.short
https://journals.plos.org/plosone/article?id=10.1371/journal.pone.0219133#:~:text=The%20quality%20and%20quantity%20of,development%20%5B1%E2%80%933%5D.&text=The%20home%20environment%20is%20an,outcomes%20%5B4%E2%80%938%5D.
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In scenarios where parents and communities are unaware of 
the benefits of playing, instead of letting children fall behind, 
it is important to support parents to ensure they are aware of 
different playing techniques. This can be done through teachers 
sharing some techniques, or if the home environment does 
not to contribute to a child’s development then support can be 
made available through early child-care services.

Besides toys, books are also crucial for early childhood 
development. Fewer books than toys are available at home for 
the child in all countries (see Figure 3.5). The figure is based on 

FIGURE 3.5:  Share of children aged 3-4 with no child-oriented books at home by country

Source:  Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

children not having a child-oriented book, ttherefore higher 
bars in the figure mean more children do not have child-
oriented books at home. In most of the countries, the majority 
of children with or without functional difficulties do not 
have child-oriented books at home. The difference between 
children with or without functional difficulties, in terms of no 
child-oriented books at home, is significant only for Ghana. 
This difference is in favour of children without functional 
difficulties, as more children with any functional difficulty do 
not have child-oriented books at home.
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FIGURE 3.6:  Percentage of children aged 3-4 with whom adult household members engaged in activities that promote learning and school readi-
ness among nine selected countries in WCAR (pooled estimates)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
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3.2.2 Activities related to reading books, storytelling and 
singing songs are crucial for development of listening and 
speaking skills
Reading books out loud to children stimulates their imagination 
and expands their understanding of the world (Cullinan and 
Bagert, 1996). It helps them develop language and listening 
skills and prepares them to understand the written word 
(Sonnenschein and Munsterman, 2002; Levy at al., 2006). 
Storytelling is a proven way to enhance the listening and 
communicating skills of children (Lee, 2015).  Storytelling is 
also effective in supporting the development of social and 
communicating skills (Mc Grath et al., 2014). Storytelling also 
helps children better understand differences between make-
believe and reality, while developing their imagination (Lee, 
2015). Playing allows children to use their creativity while 
developing their imagination, dexterity, and physical, cognitive, 
and emotional strength (Broadhead, Howard and Wood, 2010). 
It is through play that children at a very early age engage and 
interact in the world around them. UNICEF is already working 
with countries in the region to encourage parental support for 

children’s development (see Box 3.2). Information on a number 
of activities that provide children with early stimulation and 
responsive care was collected in MICS6. These included the 
involvement of adults in the household with children in the 
following activities in the three days prior to data collection: 
reading books or looking at picture books, telling stories, singing 
songs, taking children outside of the home, compound or yard, 
playing with children, and spending time with children naming, 
counting, or drawing things.

Figure 3.6 illustrates the differences between the share of 
children with whom adult household members have engaged 
in four or more of the activities mentioned above, presented 
by functional difficulty status and domains. Children with 
no functional difficulties are more likely to have had adult 
members engage in activities that promote learning and school 
readiness. By functional domains, twice as many children with 
difficulty controlling behaviour have adults engage in four or 
more activities than children with seeing difficulty. 

Note: The bars represent 95 per cent confidence interval

ng

Children with

https://www.scribd.com/book/390972888/Helping-your-Child-Learn-to-Read
https://www.scribd.com/book/390972888/Helping-your-Child-Learn-to-Read
https://www.sciencedirect.com/science/article/pii/S0885200602001679?casa_token=2yMbAblUcVcAAAAA:OhloQl8un75I711Q-nnl3lehTTy_Lad8Zp7Dx2bKb9oXxNtopQYRmidkNw7cIdRXrRydLBw
https://www.sciencedirect.com/science/article/pii/S0022096505001104?casa_token=XyARxmZCCeQAAAAA:C1qWivQzB1LUhv0LA8l9_2HAIKuB2Rf_kO2ULPbYVXntcBswDLw1w8NHJ06k9CuTSBRSqNE
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PARENTAL SUPPORT AND CHILDREN WITH DISABILITIES
BOX 3.2

Parents play a critical role in a child’s life and can help to 
identify when their child faces functional difficulties and 
facilitate building an accommodating environment at 
home. Limited awareness about the process of a child’s 
developmental progress among parents, together with 
social and cultural stigma may prevent parents from 
responding appropriately to the needs of a child with a 
disability. 

UNICEF has been working closely with governments 
to address this situation. UNICEF country programmes 
in Burkina Faso and Guinea-Bissau target all parents 
to raise their awareness of disabilities. In Burkina Faso, 
communities are sensitized on disability and on the need 
to educate children with disabilities and parents tend to 
enrol children with disabilities in school. As a result, in 

2019, nearly 10,000 children with disabilities in school 
have been supported by UNICEF. The sensitization efforts 
help reduce negative perceptions around disability. Two 
NGOs have led these efforts in the country to highlight 
the importance of education for children with disabilities, 
and the role parents play in ensuring all children attend 
school. 

In Guinea-Bissau as well, communicating materials have 
been developed in the context of the '6/6 Campaign' (an 
awareness-raising campaign on starting school at the 
age of six years and completing the six primary grades) 
including the promotion of enrolment of children with 
disabilities. As part of this, communities and parents 
were informed of the importance of sending children with 
disabilities to school.

Source: Responses to Strategic Monitoring Questions
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3.2.3 There are differences in adequate supervision for children aged 3-4
Supervision helps to protect children from hazards or harm that may arise in their daily experiences in play, interactions with others, 
and daily routines. Adequate supervision means that an adult can respond immediately, including when a child is distressed or is in a 
hazardous situation. 

FIGURE 3.7:  Percentage of children aged 3-4 left alone or in the supervision of other children for more than one hour in the past week among 
nine selected countries in WCAR (pooled estimates) 

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
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Note: The bars represent 95 per cent confidence interval
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Figure 3.7 illustrates that more than 50 per cent of children 
with or without functional difficulties were left alone or in the 
supervision of other children in the nine countries analysed. 
Moreover, children with multiple functional difficulties are 
more likely to be left alone or in the supervision of other 
children. Among functional difficulties, children who have 
difficulty communicating (being understood by others or 
understanding others) are significantly more likely to be left 
alone than children who have difficulty controlling behaviour 
or children who have difficulty with motor skills.

In Chad, the Central African Republic, Guinea-Bissau, Ghana 
and The Gambia the differences between 3-4-year-olds with 
and without functional difficulty who were left alone in the 
week before MICS data collection was statistically significant. 
Particularly, in Chad, the Central African Republic, and The 
Gambia, children with any functional difficulty were more 
likely to be left alone or unsupervised than children with 
no functional difficulty, whereas the the opposite is true in 
Guinea-Bissau and Ghana. 

This chapter provides some insights into how early childhood 
experiences, in relation to education as well as a positive and 
stimulating home environment which fosters learning, differs 
for children with and without functional difficulties. First and 
foremost, ECE attendance for 3-4-year-olds is low for all children 
in the nine countries. Moreover, evidence suggests that children 
with some functional difficulties face more disadvantage than 
others. For example 3-4-year-old children with difficulty hearing 
and children with difficulty walking are less likely to attend ECE 
compared to children with other functional difficulties. In the 
absence of schooling, homes are the alternative where 3-4-year-
olds learn through play and activities. However, engagement in 
activities that foster school readiness varies greatly across the 
region, and children with functional difficulties are less likely 
to have an adult member engage in these activities with them. 
Strengthening early childhood education and educating and 
encouraging parents to play with their child, while ensuring 
inclusiveness, will be crucial if all children are to be given an 
equal opportunity to learn and grow at an early age. 

FIGURE 3.8:  Percentage of children aged 3-4 left alone or in the supervision of other children in the past week by country

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 
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Accessing education for 5-17-year-olds

School attendance in the 5-17-year-old age range is a major 
determinant of later outcomes in life. These are years when 
fundamental skills are acquired, skills which can empower 
children and set them on a path to success as adults. 
Equipped with the skills acquired through schooling, children 
face fewer barriers to earning potential and employment 
later in life. Moreover, they are less likely to suffer adverse 
health outcomes and are more likely overall to participate 
in important decisions that affect them, which increases 
their ability to construct a better future for themselves, their 
families and their communities (UNICEF, 2020).

The positive impact of education on this age range is 
enormous, both for children themselves and for the 
communities they inhabit, which is to say that both the 
private and social rates of return to education are high 
(Psacharopoulos, 1985 and 1994; Duflo, 2001). Beyond its 
role as a means to private socioeconomic advancement 
and a catalyst for broader economic growth, education is 
also an enriching component of the human experience and 
a fundamental human right from which no person should 
be barred (Sen, 1999; UNDHR, 1948). Given the benefits of 
education at both the individual and societal levels, and its 
intrinsic importance, it is crucial that children with functional 
difficulties have access. They constitute from 10 to 31 per 
cent of all children aged 5-17 in the countries of WCAR (see 

prevalence rates by country in Chapter 2), and it is vital they 
be provided the support necessary for them not only to 
attend school, but to learn effectively by properly adapting to 
the school environment (see Box 1.1). 

In sub-Saharan Africa, net primary school enrolment has 
risen to 79 per cent as of 2018, compared with only 60 per 
cent in the year 2000 (UNICEF 2019; World Bank 2020). This 
is indicative of remarkable progress in educational access. 
But to achieve full participation, efforts must be made 
to eliminate persistent attitudinal, infrastructural, and 
pedagogical barriers that render education inaccessible for 
children with functional difficulties. To this end, this chapter 
explores school attendance and learning among 5-17-year-
olds living in WCAR with functional difficulties.

This chapter aims to shed light on the current educational 
situation of children with functional difficulties aged 
5-17  and living in WCAR by looking at indicators of their 
school participation, which includes both mainstream 
and specialized institutions. Indicators examined in this 
section include school attendance rates and percentages 
of children who have never attended school, the objective 
being to ascertain the degree to which attendance rates 
vary by functional difficulty status and domain, both within 
and between countries. The analysis and discussion are 

CHAPTER 4
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focused on issues of sustained access to education among 
children with functional difficulties. It is important to note that 
MICS does not collect data on the type of school attended. 
Therefore, the distinction between the type of school attended 
(mainstream or specialized) cannot be determined. This 
limits the analysis to only look at attendance and not assess 
inclusive education.

4.1 Current school attendance varies by functional 
difficulty status
Figure 4.1 provides insights into the share of 5-17-year-olds 
who are currently attending school in the countries analysed.  It 
was found that 5-17-year-olds with any or multiple functional 
difficulties are less likely to attend school than children without 
any functional difficulties. Compared to children with no 
functional difficulty, current school attendance decreases by 6 
percentage points for children with any functional difficulty, and 
by 11 percentage points for children with multiple functional 
difficulties. 

Among children with functional difficulties, there is wide 
variation in current attendance based on functional difficulty 
domains. For example, children with seeing difficulties, and 
with difficulty controlling behaviour have current attendance 
rates similar to those with no functional difficulties. However, 
children with any other functional difficulties have lower 
attendance rates compared to those with no functional difficulty. 

Current school attendance among 5-17-year-olds who have 
difficulty communicating and with self-care is significantly 
lower than among children with no functional difficulties. The 
current school attendance rates of children with self-care and 
communicating difficulties is even lower than for those with 
multiple functional difficulties. This suggests that solutions 
to increase access to schools must ensure a wider and more 
complex range of functioning challenges. Building an inclusive 
education system will require a wide range of solutions. The 
evidence highlights the need to ensure that there are trained 
personnel to help students to care for themselves in addition to 
psychologists, therapists and assistants who support teachers 
and help students navigate classroom settings (see Figure 4.1). 

The analysis so far has focused on the attendance of 5-17-year-
olds to any level of education and not on age-appropriate 
attendance. Adjusted net attendance rate (ANAR) accounts 
for this ( i.e., a child is assumed to be ‘attending’ school only 
if they are attending the expected education level based on 
their age or a higher education level). This attendance rate is 
termed ‘adjusted’ since it includes both children attending 
the grade considered compatible with their age and children 
attending grades that are more advanced than what is standard 
for their age. Looking at the ANAR of children with and without 
functional difficulties offers a perspective on the degree of 
educational parity that has been achieved for children of 
different ages and at different levels of education.
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FIGURE 4.1:  Current school attendance of 5-17-year-olds among nine selected countries in WCAR (pooled estimates) 

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: The bars represent 95 per cent confidence interval
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FIGURE 4.2:  Adjusted net attendance rate at one year before primary for children among nine selected countries in WCAR (pooled estimates)

4.2 Adjusted school attendance varies by functional 
difficulty status

4.2.1 Participation rate in organized learning
Figure 4.2 shows the pooled average of participation rates in 
organized learning of countries with available data. Across 
all the countries analysed, among those children who are 
a year younger than the official age of entry into  primary, 

38 per cent  without any functional difficulties participated 
in organized learning (i.e., they were either attending ECE, 
pre-primary or primary education). There is little difference in 
rates of participation in organized learning between children 
with or without any functional difficulties. However, there is a 
10 percentage point difference between children without any 
functional difficulties and children with multiple functional 
difficulties (in favour of the former). This suggests that 

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: The bars represent 95 per cent confidence interval
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children with multiple functional difficulties have less exposure 
to organized learning than their peers and may be less prepared 
for entering and attending primary level schooling. Among 
the different functional difficulty domains, children who have 
difficulty making friends have the highest attendance rates at one 
year before primary, whereas there are very few children with 
hearing functional difficulty who participate in organized learning. 
However, it is important to note that due to the limited sample 
size of children with difficulty hearing among 5-year-olds, it is 
difficult to make conclusive statements on their attendance.

Figure 4.3 shows the adjusted net attendance rate one year before 
the official age at which children are to enter primary school, by 
country. In most countries, children with functional difficulties 
attend school at lower rates (The Gambia, Guinea-Bissau, the 
Democratic Republic of the Congo, and the Central African 
Republic). However, at this level, the difference is statistically 
significant only for the Democratic Republic of the Congo and 
Guinea-Bissau. 

Ghana has the highest ANAR of the countries covered and 
has a high degree of parity (86 per cent for children with 
functional difficulties and 85 per cent for those without). While 
it is not possible to unpack the reasons for this parity here, it is 
worthwhile to highlight some steps taken by Ghana to ensure 
education for children with disabilities. Ghana practices early 
screening, assessment, and intervention to determine which 
children have special needs so that measures can be taken 
to accommodate them from the start. As regulated by the 
2008 Education Act, screening of children on admission to 
education and regular medical examination is undertaken by 
the Education Service in collaboration with the Health Service 
and the Ministry responsible for social welfare (Article 6). The 
Ghana Education Service and Ghana Health Service, under 
the Ministry of Education and Ministry of Health respectively, 
have institutionalized annual health screening and referral 
mechanisms to promote early identification that can lead to 
better assistance. Developed with support from development 
partners including UNICEF, the joint draft School Health 
Medical Screening Policy is waiting for Cabinet approval 
(PEER Ghana, 2020).

http://www.ilo.org/dyn/natlex/docs/MONOGRAPH/83622/92463/F2061259086/GHA83622.pdf
https://education-profiles.org/sub-saharan-africa/ghana/~inclusion


46

CHAPTER 4

In pursuit of education for all in West and Central Africa

ANAR at the primary level
At the primary level, compared to one year before primary, even 
though attendance rates increase substantially for all groups, 
statistically significant differences between the attendance 
rate of children with and without functional difficulties 
emergeChildren with seeing functional difficulties have 
attendance rates on par with children without any functional 
difficulty (see Figure 4.4). On the contrary, children with difficulty 
communicating have significantly lower attendance. This 
highlights the need to introduce strategies that accommodate 
the various needs of children to improve attendance rates 
across all groups of children.  

Figure 4.5 presents the results of ANAR at the primary level (by 
country) for children with and without functional difficulties. 
The differences between ANAR for children with and without 
functional difficulties is statistically significant for two of the 
nine countries: the Democratic Republic of the Congo and Chad. 
For other countries, the differences are small and not significant. 
It must be noted that different functional difficulties affect 
school attendance rates to different degrees, with some children 
faring better than others as a function of legal, infrastructural, 
and pedagogical differences and adaptations (as shown by the 
pooled average). However, national averages for countries mask 
the differences across functional difficulty domains. 
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FIGURE 4.4:  Adjusted net attendance rate at primary level among nine selected countries in WCAR (pooled estimates)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: The bars represent 95 per cent confidence interval
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FIGURE 4.6:  Adjusted net attendance rate at lower secondary level among nine selected countries in WCAR (pooled estimates)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

ANAR at the lower secondary level
Figure 4.6 shows that attendance rates at the lower secondary 
level fall drastically for children with or without functional 
difficulties, although the decrease is greater for children with 
any functional difficulties. The gap between attendance rates of 
children with any functional difficulties and multiple functional 
difficulties closes at this level. This suggests that by the time 
children reach the lower secondary level, having one functional 
difficulty makes access to school as challenging as having 
multiple functional difficulties. Moreover, children with hearing 

functional difficulty have higher attendance rates than children 
without functional difficulties.The decline in attendance for 
children with seeing difficulty is dramatic from primary to lower 
secondary. While 78 per cent of children with seeing difficulty 
attend primary level, only 18 per cent of children with seeing 
difficulty attend lower secondary (see Figure 4.4). Similarly, very 
few children with self-care difficulty (3 per cent) attend lower 
secondary, whereas 61 per cent of children with this challenge 
attended primary. The evidence suggests that children with 
both visible and less visible functional difficulties find it difficult 
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to access lower secondary level (compared to primary level). 
Improving attendance at lower secondary is critical for all 
functional domains. 

The decline in attendance for children with seeing difficulty is 
dramatic from primary to lower secondary. While 78 per cent of 
children with seeing difficulty attend primary level, only 18 per 
cent of children with seeing difficulty attend lower secondary 
(see Figure 4.4). Similarly, very few children with self-care 
difficulty (3 per cent) attend lower secondary, whereas 61 per 
cent of children with this challenge attended primary. The 
evidence suggests that children with both visible and less visible 
functional difficulties find it difficult to access lower secondary 
level (compared to primary level). Improving attendance at 
lower secondary is critical for all functional domains. 

Figure 4.7 shows the adjusted net attendance rate among 
children of lower secondary age by country. Attendance rates 
drop across the board and the gap between children with 
and without functional difficulties increases drastically. At this 
level, the differences are statistically significant for five of the 
nine countries (Sao Tome and Principe, Ghana, Sierra Leone, 
The Gambia, and the Democratic Republic of the Congo). 
In Togo, slightly more children with functional difficulties of 
lower secondary school age attend lower secondary but this 
difference is not statistically significant.

In countries with statistically significant differences (i.e., Sao 
Tome and Principe, the Democratic Republic of the Congo, 
The Gambia, Ghana and Sierra Leone), the gap in attendance 

between children with and those without functional difficulties 
ranges from 8 percentage points (in Sierra Leone) to 23 
percentage points (in Sao Tome and Principe). This gap in 
attendance at the lower secondary level suggests that children 
with functional difficulties drop out or repeat grades at higher 
rates than children without functional difficulties.

Togo has the highest attendance level for both groups in 
primary and lower secondary levels and displays parity as well. 
It is difficult to assess the factors responsible for greater parity in 
Togo. While in theory legislation has supported the inclusion of 
children with disabilities, there is little available evidence linking 
legislation and policies with improved education indicators for 
children with disabilities in Togo.  Recent legislation in Togo 
has made inclusion a major focus of educational development. 
Article 8 of the 2004-2005 law relating to the social protection 
of persons with disabilities specifies that they have the right 
to education, either in ordinary schools or in specialized 
institutions, and that study and housing allowances may be 
granted to them. Article 10 makes provisions for programmes 
designed to get children with disabilities into school and 
for adapted examinations (PEER Togo, 2020). Assessing the 
implementation of this legislation is beyond the scope of this 
report and there is no study that has analysed the effectiveness 
of such measures. Like Togo, Burkina Faso has also introduced 
policies to improve inclusiveness in education (see Box 4.1), 
indicating that there are diverse efforts underway in the region, 
which strive to make education more inclusive. 

https://education-profiles.org/fr/afrique-sub-saharienne/togo/~inclusion
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MAKING SCHOOL ACCESSIBLE FOR ALL: BURKINA FASO AS A CASE STUDY
BOX 4.1

SDG Target 4.a constitutes a commitment to “build and 
upgrade education facilities that are child, disability and 
gender-sensitive and provide safe, non-violent, inclusive 
and effective learning environments for all”. This means 
providing access to basic drinking water, single-sex basic 
sanitation facilities, and basic handwashing facilities (as 
per the WASH indicator definitions), as well as electricity, 
Internet and computers for pedagogical purposes. It also 
means installing “adapted infrastructure and materials 
for students with disabilities”. Making the learning 
environment fully disability-inclusive requires that policy 
makers and educators consider the range of needs that 
students may have and plan accordingly so that they can 
be accommodated.

Achieving disability-inclusive education is an important 
part of the Burkinabe education sector plan for the 
period 2012-2021, drafted by the Ministry of National 
Education and Literacy and the Promotion of National 
Languages (MENAPLN). Drawing from the UNESCO 
Guidelines for Inclusion (2005), the sector plan is rooted 
in the view that inclusive education “involves changes 
and modifications in content, approaches, structures and 
strategies, with a common vision which covers all children 
of the appropriate age range and a conviction that it is 
the responsibility of the regular system to educate all 
children.” To better implement this education sector plan 
as regards inclusive education, Burkina Faso adopted 
a national strategy to promote inclusion in 2018 (PEER 
Burkina Faso, 2020).

According to this national strategy, all new school 
infrastructures are to be built with access ramps, and old 
schools are to be progressively upgraded to accommodate 
children with disabilities. In 2019, 2,640 public schools 
outfitted with accessible infrastructure were classified as 
'inclusive' just to avoid having that big number spelled 
out.

While disability-inclusive educational and 
communicating materials do exist, written materials 
remain  extremely rare. Assistive materials for 
children who have hearing, or visual impairments are 
used but on a small scale. However, steps are being 
taken to remedy this and in 2019, two agents from 
the Burkinabe Ministry of Education participated 
in a workshop on the procurement of assistive 
technology in South Africa, with UNICEF support.

Teachers and teaching supervisors are progressively 
being sensitized and trained in inclusive education 
methods. In 2019, UNICEF supported the training 
of 1,300 teachers on inclusive education in two 
regions, Est and Boucle du Mouhoun. Once trained, 
teachers are expected to implement adapted 
teaching practices for children with disabilities. 
Their integration into the regular school system is 
also likely to have a positive spillover as knowledge 
exchange and transfers take place between teachers 
who have received training and other instructors such 
as support staff, and teacher aides.

Also with the support of UNICEF, two NGOs have 
implemented communicating activities to sensitize 
communities on disabilities and the importance of 
educating children with disabilities. Attitudes are 
crucial to an inclusive educational environment, 
and parents from communities, which have been 
sensitized about the need to educate children with 
disabilities, are more likely to enrol their children 
in school. In 2019, nearly 10,000 children with 
disabilities who are in school were being supported 
by UNICEF; meanwhile negative misconceptions 
around children with disabilities are gradually 
evolving in communities nation-wide.

Source: Source: SMQ

https://education-profiles.org/fr/afrique-sub-saharienne/togo/~inclusion
https://education-profiles.org/fr/afrique-sub-saharienne/togo/~inclusion
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Regression analysis of ANAR primary and functional 
difficulties 
Using a regression model allows for the change in the likelihood 
of primary school-aged children attending an appropriate level 
of education (or higher) by functional difficulty for the nine 
countries to be seen.6 Of the 13 functional domains, the change 
in likelihood was statistically significant for seven functional 
domains (i.e., signs of anxiety, learning, walking, making friends, 
self-care, hearing and communicating). 

Across the countries analysed, primary-aged children with 
signs of anxiety functional difficulty have a lower chance 
(2 percentage points) of attending an appropriate level of 
education than children without. Meanwhile, children with 
communicating difficulties face the largest decrease in the 

likelihood of attending an appropriate level of education when 
compared to their peers. This shows that in the primary school 
years, functional difficulties associated with communicating, 
hearing and self-care make accessing schools particularly 
challenging. It also signals that schools and education systems 
should adapt a broader understanding of disabilities to address 
the issues children face.

To further unpack the relationship between attendance and 
functional domains at the country level, Figure 4.9 shows 
the results of the change in the likelihood of primary school-
aged children attending school by functional difficulty across 
countries. However, the figure only includes those countries 
where the results were significant and the sample sufficient to 
run the analysis.
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FIGURE 4.8:  Marginal effects of functional difficulties on ANAR primary among nine selected countries in WCAR (pooled sample)

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Only those functional difficulties for whom the results were statistically significant are shown

Note: Only those functional difficulties for whom the results were statistically significant are shown
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FIGURE 4.9:  Marginal effects of communicating, self-care and walking functional difficulty on ANAR primary

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
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The results show that communicating, self-care and walking 
functional difficulties are negatively associated with ANAR 
primary. This corroborates the finding in Figure 4.8, which also 
shows a decrease in the likelihood of attending primary for 
children with functional difficulties. 

All else being equal, in the Central African Republic difficulty 
communicating is associated with a 16-percentage point 
decrease in the probability of primary-aged children attending 
appropriate level of education. Whereas in Ghana, difficulty 
communicating is associated with a 41-percentage point drop in 
likelihood of attending primary level. 

The models also estimate that, holding other things constant, 
children with self-care difficulty in the Central African Republic 
have a lower probability (21 percentage points) of attending 
school compared to their peers. Meanwhile in The Gambia they 
have even less probability, with a 46-percentage point difference. 

Controlling for everything else, in the Democratic Republic 
of the Congo, primary-aged children with walking functional 
difficulty have a lower probability of attending primary school 
(10 percentage points). While in the Central African Republic the 
model predicts a 26-percentage point difference in likelihood 
of attending primary school between children with and without 
walking difficulty.

Regression analysis of ANAR primary and functional 
difficulties 
Similar to the regression analysis for ANAR primary, a multi-
level model was used - which controls for age, sex, location, 
wealth quintile - to see the change in the likelihood of children 
of lower secondary age attending an appropriate level of 
education by functional difficulty for the nine countries. Of the 13 
functional domains, the change in predictive probabilities was 
statistically significant for six functional domains (i.e., accepting 
change, signs of anxiety, controlling behaviour, concentration, 
remembering and learning) (see Figure 4.10). At the lower 
secondary level compared to primary level, functional difficulties 
related to memory had a stronger negative association with 
attendance. 

Holding all else constant, across the countries analysed, lower 
secondary-aged children with signs of anxiety functional 
difficulty (or difficulty accepting change) have a lower probability 
(2 percentage points) of attending age-appropriate levels 
of education than children without. Children with learning 
functional difficulty had the largest change in predictive 
probability with respect to ANAR primary. All else being equal, 
lower secondary-aged children with learning difficulty had a 
reduced probability of education at the appropriate level or 
higher (12 percentage points) than their peers.

Learning functional difficulty could be further unpacked for six of 
the nine countries with sufficient sample sizes (see Figure 4.11). 

All else being equal, lower secondary age children with learning 
functional difficulty also have reduced probabilities of attending 
appropriate education levels or higher. In Sao Tome and Principe, 
learning functional difficulty is associated with a 45 percentage 
point decrease compared to children without.
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FIGURE 4.10:  Marginal effects of functional difficulties on ANAR lower 
secondary among nine selected countries in WCAR (pooled sample)

Source: Authors’ calculations using Multiple Indicator Cluster 
Surveys Round 6 (2017- 2021)
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4.3 Children who never attended school among 
5-17-year-olds 
Table 4.1 shows the percentage of children aged 5-17 who 
have never attended school by functional difficulty status and 
domain among the nine countries analysed. Looking at this 
data can help determine which children are most vulnerable 
based on non-attendance (i.e., denial/failure of initial access 
to education). Answering this question is crucial to formulating 
adequate measures to ensure full participation.

Across all countries analysed, except Guinea-Bissau, more 
children with multiple functional difficulties never attend school 
than those with any or no functional difficulties. According to 
data on children who have never attended school, the domains 
of functional difficulty most strongly associated with non-
attendance across countries are self-care, communicating and 
two domains related to cognitive functioning (concentrating 
and learning). These findings confirm those drawn from the 
examination of attendance rates above. 

Overall, a relatively high number of children aged 5-17 in most 
of the countries covered have never attended school. In Chad, 
59 per cent of children with any functional difficulty have not 
attended school, whereas in Ghana and Sao Tome and Principe 
the figure is 5 per cent. It is important to note that in Chad, 52 per 
cent of children with no functional difficulty have never attended 
school compared to 4 per cent of these children in Ghana. This 
indicates that in both contexts (i.e., countries with a low or high 
share of children who have never attended school), children with 
functional difficulties never attending school is comparatively 
higher than children with no functional difficulties. This indicates 
that children with functional difficulties  face barriers to education. 
The unweighted average of children never attending school in 
these nine countries, and who do not have a functional difficulty, 
is 19 per cent, 2 percentage points lower than for children with at 
least one functional difficulty. 

Central
African
Republic

Chad Democratic
Republic of
the Congo

The
Gambia

Ghanna Guinea-
Bissau

Sao Tome
and Principe

Sierra
Leone

Togo Pooled
average

No functional difficulty 23 52 20 18 4 21 4 18 8 19

Any functional difficulty 27 59 24 19 5 26 5 21 7 21

Multiple functional difficulties 29 62 28 24 7 23 6 23 9 23

Accepting 32 66 30 19 5 (*) 11 27 8 25

Signs of anxiety 22 59 22 17 3 27 6 19 6 20

Communicating 51 67 62 28 32 (*) (*) 37 26 43

Concentrating 34 64 38 32 15 (*) (*) 32 14 33

Controlling behaviour 30 68 30 24 5 (*) 7 23 12 25

Signs of depression 25 61 24 22 3 22 9 19 9 22

Hearing 46 62 37 (*) 18 (*) (*) (*) 9 34

Learning 31 64 38 25 8 (*) 6 33 11 27

Making friends 29 78 38 (*) 4 (*) 35 14 33

Remembering 35 78 38 22 3 (*) 4 34 12 28

Seeing 39 78 15 (*) 4 (*) 7 (*) 4 25

Self-care 56 78 51 44 21 (*) (*) 39 39 47

Walking 43 78 32 21 14 31 10 27 12 30

TABLE 4.1:  Share of children by functional difficulty domain and country who never attended school (ages 5-17) among nine selected countries 
in WCAR

Source: MICS6
Notes:
1. Orange represents higher shares whereas yellow represents lower shares.
2. Insufficient sample sized are denoted by (*)
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The percentage of children having difficulty with self-care 
who have never attended school is particularly high across 
the countries for which there is a sufficient data - ranging 
from 21 per cent in Ghana to as much as 78 per cent in Chad. 
Ghana has some of the lowest rates of school non-attendance 
of the countries covered. Here, only children with difficulty 
communicating had never been to school at higher rates (32 
per cent) than children with difficulty caring for themselves 
(21 per cent).

For children with difficulty communicating, the share 
ranges from 26 per cent in Togo to 67 per cent in Chad. Four 
countries have 26 to 37 per cent of children with difficulty 
communicating who have never attended school. 

Children with cognitive difficulties are also among the 
most vulnerable of the children presented here in terms of 
non-attendance. In five out of seven countries with data on 
this domain more than 30 per cent of children experiencing 

difficulties related to concentration have never attended school. 
In Chad, 64 per cent of children with difficulty concentrating 
have never attended school. And while in The Gambia the 
percentage of those never having attended school drops to 25 
per cent for children with trouble learning, in the Democratic 
Republic of the Congo and Sierra Leone, children with difficulty 
learning had never attended school at similar rates to those with 
difficulty concentrating.

Among children with difficulty walking, 1 in 10 had never 
attended school in Sao Tome and Principe, and almost 8 in 10 
had never attended school in Chad. 

As might be inferred from the data presented in the sub-section 
on school attendance, children with difficulties related to signs 
of anxiety and signs of depression are among the least likely of 
those with functional difficulties never to have attended school. 
This could exert an upward pull on the aggregate statistics 
regarding children with ‘any functional difficulty’, given their 
prevalence compared to other functional difficulties. Children 
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with trouble accepting change or controlling behaviour are 
somewhat more likely never to have attended school than those 
experiencing anxiety or depression in most countries. However, 
despite being in school at similar rates to children with no 
functional difficulties, children with difficulties related to  signs 
of anxiety or signs of depression may have different experiences 
than peers with no functional difficulties and care must be taken 
in the analysis of learning among children in these domains of 
anxiety and depression.

From the data presented, children with visual impairments 
are among the least likely never to have attended school in 
all countries with available data except Chad. Indeed, in each 
of the countries for which the sample size is sufficient in this 
domain (the Democratic Republic of the Congo, Ghana, and 
Togo) children who have difficulty seeing are less, or equally, 
likely never to have attended school compared to children with 
no functional difficulties. This could be due to a combination of 
factors. For example, seeing functional difficulty or disabilities 
associated with visual impairment can be identified more easily; 
these are also largely identified by society as medical issues 
and assistive devices are more easily available for them. But it 
does not mean children with seeing difficulty are able to access 
school everywhere. In Chad 78 per cent of 5-17-year-olds with 
seeing difficulty have never attended school, while in the Central 
African Republic this figure is 39 per cent of children. 

Regression analysis of never-attended-school and 
functional difficulties among 5-17-year-olds 
Using a multi-level model - which controls for age, age-squared, 
sex, location, and wealth quintile - the change in the predictive 
probabilities of 5-17-year-olds and non-attendance by 
functional difficulty for the nine countries can be seen. Of the 13 
functional domains, the results were statistically significant for 

nine functional domains (i.e., signs of anxiety and depression, 
learning, concentration, walking, making friends, hearing, self-
care and communicating). 

Holding all else constant, across the countries analysed, 
5-17-year-olds with signs of anxiety or depression functional 
difficulty had a higher probability (2 percentage points) of 
having never attended school compared to children without this 
functional difficulty. Children with communicating difficulties 
have the largest change in likelihood with respect to having 
never attended school, i.e., if all else is equal, 5-17-year-olds 
with communicating difficulty have a higher probability (14 
percentage points) of having never attended school than 
children without this difficulty.

These results show that functional difficulties are associated 
with access to education. While some functional difficulties may 
have physical manifestations, such as difficulty walking, others 
may be less visible, such as difficulty learning or concentrating. 
In most cases, the less visible functional difficulties have 
stronger association with non-attendance. In light of the results 
it is important to ensure children from all backgrounds and 
realities have access to quality education, with the need to 
refocus attention to children with functional difficulties. 

This chapter also provides evidence on variations in attendance 
based on functional difficulties. While children with some 
functional difficulties can access schools, other children are 
not able to easily do so. In particular, this chapter highlights 
the differences in attendance by less visible forms of functional 
difficulties and makes a case for education systems to expand 
the existing support system to ensure all children have an equal 
chance to access and to thrive in education.
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FIGURE 4.12:  Marginal effects of functional difficulties on never attending school for children aged 5-17 among nine selected countries in WCAR 
(pooled sample)

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Only those functional difficulties for whom the results were statistically significant are shown
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Progressing through education (5-17-year-olds) 

Chapter 5 builds on the previous chapter to explore how 
children with functional difficulties progress through 
education. The focus is on the comparative timeliness of 
progression through education among those with and without 
functional difficulties, considered in the aggregate. Within 
this framework, the primary school completion rates of 
children in the two groups are compared, as are their rates of 
repetition per level of education and the distributions between 
educational levels exhibited by children who, according 
to their age, should be attending lower secondary school. 
Guiding questions include whether primary school completion 
rates vary by functional difficulty status and domain, and 
whether children with functional difficulties are more likely to 
be over-age compared to their classmates without functional 
difficulties and thus to progress more slowly through the 
education system.

5.1 Primary completion rate and functional difficulty 
Primary completion rate shows the percentage of young people 
3-5 years older than the intended age for the last grade of this 
level who have completed primary school.7 As such, it is a good 
measure of the extent to which children in each country are 
provided with the support necessary to progress through the 
most foundational years of schooling. The age bracket of 3-5 
years older than the last grade of primary makes it possible to 
account for late entrants or repeaters who may not complete 
this level at the right age. 

Figure 5.1 shows that 85 per cent of children without functional 
difficulties and 81 per cent of children with functional difficulties 
complete primary level by the time they are 3-5 years older than 
the intended age of primary. Although small, these differences 
are statistically significant.

CHAPTER 5

vii. The definition of completion rate is defined by UNESCO UIS, and is SDG 4.1.2. https://unstats.un.org/sdgs/metadata/files/Metadata-04-01-02.pdf 

FIGURE 5.1:  Primary completion rate among nine selected countries in WCAR (pooled estimates)

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
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FIGURE 5.2:  Primary completion rate by country

Primary completion has the widest variation observed so far 
by functional domains. Only 26 per cent of children with self-
care functional difficulty complete primary, whereas 90 per 
cent of children with difficulty accepting change complete the 
level. This again highlights the need to widen the perspective 
in which children get ‘counted’ as having a disability. It also 
reveals the silent crisis that many children face in accessing 
education. 

Figure 5.2 shows that children with functional difficulties 
have lower primary school completion rates than children 
without functional difficulties in eight out of the nine countries 
covered. However, the differences are significant only for four 
countries, namely: Sao Tome and Principe, The Gambia, the 
Democratic Republic of the Congo, and the Central African 
Republic.

The completion gap is particularly striking in The Gambia 
and Chad. In The Gambia, children with functional difficulties 
complete primary school at less than half the rate of other 
children. This would seem to corroborate the previous finding 
that in The Gambia children with functional difficulties attend 
lower secondary school at significantly lower rates than those 
without functional difficulties (29 per cent versus 45 per cent). 
In Chad, for every 100 children of primary completion age, 
only one child with functional difficulties completed primary 
compared to 28 children without functional difficulties.

The evidence presented earlier showed wide variation in 
primary attendance and completion rate by functional 
difficulties, but on aggregate between children with and 
without functional difficulties in many countries the 
differences were not extremely large. 

In Ghana and Sierra Leone, the completion rate of children 
with functional difficulties is within 3 percentage points of that 
presented by children without functional difficulties. In Ghana, 
where low attendance and completion rates among children 
with disabilities was acknowledged in the Education Strategic 
Plan 2018-2030, priority has been given to improving physical 
infrastructure and providing appropriate teaching and learning 
materials, including assistive devices. Moreover, the inclusion 
of children with disabilities into regular schools is to be further 
supported by transforming special education institutions into 
resource centres (PEER Ghana, 2020).

When several characteristics of children are put together in 
a regression analysis, it is possible to disentangle the main 
drivers of primary completion rate (see Figure 5.3). In most 
countries, holding all else constant, living in a rural area 
substantially decreases the likelihood of completing primary 
school, from 7 percentage points in Togo and Ghana to 39 
percentage points in the Central African Republic. In addition 
to rurality, sex, poverty, and functioning are also important 
factors.

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 
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FIGURE 5.3:  Marginal effects of different demographic groups on primary completion rate in selected countries in WCAR

In Chad, the Central African Republic, the Democratic Republic 
of the Congo, Ghana and Sierra Leone, children with functional 
difficulties have a significantly lower chance of completing 
primary education, even when controlling for several other 
characteristics. In Ghana for example, between two children 
living in very similar households, the one with functional 
difficulties has a lower chance of completing primary 
education (6 percentage points).

Besides the impact of functioning status, it is equally 
important to understand the relationship between different 
functional difficulties and primary completion. A logistic 

regression model accounting for age, sex, wealth, location of 
residence, and functioning domain is used to estimate the 
predicted probability of primary completion. Based on this, 
Figure 5.4 below shows the results for selected domains in 
the Democratic Republic of the Congo and the Central African 
Republic, the countries with adequate sample size for the 
analysis. All estimates are negative and significant.

In the Democratic Republic of the Congo, holding all else 
constant, the decrease in the chance of a child completing 
primary is 8 percentage points if a child has signs of 
anxiety and 46 percentage points if a child has difficulty in 

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Only statistically significant results are shown

FIGURE 5.4:   Marginal effects of different functional difficulties on primary completion in Central African Republic and Democratic Republic of the Congo
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communicating. Children with concentrating difficulty have a 
22 percentage point less chance of completing primary in the 
Central African Republic, whereas in the Democratic Republic 
of the Congo, the decrease in predicted probabilities is 31 
percentage points.

5.2 Timely progression through school and over-age 
children
The relative timeliness of progression through school is 
represented in the charts following (see Figure 5.5.), showing the 
distribution of children of lower secondary age by noting the 
level of education which they attend or their non-attendance 
status. It offers another perspective on primary completion, 
and sheds light on the degree to which those who do complete 
primary school continue to higher levels of education following 
primary school completion. This is particularly important as 
functional difficulties presented in the report, and those that are 
part of the child functioning module, cover a much wider group 
than those who may have been ‘counted’ previously as a child 
with a disability. This has implications on how the progression 
of children through school plays out.  

In nearly all the countries covered, lower secondary-aged 
children with functional difficulties are more likely than those 
without functional difficulties to be either out-of-school or 
attending primary school rather than lower secondary school. 
In all countries covered, less than 50 per cent of children in 
this age range attend the level of education corresponding 
to their age, irrespective of functional difficulty status. But a 
relatively large majority are still in school, most at the primary 
rather than the lower secondary level.

The Democratic Republic of the Congo and Guinea-Bissau are 
the countries where the smallest percentage of children of 
lower secondary age are attending the right level of education 
(see Figure 5.5 and Figure 5.6). In the Democratic Republic of 
the Congo, 21 per cent of those with functional difficulties and 
31 per cent of those without are attending the right level (see 
Figure 5.5). Meanwhile, in Guinea-Bissau, only 13 per cent of 
children with functional difficulties and 19 per cent of children 
without are attending lower secondary in line with their age 
(see Figure 5.6). While a high proportion of children are over-
age for the level of schooling in both the Democratic Republic 
of the Congo and Guinea-Bissau, the size of the gap between 
children with and without functional difficulties differs in each 
country. Children with functional difficulties in Guinea-Bissau 
are out-of-school at a higher rate than their peers without any 
functional difficulties, while in the Democratic Republic of the 
Congo they are more often in school but at a lower education 
level than their peers with no functional difficulties.

Out-of-school children are less prevalent in Ghana (see Figure 

5.7) and Togo (see Figure 5.8) than in the Democratic Republic 
of the Congo and attend the right level of education at higher 
rates, which are also among the highest in the region. But, 
while children with functional difficulties are over-age at higher 
rates than their peers with no functional difficulties in Ghana, 
there is practically no difference between the distribution of 
children between grades by functional difficulty status in Togo. 
This would indicate that children with and without functional 
difficulties are at the right level, over-age, and out-of-school at 
approximately the same rates.

Children with no functional difficulties of lower secondary age 
in Sierra Leone (see Figure 5.9) and The Gambia (see Figure 5.10) 
attend the right level of education at rates similar to those of 
Ghana and Togo, which is to say in relatively high proportions. 
But children both with and without functional difficulties are 
also out-of-school at higher rates, which are more similar to 
those of the Democratic Republic of the Congo and Guinea-
Bissau.

In The Gambia, out-of-school rates are particularly high, and the 
gap between children with and without functional difficulties is 
also more pronounced than in any other country in the region 
(see Figure 5.10). Only 29 per cent of children in The Gambia 
with functional difficulties attend the right level of education for 
their age. Meanwhile, as many as 37 per cent are out-of-school, 
compared with 45 per cent attending the right level, and 25 per 
cent out-of-school among those who do not have functional 
difficulties.

In the Central African Republic most children of lower secondary 
school age are still in primary level (see Figure 5.11). A higher 
share of children without functional difficulties are in school 
at either primary or lower secondary levels among lower 
secondary aged children. Figure 5.11 shows that 29 per cent of 
children of lower secondary age with functional difficulties are 
out-of-school compared to 21 per cent of children of the same 
age without functional difficulties.

In Sao Tome and Principe, there are stark differences in where 
lower secondary aged children are, based on their functional 
difficulty status (see Figure 5.12). Compared to children without 
functional difficulties, a higher share of lower secondary aged 
children is in primary or out-of-school. This means that children 
with functional difficulties in the country face additional barriers 
that may be impacting their timely progression. 

Overall, the distribution between education levels of children 
with and without functional difficulties varies greatly by country, 
as does the dynamic exhibited between the two groups. But in 
general, in countries where children with functional difficulties 
attend the right level of education at rates similar to those of 



60

CHAPTER 5

In pursuit of education for all in West and Central Africa

FIGURE 5.5  Distribution of children of lower secondary age by level of education attended, by country (%)

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

children without functional difficulties, the two groups 
are often also out-of-school at similar rates. This suggests 
that policy and programme environments, which feature 
near-parity for timely progression through school among 
children with and without functional difficulties, also 
manage simply to keep children of both groups in school to 
a similar degree.

The findings in this chapter reveal that children with 
functional difficulties have lower primary completion 
rates. It also highlights that among lower secondary aged 

children in the nine countries analysed, more children 
with functional difficulties are out-of-school or attend 
primary level than children without functional difficulties. 
Combining this information with primary attendance 
indicates that while children with functional difficulties 
may initially be accessing school at rates similar to their 
peers, they may be left behind as they progress through 
education. Addressing bottlenecks to facilitate the 
progression of all children from primary to lower secondary 
on time will be crucial for further progress on achieving 
quality education for all.
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Exclusion from education leads to reduced learning outcomes, 
which limit social and economic participation and reduce 
quality of life. This is a particular concern for children with 
functional difficulties, for whom the acquisition of foundational 
skills is crucial to full integration. Even when children with 
functional difficulties can attend school, their full inclusion in 
the learning process, and thus the degree to which they benefit 
from school, can still be hindered as a result of non-adapted 
educational materials and teaching methods. Understanding 
how learning occurs among children with functional difficulties 
is thus critical to ensure that steps can be taken, not just to bring 
all children to school, but to improve learning outcomes for all.

A paucity of robust data on learning among children with 
disabilities has stymied efforts to evaluate parity with other 
children. In cases where existing data has been used for this 
purpose, issues of scope and definitional accuracy are such that 
findings must be approached with caution. A 2018 World Bank 
report on inclusive education in sub-Saharan Africa analysed the 
results of mathematics and reading assessments of the PASEC 
(Programme D’analyse des Systèmes Éducatifs), administered by 
CONFEMEN (Conférence des Ministres de l’Éducation des États 
et Gouvernements de la Francophonie). It found that children 
who self-report difficulties seeing or hearing score lower than 
those who reported no such difficulties of this kind (Wodon et 
al, 2018). 

Having looked in Chapter 4 and 5 at indicators of the degree to 
which children with functional difficulties are able to participate 
in and progress through education, this chapter examines 
how foundational skill acquisition (SDG 4.1.1a) and the home 

learning environment compare between children by functional 
difficulty status (and domain). As prior literature shows that 
children with functional difficulties face challenges to learning, 
even when they do attend school, it is important to examine 
children’s learning using data that accounts for the full spectrum 
of functional difficulties, as does the WG Child Functioning 
Module. 

6.1 Foundational learning skills and functional 
difficulties
Learning outcomes are key indicators of education as they 
shed light on whether schools are equipping children of 
differing needs with the foundational skills needed for inclusive 
and robust participation in society. The MICS module on 
foundational learning skills is a component of the questionnaire 
for children aged 5-17. It measures the attainment of 
foundational learning outcomes expected for Grades 2 and 3 
and can thus be used to calculate SDG4.1.1.a (the proportion 
of children in Grade 2/3 achieving minimum proficiency in (i) 
reading and (ii) mathematics).

In addition, as the Foundational Learning (FL) Module is 
administered to all children aged 7-14, whether they are in or 
out-of-school, it can also be used to understand the share of 
children in that age group who have achieved the minimum 
proficiency in numeracy and reading expected of a student 
in Grade 2/3. To assess foundational skill acquisition in these 
two areas, children (in and out-of-school) are asked a series 
of targeted questions. It should be noted that as the MICS6 FL 
Module is administered using a written test, it may hamper 
children who are unable to read texts unassisted. It may also 

Foundational skills, parental support and the learning environment at home 
(7-14-year-olds) 

CHAPTER 6
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exclude those with physical/motor difficulties, concentration 
difficulties, behavioural difficulties, those who might use 
assistive technology, or anyone who requires accommodations 
of any kind.

Among the nine countries analysed, as less than 1 per cent 
of children refused to take part in the foundational learning 
module, this share is too small to affect the results. Besides 
children refusing, certain children with severe functional 
difficulties related to hearing or seeing would also not have 
been able to participate in the test. For example, visually 
impaired children are probably excluded from the assessment 
because they cannot see the stimuli while children with 
relatively minor visual impairments are included. Similarly, 
children who communicate with sign language to give their 
answers are also excluded as interpretation was not provided. 
Therefore, caution is advised in interpreting results for children 
with seeing and hearing functional difficulties or other 
difficulties that may require accommodations.

Foundational reading skills 
The reading skills tested for in the FL module of MICS6 are 
divided into three categories: 1) word recognition (correctly 
reading 90 per cent of the words in a story); 2) literal questions 
(replying correctly to all three literal questions); and 3) inferential 
(replying correctly to both of two inferential questions). If the 
child succeeds in all three tasks, he or she is considered to have 
foundational reading skills. 

Figure 6.1 shows that among the nine countries analysed, the 
share of children with foundational reading skills is low for 
all children (in and out-of-school). Moreover, children with 
any or multiple functional difficulties are less likely to have 
foundational reading skills than children with no functional 
difficulties. There are large differences by functional difficulty 
domains with 16 per cent of children with seeing difficulty 
having foundational reading skills compared to 3 per cent of 
children with difficulty remembering and 1 per cent of children 
with self-care functional difficulty.

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

FIGURE 6.1:  Percentage of children aged 7-14 in and out-of-school with foundational reading skills among nine selected countries in WCAR 
(pooled estimates)
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Figure 6.2 illustrates country-level differences between the 
percentage of children with and without functional difficulty in 
each country aged 7-14, both in and out-of-school, who have 
foundational reading skills. The differences between the two 
groups are significant for six of the nine countries, namely: Sao 
Tome and Principe, Ghana, Sierra Leone, The Gambia, Togo, 
and the Democratic Republic of the Congo.

Broadly speaking, the prevalence of foundational reading skills 
is low across groups in the region. In no country covered by 
the survey were foundational reading skills found in more than 
half of all children aged 7-14. Whilst the size of the reading 
gap linked to functional difficulty varies quite a bit by country, 
children with functional difficulties exhibit lower rates of 
reading skill acquisition in all countries except Chad. 

In the Democratic Republic of the Congo, the percentage 
of children with functional difficulties who have acquired 
foundational reading skills (5 per cent) is around half that of 
children with no functional difficulties. Meanwhile, attendance 
rates of children with functional difficulties are like those of 
children without functional difficulties at the primary level - 
although quite a bit lower at the lower secondary level (see 
Chapter 4). In Sao Tome and Principe, which has the highest 
share of children with reading skills by functional difficulty 
status, the gap between the two groups is extremely large — 
almost a 17 percentage point difference in favour of children 
without functional difficulties. In Sao Tome and Principe, 

children assessed for foundational skills were expected to be 
in primary or lower secondary (children are expected to be in 
primary until they are 11 years old and 12 -14-year-olds are 
expected to be in lower secondary). 

The results in Chapter 4 show that attendance rates in Sao 
Tome and Principe were similar between the two groups 
in primary but there were differences in lower secondary, 
in favour of children without functional difficulties. Low 
foundational skills among children with functional difficulties 
could also a factor impacting attendance rates at lower 
secondary level. 

Besides Chad, which has the lowest share and no differences 
in reading skills by functional difficulty, the Central African 
Republic, Sierra Leone, Togo and Guinea-Bissau have the 
smallest functional difficulty-related reading skill gaps in the 
region, of around 3 percentage points in each country. In 
Togo and Sierra Leone, the ANAR of children with and without 
functional difficulty are similar in primary which would suggest 
that the similar foundational learning rates for children in 
the two groups could be a result of properly accommodating 
functional difficulties. Universal Design for Learning is an 
approach that has the potential to accommodate functional 
difficulties by providing personalized learning opportunities 
and improving foundational learning outcomes (see Box 6.1)

FIGURE 6.2:  Percentage of children aged 7-14 in and out-of-school with foundational reading skills by country

0

5

10

15

20

25

30

35

40

45

ChadCentral
African

Republic

Democratic
Republic of
the Congo

Guinea-
Bissau

The
Gambia

Sierra
Leone

TogoGhanaSao Tome
and Principe

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 



64

CHAPTER 6

In pursuit of education for all in West and Central Africa

BOX 6.1
MAKING LEARNING UNIVERSAL

Universal Design for Learning, or UDL, is an approach to 
education, especially valuable for inclusive education, 
built around the objective of creating a pedagogy that 
is better not just for students with disabilities but for all 
students. Rather than planning for an imagined 'core 
learner', UDL recognizes that all learners are different and 
looks for ways to mobilize all available resources so that 
each learner can have a differentiated learning experience 
that best serves their needs. New media and new learning 
technologies are central to this approach, as they can 
enable highly differentiated pedagogy even within a single 
classroom and certainly within a single school. 

Digital media and computer technologies increasingly 
make it possible to offer a highly malleable curriculum that 
is designed once but displayed and engaged within many 
ways. Outfitting classrooms with computers or technology 
that can be used for pedagogical purposes, as highlighted 
in SDG 4.a.1, is thus an important component of UDL, 
which emphasizes beginning with inclusivity rather than 
retrofitting the classroom or approach at some later stage.

UDL is about ensuring that...
• Goals provide an appropriate challenge for all students. 

This can be achieved by understanding and stating 
goals broadly, finding the means for students to reach 
goals differently, and eliminating inappropriate and 
unnecessary adaptations.

• Materials have a flexible format, supporting 
transformation between media and multiple 

representations of content to support all students’ 
learning.

• Methods are flexible and diverse enough to provide 
appropriate learning experiences, challenges and 
support for all students. This means providing models 
of skilled performance, plentiful chances for students 
to practice with appropriate supports and ongoing 
feedback, and opportunities to demonstrate skills in a 
meaningful social context.

• Assessment is sufficiently flexible to provide accurate, 
ongoing information that helps teachers adjust 
instruction and maximize learning. Fundamentally, this 
is about measuring progress individually, based on a 
clear understanding of the learning goal.

With the power of modern digital technologies, where 
necessary technological infrastructure and tools exist, 
it is possible to improve curricula in which both content 
and activities can be modified as a function of different 
learners’ needs. Specifically, this often means leveraging 
digital technology to display content in multiple different 
ways (for example image, text, and video), to transform 
one medium into another (e.g., text-to-speech or speech-
to-text) or to adapt characteristics of a presentation 
in order to increase student access, participation 
and progress-the three pillars of Universal Design for 
Learning. While technology is important in UDL, the role 
of teachers is also crucial in responding flexibly to the 
needs of the child.

Source: Adapted from Hitchcock, C., et al., (2002),'providing New Access to the General Curriculum: Universal design for learning.', Teaching Exceptional Children, vol. 
35, no. 2, pp. 8-17. 35(2), pp. 8-17. 
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FIGURE 6.3:  Percentage of children aged 7-14 in and out-of-school with foundational numeracy skills among nine selected countries in WCAR 
(pooled estimates) 

Foundational numeracy skills 
The numeracy skills in the FL module are divided into four 
separate tasks: 1) number reading, 2) number discrimination, 
3) addition and 4) pattern recognition. Each task is composed 
of several questions and the child must correctly answer all 
questions in order to successfully complete the task. If the 
child succeeds in all four tasks, they are considered to have 
foundational numeracy skills.

Figure 6.3 suggests that among the nine countries analysed, 
the share of children with foundational numeracy skills is low: 
among 7-14-year-olds,8 4 out of every 100 children without 
functional difficulties have foundational numeracy skills. 
Although the difference is small, children with any functional 
difficulty are less likely to have foundational numeracy skills 
than their peers with no functional difficulty. This difference 
is statistically significant. Even though few children have 
foundational numeracy skills, there is some variation among 
children by functional difficulty. For example, 6 per cent 
of children with hearing or communicating difficulty have 
foundational numeracy skills compared to 1 per cent of children 
with walking difficulty or difficulty with self-care. 

Figure 6.4 shows the percentage of children in each country 
aged 7-14, whether they are in or out-of-school, who have 
foundational numeracy skills, disaggregated by functional 
difficulty status. The differences are significant in four of the 
nine countries: Sao Tome and Principe, Ghana, Guinea-Bissau 
and Togo, as a result of which only these differences will be 
explored in the text. 

Sao Tome and Principe, which features the highest prevalence 
rates for foundational numeracy skills of any of the countries 
covered, also presents the largest functional difficulty-linked 
numeracy learning gap. While 38 per cent of children without 
functional difficulties have mastered basic numeracy skills, 
only 25 per cent of children with functional difficulties have 
done so. Ghana has the second largest gap and is also second 
to Sao Tome and Principe in the share of children who have 
foundational numeracy skills. Compared to countries that 
have a lower share of children with foundational numeracy 
skills, the trend in Figure 6.4 reveals inequities in learning as 
the share of children with numeracy skills increases. 

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
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Of the countries where the differences between the two 
groups are significant, Guinea-Bissau has the lowest share of 
children with numeracy skills who have a functional difficulty. 
There could be various reasons for this; Guinea-Bissau has 
comparatively low attendance rates meaning there are 
barriers to access to education for all groups, which then get 
compounded if the education system is not disability inclusive. 

It is evident by descriptive analysis of foundational reading 
and numeracy skills that across all countries where differences 
are significant, lower shares of children with functional 
difficulties have acquired foundational reading and numeracy 
skills.

The marginal effects of functional difficulty on learning 
Using a multi-level model which controls for age, age-squared, 
attendance status, sex, location, and wealth quintile, allows 
us to further unpack and understand the impact of functional 
difficulties on foundational reading skills. Of the 13 functional 
domains, the results were statistically significant for four 
functional domains, i.e., signs of anxiety, controlling behaviour, 
remembering and learning. In Figure 6.5, the negative effect of 
these functional difficulties is visualized.

Controlling for all else, the probability of having foundational 
reading skills is reduced by 1 percentage point for children 
with signs of anxiety functional difficulty. The largest decline in 
predicted probability of having foundational reading skills is for 
children with learning functional difficulty.

The relationship between functional difficulty and 
foundational reading skills has been further analysed and 
presented in Figure 6.6. The figure shows the expected change 
in the likelihood of having foundational reading skills for a 
child with learning or remembering functional difficulty in 
countries with sufficient sample size. The model controls for 
age, sex, place of residence, wealth, and region. All values 
presented in the figures are negative and significant.

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6  
(2017- 2021)
Note: Only statistically significant results are shown

FIGURE 6.4:  Percentage of children aged 7-14 in and out-of-school with foundational numeracy skills by country

FIGURE 6.5:  Marginal effects of functional difficulties (7-14-years-old) on 
foundational reading skills in nine selected countries in WCAR (pooled 
sample) 
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Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021) 
Note: Only statistically significant results are shown

Source: Authors’ calculations using Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Only statistically significant results are shown

FIGURE 6.6:  Marginal effects of learning and remembering functional difficulty on foundational reading skills

FIGURE 6.7:  Marginal effects of various characteristics of children on foundational numeracy skills in nine selected countries in WCAR (pooled sample) 
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Learning functional difficulty is expected to decrease the 
likelihood of having foundational reading skills by 5 percentage 
points in the Democratic Republic of the Congo and 13 
percentage points in Ghana, holding all else constant. In Sao 
Tome and Principe, for two children with similar age, sex, wealth 
and region, a child with remembering difficulty has significantly 
lower chances (25 percentage points lower) of having 
foundational reading skills.

Figure 6.7 shows the marginal effects of functional difficulty on 
foundational numeracy skills, which is statistically significant for 
four out of nine countries for numeracy (i.e., Ghana, Sao Tome 
and Principe, Togo and Guinea-Bissau).

In Guinea-Bissau, functional difficulty is most strongly 
associated with poor learning outcomes, decreasing by 8 
percentage points the chance of a child aged 7-14 achieving 
minimum proficiency in numeracy compared to other factors, 
such as being a girl, living in a rural area or belonging to the 
poorest wealth quintile. In Sao Tome and Principe, children with 
functional difficulties have a 10 percentage point less chance 
of having foundational numeracy skill, but being poor has an 
even higher negative association in the country. The negative 
association between functional difficulty and poor learning 
outcomes is strong in Ghana, where functional difficulty reduces 
the chance of acquiring minimum proficiency in numeracy by 6 
percentage points.
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FIGURE 6.8:  Percentage of students aged 7-14 whose family participated in a school celebration among nine selected countries in WCAR (pooled 
estimates)

6.2 Parental participation in school and learning 
environment at home 
This section focuses on parental involvement in school, in 
particular participation of parents in school meetings by child 
functional difficulty status and functional difficulty groupings, 
and its cross-country comparison may prove important insights 
on parental involvement. It also examines whether children 
with functional difficulties have equal levels of access to help 
and support at home compared to those without any functional 
difficulties. It explores key differences in learning environments 
at home and includes analysis of children in and out-of-school, 
which can be helpful in understanding the differences in 
learning environments at home.

Figure 6.8 shows the percentage of children aged 7-14 whose 
family participated in a school celebration, by functional 
difficulty status. Hosting celebrations is a meaningful way for 
schools to invite engagement from parents and the community 
and participating in school celebrations is a meaningful 

demonstration of family investment in a child’s education. 
The differences were statistically significant for four of the nine 
countries, namely: Sao Tome and Principe, Sierra Leone, Ghana, 
and Guinea-Bissau.  

Rates of family participation in school events are lower for 
children with functional difficulties in seven of the nine 
countries covered here, by varying margins.

Among countries with statistically significant differences, the 
gap in favour of children without functional difficulties ranges 
from 5 percentage points in Ghana to 13 percentage points 
in Sao Tome and Principe. However, Sao Tome and Principe 
has the highest family participation overall for both children 
with (52 per cent) and children without (65 per cent) functional 
difficulties, while Guinea-Bissau has average to low family 
participation rates compared to the other countries (20 per 
cent for children with functional difficulties and 30 per cent for 
children without).

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 
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Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)
Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 

FIGURE 6.9:  Percentage of students aged 7-14 whose family discussed progress with a teacher among nine selected countries in WCAR
(pooled estimates)

FIGURE 6.10: Percentage of students aged 7-14 whose family discussed progress with a teacher by country

Figure 6.9 shows the percentage of children (aged 7-14) 
whose family discussed progress with a teacher, by functional 
difficulty status and functional domains. Communicating 
between teachers and parents is critical for ensuring that 
children’s needs are known on both sides and that learning 
can be supported at school and at home. It could be 
particularly important in situations of functional difficulty 
as parents and teachers can share information on how best 
to support the child. There are no statistically significant 
differences in the overall share of children with and without 
functional difficulties whose parents met with a teacher to 
discuss progress.

Most children with functional difficulties have similar rates of 
parents meeting teachers to discuss progress as those without 
any functional difficulty. However, parents of children with 

seeing difficulty, difficulty with self-care and walking difficulty 
are significantly more likely to have discussed progress with 
teacher.

Figure 6.10 presents the rates of discussion with teachers of 
parents by country. Comparing Figure 6.8 and Figure 6.10, for 
all countries, parents were more likely to meet with teachers 
to discuss progress than participate in school celebrations. 
In Figure 6.10, functional difficulty-related gaps range from 
small to non-existent for all countries other than Guinea-
Bissau, Chad and The Gambia, of which, the differences are 
statistically significant in Guinea-Bissau and Chad only. In 
Guinea-Bissau, 48 per cent of children without functional 
difficulties have parents who met with a teacher to discuss 
progress but only half that (24 per cent) for children with 
functional difficulties. 

Note: The bars represent 95 per cent confidence interval
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FIGURE 6.11:  Percentage 
of students aged 7-14 
whose family helped with 
homework among nine 
selected countries in WCAR 
(pooled estimates)

FIGURE 6.12:  Percentage 
of students aged 7-14 
whose family helped with 
homework by country

Source: Multiple Indicator Cluster 
Surveys Round 6 (2017- 2021)

Source: Multiple Indicator Cluster 
Surveys Round 6 (2017- 2021)

0

10

20

30

40

50

60

70

80

90

100

Se
ei

ng

D
ep

re
ss

io
n

An
xi

et
y

Ac
ce

pt
in

g 
ch

an
ge

Le
ar

ni
ng

Co
nc

en
tr

at
in

g

Co
nt

ro
lli

ng
be

ha
vi

ou
r

H
ea

rin
g

Re
m

em
be

rin
g

Co
m

m
un

ic
at

io
n

M
ak

in
g 

fr
ie

nd
s

W
al

ki
ng

Se
lf-

ca
re

M
ul

tip
le

 fu
nc

tio
na

l
di

ffi
cu

lti
es

An
y 

fu
nc

tio
na

l
di

ffi
cu

lti
ie

s

N
o 

fu
nc

tio
na

l
di

ffi
cu

lti
es

0

10

20

30

40

50

60

70

80

90

100

Central
African

Republic

ChadTogoDemocratic
Republic of
the Congo

Guinea-
Bissau

The GambiaSierra
Leone

GhanaSao Tome
and Principe

Note: The bars represent 95 per 
cent confidence interval

Among the nine countries analysed, on average, the 
share of students whose family helped with homework 
systematically increases between children with no 
functional difficulty, children with any functional difficulty 
and children with multiple functional difficulties (see 
Figure 6.11). All functional difficulties, except for children 
with seeing functional difficulties, are more likely to 
receive help in completing homework than children with 
no functional difficulties.

Figure 6.12 illustrates the same information by country. In 
the countries covered here, rates of family engagement are 
higher in the ‘helping with the homework’ category than 
in the categories ‘participating in school celebrations’ or 
‘discussing with teachers’. But while comparatively high 
family participation in this category is evident in all the 
countries covered, the functional difficulty-related gap 
varies greatly by country in terms of size and directionality. 

Of the countries here, the differences are statistically 

significant for only Ghana and the Democratic Republic of 
the Congo. In both the countries with statistically significant 
differences, the gap in participation favours children with 
functional difficulties, whose families help with homework 
at rates higher by notable margins than do those of children 
without functional difficulties. 

This chapter shows that children with functional difficulties 
are less likely to have foundational reading and foundational 
numeracy skills than children without functional difficulties, as 
observed through parental participation in school and in the 
learning environment at home.

Smooth communication between parents and teachers is 
critical for thesuccess of all children, ensuring adequate support 
in school and at home.

To ensure learning for children with difficulties, the education 
system, parents and society at large must work together to build 
an accommodating environment.

Note: Countries where differences in means between the two groups are statistically significant are shaded in brighter color 
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CONCLUSION
This report provides evidence of differences in access to 
education, progression through education, and acquisition of 
skills between children with and without functional difficulties. 
It shows that although the universal right to education has been 
recognized by the international community since 1948, much 
needs to be done to ensure quality education is accessible to 
all. Data are important to inform evidence-based policy making. 
The COVID-19 pandemic is expected to exacerbate pre-existing 
education inequities for children with disabilities as they are 
less likely to access remote learning than their peers.  Without 
assistive technologies and support, children with disabilities are 
facing additional burdens in accessing education during COVID-
19-related school closures. Data on educational experiences 
of children with disabilities is therefore critical to highlight the 
burdens they face in their educational journeys.

As we begin paving the path of recovery from education 
disruption caused by COVID-19, it will be important to accelerate 
efforts to ensure quality education for children with disabilities 

and to rectify the losses they have experienced while creating a 
more equitable and inclusive education system. This report is the 
first step in providing more evidence on education for children 
with disabilities in the West and Central Africa Region. Further 
research is needed to build on the evidence provided here to 
understand the barriers children with functional difficulties face.  

Data alone cannot achieve disability-inclusive education. Creating 
such an environment requires political will, persistence, a change 
in attitudes, and more research and funding.

In the past few decades, international commitment has become 
more staunchly dedicated towards disability-inclusive education. 
One crucial area of recent progress has been the development 
of a standardized conceptual framework for disability-inclusive 
education. The Inclusive Education Framework, represented in 
the graphic below, was developed by UNICEF and the UNESCO 
International Institute for Education Planning (IIEP) and first 
used as a working document at a Technical Roundtable on 

FIGURE 7.1:  UNICEF/IIEP inclusive education framework 

1 Laws & Policies

Enabling Environment

INCLUSIVE EDUCATION FRAMEWORK

Service Delivery

Supply

Constitutional provisions
International Conventions
Rules & regulations
National strategies

2 Data & Evidence

Definitions of disabilities
EMIS and other databases
M&E and quality assuarance
Household Surveys
Research studies

3 Leadership & Management

Management  capacity at central,
sub-national ad school levels
Procedures and compliance
Cross-sectoral coordination
Partnerships including DPOs

4 FInance

Allocation to mainstream system
Allocation to targeted support
Resources from other sectors

5 Teachers

Initial and in-service training
Pedagogical support
Classroom support

6 Infrastructure

Classrooms and playgrounds
Toilets and washing facilities
Transport to and from school

7 Learning Materials

Braille and audiobooks
Sign language resources
Easy-read versions 

Quality

8 Curriculum

Relevance
Flexitbility and adaptability
Exam accommodations

9 Student assessment

Assistive products
Individual learning plans
Individual support

10 Learning Support

Assistive products
Individual learning plans
Individual support

Demand

11 Attitudes

Teachers and administrators
Local community
Resources for parents

12 Cost

Direct costs (e.g., fees)
Hidden costs (e.g., uniforms)
Additional costs (e.g., Braille books)

13 Risk & Rewards 

Security, bullying and intolerance
Opportunities for progression
Social inclusion and citizenship
Economic empowerment

Source: UNESCO-IIEP, 2018
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Disability-Inclusive Education in Paris held in the summer of 2018. 
It contains  blocks that correspond to key aspects of inclusive 
education systems, organized according to a classification system 
based around the twin goals of creating an enabling environment 
and ensuring quality service delivery. 

As the framework shows, data are one of the four pillars for 
creating an inclusive environment, with the others being laws 
and policies, leadership and management and finance. On the 
service delivery of education, a broader range of interventions 
are needed, ranging from teachers and curriculum to learning 
support to risks and rewards.  

More recently, in 2019, the Inclusive Education Initiative 
(IEI), a multi-donor trust fund, was established by the World 
Bank, supported by the Norwegian Agency for Development 
Cooperation (Norad) and the UK Government’s Foreign 
Commonwealth and Development Office (FCDO). IEI began 
investing in catalytic technical expertise and knowledge 
resources to help countries make education progressively 
more inclusive for children across the spectrum of 
disabilities. Internationally, this initiative acts as a platform 
for coordination of inclusive education planning and for 
the development of public goods that countries can use to 
improve access and quality of education for children with 
disabilities. At the country level, it is designed to ensure 
that work by development partners is coordinated, to 
provide financial resources and technical assistance for the 
development and implementation of disability-inclusive 
education programmes, and to support disaggregated data 
collection related to disability.

Leveraging these and other international frameworks in 
close coordination with stakeholders at the national and 
subnational levels will be crucial to realizing disability-
inclusive education in the challenging context that is to be 
found in many West and Central African countries. As the 
report shows, barriers to disability inclusion are numerous 
and diverse, which prevents children with disabilities from 
receiving quality education. These barriers can range from, 
but are not limited to, underdeveloped legal frameworks 
for inclusion, inaccessible physical environments and 
missing or non-adapted transportation, to unavailability of 
assistive devices or technologies and exclusionary modes of 
communicating. There also remains a lingering perception 
among some policymakers, educators, parents, and others 
that the integration of persons with disabilities into the school 
system is prohibitively difficult or undesirable (World Bank, 
2020; Opoku et al., 2019). 

Although this report presents key evidence on differences 

children with functional difficulties face in accessing education 
in WCAR, more data and evidence will be needed to understand 
the reasons why the differences occur and to assess progress 
toward greater educational inclusivity. Data are needed to not 
just capture all children on the child disability spectrum, but to 
go further and provide information on the child’s environment 
to assess the inclusiveness of an environment. Only by 
constructing a more nuanced, evidence-based understanding 
of the situation on the ground can areas for improvement be 
identified and measures be formulated in response. 

Moving forward and even beyond data collection, the report 
recommends the following.

Inclusive data systems
• More qualitative research is needed to analyze reasons, 

barriers and enablers of inclusion.

• Invest in harmonized data collection systems by improving 
existing Education Management Information System (EMIS) 
to collect regular data on children with disabilities and to link 
EMIS with other relevant systems (health, child well-being 
and protection, social protection child poverty) to better track 
disparities.

• Bring in the diversity dimension in the formative learning 
assessment systems.

Capacity for inclusive education sector analysis and 
strategic planning
• Build capacity in collecting, analysing and using data, based 

on adaptations of the child functioning module for effective 
integration in policies and interventions. 

• Strengthen national capacity in inclusive education sector 
analysis, strategies and plans building on the global 
partnerships in implementing the Salamanca Statement and 
Framework for Action on Special Needs Education (June 1994).

• Ensure teachers and other relevant education personnel are 
trained and motivated to teach and manage an inclusive 
support system for all learners.

Targeted finance for children with disabilities  
• Integrate measures (e.g., equity-based budgeting) that 

prioritize public funding of strategies that reach children with 
disabilities.

• Advocacy and support for Inclusive planning and budgeting as 
well as monitoring and reporting of expenditures on disability 
inclusive education in national programmes.

• Include a disability dimension in social protection 

https://www.worldbank.org/en/topic/socialsustainability/brief/inclusive-education-initiative-transforming-education-for-children-with-disabilities
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programmes (UNICEF and Governments) such as cash 
transfer or child grants.

Partnerships with CSOs, and health, child and social 
protection and other sectors  
• In view of the diversity of needs of children with disabilities, 

and the varying capacities currently available, governments 
and their partners (donors, CSOs, communities, disability 

organisations, etc.,) should collaborate in multi-sectoral ways 
to co-create solutions that promote inclusion in education, 
health, protection and other sectors.

• Strengthen community engagement/family support systems 
and services that include children with disabilities.
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TABLE A.1:   List of countries covered in MICS6 in the West and Central Africa

Country Year of 
Survey

Citation of survey findings report Dataset link

Central African Republic 2018-19 ICASEES. 2021. MICS6-RCA Enquête par grappes 
à indicateurs multiples 2018-2019, Rapport final 

des résultats de l'enquête. Bangui, République 
Centrafricaine : ICASEES

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Central%20African%20

Republic/2018-2019/Datasets/Central%20African%20Re-
public%20MICS6%20Datasets.zip

Chad 2019 INSEED et UNICEF. 2020. MICS6-Tchad, 2019, 
Rapport final. N’Djamena, Tchad.

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Chad/2019/Datasets/

Chad%20MICS6%20Datasets.zip

Democratic Republic
of the Congo

2017-18 INS, Enquête par grappes à indicateurs multiples, 
2017-2018, rapport de résultats de l’enquête. 

Kinshasa, République Démocratique du Congo

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Congo%2C%20Dem-
ocratic%20Republic%20of%20the/2017-2018/Datasets/

DRCongo%20MICS6%20SPSS%20Datafiles.zip 

Ghana 2017-18 Ghana Statistical Service, 2018. Multiple Indicator 
Cluster Survey (MICS2017/18), Survey Findings 

Report. Accra, Ghana: GSS.

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Ghana/2017-2018/

Datasets/Ghana%20MICS6%20SPSS%20Datasets.zip 

Guinea-Bissau 2018-19 Ministério da Economia e Finanças, Direção Geral 
do Plano/Instituto Nacional de Estatística (INE).

https://mics-surveys-prod.s3.amazonaws.com/
MICS6/West%20and%20Central%20Africa/Guinea-Bis-

sau/2018-2019/Datasets/Guinea%20Bissau%20MICS6%20
Datasets.zip 

Sao Tome and Principe 2019 INE e UNICEF. 2020. Inquérito de Indicadores Múl-
tiplos 2019, Relatório final. São Tomé, São Tomé e 

Príncipe: Instituto

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Sao%20Tome%20

and%20Principe/2019/Datasets/Sao%20Tome%20and%20
Principe%20MICS6%20Datasets.zip   

Sierra Leone 2017 Nacional de Estatística e Fundo das Nações 
Unidas para a Infância

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Sierra%20Leone/2017/

Datasets/Sierra%20Leone%20MICS6%20Datasets.zip  

The Gambia 2018 Statistics Sierra Leone. 2018. Sierra Leone Multiple 
Indicator Cluster Survey 2017, Survey Findings 

Report.

https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Gambia/2018/Datasets/

The-Gambia-MICS6-Datasets.zip  

Togo 2017 Freetown, Sierra Leone: Statistics Sierra Leone. https://mics-surveys-prod.s3.amazonaws.com/MICS6/
West%20and%20Central%20Africa/Togo/2017/Datasets/

Togo%20MICS6%20SPSS%20Datasets.zip  

https://data.unicef.org/resources/module-on-child-functioning-manual-for-interviewers/. 
https://data.unicef.org/resources/module-on-child-functioning-manual-for-interviewers/. 
https://data.unicef.org/resources/module-on-child-functioning-manual-for-interviewers/. 
https://data.unicef.org/resources/module-on-child-functioning-manual-for-interviewers/. 
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Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

Source: Multiple Indicator Cluster Surveys Round 6 (2017- 2021)

TABLE A.2:   Share of children aged 2-4 with any functional difficulty by sex, area, and wealth quintile across countries

TABLE A.3: Share of children aged 5-17 with any functional difficulty by sex, area, and wealth quintile across countries

Central
African
Republic

Chad DRC The
Gambia

Ghana Guinea-
Bissau

Sao
Tome

Sierra
Leone

Togo

Total Total 15 10 7 5 11 5 5 7 8

Boys 15 10 9 6 12 5 7 7 9

Girls 15 10 6 4 10 4 4 6 7

Area Urban 13 11 7 3 10 4 4 7 8

Rural 15 10 8 9 11 5 8 7 7

Wealth quintile Poorest 16 9 9 9 11 5 7 6 7

Second 17 10 7 6 12 5 5 7 7

Middle 14 10 7 4 13 5 6 7 8

Fourth 12 11 7 3 9 5 3 6 10

Richest 13 11 8 3 7 2 4 6 7

Central
African
Republic

Chad DRC The
Gambia

Ghana Guinea-
Bissau

Sao
Tome

Sierra
Leone

Togo

Total Total 31 29 20 10 11 16 20 23 21

Boys 32 29 20 12 12 16 21 24 21

Girls 31 29 19 8 10 16 20 23 21

Area Urban 29 29 18 10 10 16 19 22 22

Rural 33 29 21 10 11 16 24 24 21

Wealth quintile Poorest 34 31 25 10 11 16 29 24 19

Second 32 30 21 10 12 13 21 24 21

Middle 32 27 17 11 13 19 20 25 23

Fourth 34 27 16 10 9 18 20 24 21

Richest 25 28 18 9 7 16 13 19 22
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Functional difficulty 
Children are considered to have functional difficulties if they have 
difficulty in at least one functional domain. For each question on 
functional domains, values of 3 and 4 mean, respectively, “having 
a lot of difficulty” in the functional domain or “not being able 
to perform the function all”, for example not seeing at all, or not 
hearing at all. 

A child under 5 years old is considered to have a functional 
difficulty if any of the following conditions are met:
• Seeing (UCF7 = 3 or 4).
• Hearing (UCF9 = 3 or 4). 
• Walking (UCF11 = 3 or 4, OR UCF12 = 3 or 4, OR UCF13 = 3 or 

4), includes multiple questions on walking with or without 
equipment.

• Fine motor skills (UCF14 = 3 or 4).
• Communicating, must satisfy one of the two conditions below: 

• Understanding (UCF15 = 3 or 4). 
• Being understood (UCF16 = 3 or 4). • Learning (UCF17 = 3 or 

4). 
• Playing (UCF18 = 3 or 4). 
• Controlling behaviour (UCF19 = 5). UCF19 asks mothers and 

primary caregivers how likely children are to kick, hit or bite 
other children. Children are considered to have functional 
difficulties in controlling behaviour if they are very likely to 
kick, hit or bite other children. 

For children aged 5-17, functional difficulty in the individual 
domains is calculated as follows:
• Seeing (FCF6 = 3 or 4). 
• Hearing (FCF8 = 3 or 4). 
• Walking (FCF10 = 3 or 4, OR FCF11 = 3 or 4, OR FCF14 = 3 or 4, 

OR FCF15 = 3 or 4), includes multiple questions on walking 
with or without equipment. 

• Self-care (FCF16 = 3 or 4). 
• Communicating, must satisfy both conditions below 

• Being understood inside household (FCF17 = 3 or 4).
• Being understood outside household (FCF18 = 3 or 4).

• Learning (FCF19 = 3 or 4). 
• Remembering (FCF20 = 3 or 4). 
• Concentrating ((FCF21 = 3 or 4). 
• Accepting change (FCF22 = 3 or 4).
• Controlling behaviour (FCF23 = 3 or 4). 
• Making friends (FCF24 = 3 or 4).  
• Affect, measured in two ways: signs of anxiety and signs of 

depression.
• Signs of anxiety (FCF25 = 1) - FCF25 measures the frequency 

of signs of anxiety. Children are considered anxious if they 
are anxious daily (FCF25 = 1).

• Signs of depression (FCF26 = 1) - FCF26 measures the 
frequency of signs of depression. Children are considered 
depressed if they are depressed daily (FCF26 = 1).

A child aged 5-17 years is considered to have functional 
difficulties if any of the above variables is present. The following 
formula is used: 

CD=1 if S=1 or H=1 or W=1 or SC=1 or CM=1 or L=1 or R=1 or C=1 
or AC=1 or CT=1 or F=1 or X=1 or D=1.

Where:
CD represents children with functioning disability:
• S=1 means child has functional difficulties associated with 

seeing. 
• H=1 means child has functional difficulties associated with 

hearing.
• W=1 means child has functional difficulties associated with 

walking. 
• SC=1 means child has functional difficulties associated with 

self-care. 
• CM=1 means child has functional difficulties associated with 

communicating. 
• L=1 means child has functional difficulties associated with 

learning. 
• R=1 means child has functional difficulties associated with 

remembering. 
• C=1 means child has functional difficulties associated with 

concentrating. 
• AC=1 means child has functional difficulties associated with 

accepting change. 
• CT=1 means child has functional difficulties associated with 

controlling their behaviour. 
• F=1 means child has functional difficulties associated with 

making friends. 
• X=1 means child has functional difficulties associated with 

signs of anxiety. 
• D=1 means child has functional difficulties associated with 

signs of depression. 

Where:
SCFDn= share of children who have functional difficulties of the n 
domain. 
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CDn= children who have functional difficulties of the n domain 
according to the formula above. 
CNDn= children who do not have functional difficulties of the n 
domain according to the formula above.

Participation in organized learning (SDG4.2.2)  
Participation in organized learning measures the share of 
children one year younger than the official age to start primary 
school who are attending ECE or primary education. This 
indicator is essentially the ANAR for one year before primary 
education and is used to calculate SDG4.2.2, participation rate 
in organized learning (one year before the official primary entry 
age), by sex. 

Calculation 
Participation in organized learning is conceptually similar to 
ANAR. It is calculated as the percentage of children one year 
younger than the official primary school entry age (as of the 
beginning of school year) attending ECE or primary school. Both 
the numerator and denominator include only children aged one 
year younger than the official entry age for primary school (age = 
n). The following calculation is used:

Where:
PiOL= participation in organized learning. 
EAGprim-1

= children attending early childhood or primary school 
aged one year younger than the official entry age for primary 
school. 
PAGprim-1

= children aged one year younger than the official entry 
age for primary school.

Adjusted net attendance rate (ANAR) 
ANAR measures the percentage of children of a given age group 
who are attending an education level compatible with their 
age or attending a higher education level. The ratio is termed 
‘adjusted’ since it includes not only children attending ECE, but 
also those in primary education. It can be divided into three 
indicators: 
• ANAR primary - percentage of children of primary school 

age currently attending primary or secondary school. 
• ANAR lower secondary - percentage of children of lower 

secondary school age currently attending lower secondary 
school or higher. 

• ANAR upper secondary - percentage of children of upper 
secondary school age currently attending upper secondary 
school or higher. 

Calculation 

For example, the ANAR for primary education is calculated by 
dividing the total number of students in the official primary 
school age range who attended primary or secondary 
education at any time during the reference academic year by 
the population of the same age group. The following formula is 
used: 

Where:
ANARn= adjusted net attendance rate for level n of education. 
EAPn= population aged the official age for level n of education 
attending that level of education or higher. 
Pn= population aged the official age for level n of education. 

It is important to note that the ANAR calculation excludes 
children attending lower levels of education from its numerator. 
For example, lower secondary school-age children attending 
primary schools will be counted as in school, but they will not 
be counted as attending the education level designed for their 
age group and hence they will be excluded from the ANAR 
numerator. As a result, in many developing countries ANAR will 
underestimate access to education because although in school, 
many children are attending levels lower than expected for their 
age group.

Completion rate (SDG4.1.4) 
The completion rate reflects the percentage of a cohort of 
children or young people 3-5 years older than the intended 
age for the last grade of each level of education (primary, lower 
secondary, or upper secondary) who have completed that level 
of education. The intended age for the last grade of each level 
of education is the age at which students would enter the grade 
if they had started school at the official primary entrance age, 
had studied full-time and had progressed without repeating 
or skipping a grade. For example, if the official age of entry 
into primary education is 6 years, and primary school has 6 
grades, then the intended age for the last grade of primary 
education is 11 years. In this case, the reference age group for 
calculation of the primary completion rate would be 14-16 years 
(11 + 3 = 14 and 11 + 5 = 16). This indicator is used to calculate 
SDG4.1.4, completion rate (primary education, lower secondary 
education, upper secondary education). 

Calculation 
The completion rate is the number of individuals in the relevant 
age group who have completed the last grade of the given level 
of education, expressed as a percentage of the total population 
of the same age group. The following formula is used: 
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Where:
CRn=  completion rate for level n of education.
EAPn,a+3to5= population aged 3-5 years above the official entrance 
age a into the last grade of level n of education who completed 
level n.
Pa+3to5= population aged 3-5 years above the official entrance age 
a into the last grade of level n of education.

Foundational learning skills (SDG4.1.1.a) 
Learning outcomes are key indicators of quality education 
as they provide evidence on whether schools are equipping 
children with the foundational skills needed for success. 
The MICS module on foundational learning skills (FL) in the 
questionnaire for children aged 5-17 can be used to measure 
learning outcomes expected for Grades 2 and 3 in numeracy 
and reading. This data can be used to calculate SDG4.1.1.a 
to measure the proportion of children in Grade 2/3 achieving 
minimum proficiency in (i) reading and (ii) mathematics, by sex. 
As the FL module is administered to children aged 7-14, it can 
also be used to understand the share of children in that age 
group who have achieved the minimum proficiency of a student 
in Grade 2/3.  

Children are asked a series of questions to measure whether 
they are achieving minimum foundational skills in reading 
and numeracy at Grade 2/3. Foundational reading skills are 
divided into three categories: 1) word recognition (correctly 
reading 90 per cent of words in a story), 2) literal questions 
(replying correctly to all three literal questions), and 3) inferential 
(replying correctly to both of two inferential questions). If the 
child succeeds in all three tasks, they are considered to have 
foundational reading skills.

Foundational numeracy skills are divided into four tasks: 1) 
number reading, 2) number discrimination, 3) addition, and 4) 
pattern recognition. Each task is composed of several questions 
and the child must correctly answer all questions to successfully 
complete the task. If the child succeeds in all four tasks, they are 
considered to have foundational numeracy skills.

Calculation
Foundational reading skills 

Applying the explanation above, the variables used to assess 
children’s foundational reading skills are:  
• FL19W is a set of numbered questions (FL19W1, FL19W2, 

FL19W3 etc.) that allows for the calculation of the number of 
words read correctly in a reading exercise. For example, if a 
child correctly reads six words, then FL19W6 will be equal to 
one, otherwise it will be blank or equal to zero.

• FL22A, FL22B, and FL22C are binary variables which represent 
the three literal questions to indicate if the child successfully 
answered each of the questions.

• FL22Dnand FL22E are binary variables which represent two 
inferential questions to indicate if the child successfully 
answered each of the two inferential questions.

The following calculation is used: 

readsk = 1, if (read_corr = 1) & (alit = 1) & (alnfe = 1), otherwise 0.

Where:
readsk represents a binary variable for foundational reading 
skills, equalling 1 when a child has foundational reading skills 
and zero otherwise. 
read_corr is a binary variable where 1 represents success in 
reading 90 per cent of the words in a story correctly, calculated 
using FL19W. 
alit is a binary variable where 1 represents success in responding 
correctly to three literal questions, calculated using FL22A, 
FL22B and FL22C. 
alnfe is a binary variable where 1 represents success in 
responding correctly to two inferential questions, calculated 
using FL22D and FL22E.

  
Where:
FRSng=  share of children aged n and attending a school grade g 
who have foundational reading skills. 
readskng= children aged n and attending a school grade g who 
have readsk equal to 1 according to the formula above. 
Tng= total number of children aged n and attending school grade 
g. 

It is worth noting that the indicator can be calculated for any age 
group or for all age groups (data is collected for children aged 
7-14 years old). Furthermore, the indicator can be calculated 
for children of a given age group (or all age groups) who are 
attending a particular grade.

Foundational numeracy skills 

Applying the explanation above, the variables used to assess 
children’s foundational numeracy skills are as follows; each 
domain of numeracy skills has multiple questions which are 
listed with capital letters (e.g., A, B, C): 
• FL23 (A, B, C, D, E, F) = 1 if the child correctly responded to a 

number reading question.
• FL24 (A, B, C, D, E, F) = 1 if the child correctly responded to a 

number discrimination question.
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• FL25 (A, B, C, D, E, F) = 1 if the child correctly responded to 
addition questions.

• L27 (A, B, C, D, E, F) = 1 if the child correctly responded to 
pattern recognition questions.

The following calculation is used:  
numbskill=1 if (number_read=1) and (number_dis=1) and 
(number_add=1) and (number_patt=1), otherwise 0.  

Where: 

Numbskill shows children with foundational numeracy 
skills. number_read is a binary variable, where 1 represents 
children correctly answering all the number reading questions, 
calculated using FL23 (A, B, C, D, E, F). 
number_dis is a binary variable, where 1 represents correctly 
answering all the number discrimination questions, calculated 
using FL24 (A, B, C, D, E, F). 
number_add is a binary variable, where 1 represents correctly 
answering to all the addition questions, calculated using FL25 

(A, B, C, D, E, F). 
number_patt is a binary variable, where 1 represents correctly 
answering to all the number pattern tasks, calculated using FL27 
(A, B, C, D, E, F). 

  

Where:
FRSng=  share of children aged n and attending school grade g 
who have foundational numeracy skills.
numskillng= children aged n and attending school grade g who 
have numbskill equal to 1 according to the formula above.
Tng= total number of children aged n and attending school grade 
g.

It is worth noting that the indicator can be calculated for any age 
group or for all age groups (data is collected for children aged 
7-14 years old). Furthermore, the indicator can be calculated 
for children of a given age group (or all age groups) who are 
attending a particular grade. 
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ANNEX C: WG/UNICEF CHILD FUNCTIONING MODULE 

WG/UNICEF Child Functioning Module - ages 2-4 years 

Preamble to the CFM for ages 2-4 years: 

Interviewer read: “I would like to ask you some questions about 
difficulties your child may have”.  

VISION  
CF1. Does (name) wear glasses?  
 1. Yes.  
 2. No. (Skip to CF3) 

CF2. When wearing his/her glasses, does (name) have difficulty 
seeing? Would you say … [Read response categories]  
 1. No difficulty. 
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.    

CF3. Does (name) have difficulty seeing? Would you say … [Read 
response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. 
 4. Cannot do at all.  

HEARING  
CF4. Does (name) use a hearing aid?  
 1. Yes.  
 2. No. (Skip to CF6)  

CF5. When using his/her hearing aid, does (name) have difficulty 
hearing sounds like peoples’ voices or music? Would you say … 
[Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  
  
CF6. Does (name) have difficulty hearing sounds like peoples’ 
voices or music? Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

MOBILITY  
CF7. Does (name) use any equipment or receive assistance for 
walking? 
 1. Yes.  
 2. No. (Skip to CF10)  

CF8. Without his/her equipment or assistance, does (name) 
have difficulty walking? Would you say … [Read response 
categories]  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

CF9. With his/her equipment or assistance, does (name) have 
difficulty walking? Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. 
 4. Cannot do at all.  

CF10. Compared with children of the same age, does (name) 
have difficulty walking? Would you say … [Read response 
categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all. 

FINE MOTOR SKILLS
CF11. Compared with children of the same age, does (name) 
have difficulty picking up small objects with his/her hand? 
Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all. 

COMMUNICATING  
CF12. Does (name) have difficulty understanding you? Would 
you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.    
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CF13. When (name) speaks, do you have difficulty 
understanding him/her? Would you say … [Read response 
categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

LEARNING  
CF14. Compared with children of the same age, does (name) 
have difficulty learning things? Would you say … [Read response 
categories] 
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

PLAYING  
CF15. Compared with children of the same age, does (name) 
have difficulty playing? Would you say … [Read response 
categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

CONTROLLING BEHAVIOUR  
CF16. Compared with children of the same age, how much does 
(name) kick, bite or hit other children or adults? Would you say 
… [Read response categories]  
 1. Not at all.  
 2. The same or less.  
 3. More.  
 4. A lot more.  

WG/UNICEF Child Functioning Module - ages 5-17
Interviewer read: “I would like to ask you some questions about 
difficulties your child may have”.  

VISION  
CF1. Does (name) wear glasses?  
 1. Yes.  
 2. No. (Skip to CF3) 

CF2. When wearing his/her glasses, does (name) have difficulty 
seeing? Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

CF3. Does (name) have difficulty seeing? Would you say … [Read 
response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

HEARING  
CF4. Does (name) use a hearing aid?  
 1. Yes.  
 2. No. (Skip to CF6)  

CF5. When using his/her hearing aid, does (name) have difficulty 
hearing sounds like peoples’ voices or music? Would you say … 
[Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. 
 4. Cannot do at all. 

CF6. Does (name) have difficulty hearing sounds like peoples’ 
voices or music? Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. 
 4. Cannot do at all.  

MOBILITY  
CF7. Does (name) use any equipment or receive assistance for 
walking?  
 1. Yes.  
 2. No. (Skip to CF12)  

CF8. Without his/her equipment or assistance, does (name) 
have difficulty walking 100 yards/meters on level ground? 
That would be about the length of one football field. [Or insert 
country specific example]. Would you say … [Read response 
categories]  
 2. Some difficulty. 
 3. A lot of difficulty. (Skip to CF10) 
 4. Cannot do at all.  (Skip to CF10) 

CF9. Without his/her equipment or assistance, does (name) 
have difficulty walking 500 yards/meters on level ground? That 
would be about the length of five football fields. [Or insert 
country specific example]. Would you say … [Read response 
categories]  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  
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CF10. With his/her equipment or assistance, does (name) have 
difficulty walking 100 yards/meters on level ground? That would 
be about the length of one football field. [Or insert country 
specific example]. Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. (Skip to CF14)  
 4. Cannot do at all. (Skip to CF14)  

CF11. With his/her equipment or assistance, does (name) have 
difficulty walking 500 yards/meters on level ground? That would 
be about the length of five football fields. [Or insert country 
specific example]. Would you say … [Read response categories]   
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. 
 4. Cannot do at all.  

CF12. Compared with children of the same age, does (name) 
have difficulty walking 100 yards/meters on level ground? 
That would be about the length of one football field. [Or insert 
country specific example]. Would you say … [Read response 
categories]   
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty. (Skip to CF14)  
 4. Cannot do at all. (Skip to CF14)  

CF13. Compared with children of the same age, does (name) 
have difficulty walking 500 yards/meters on level ground? That 
would be about the length of five football fields. [Or insert 
country specific example]. Would you say … [Read response 
categories]   
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty . 
 4. Cannot do at all.  

SELF-CARE  
CF14. Does (name) have difficulty with self-care such as feeding 
or dressing him/herself? Would you say … [Read response 
categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all. 

COMMUNICATING 
CF15. When (name) speaks, does he/she have difficulty being 

understood by people inside of this household? Would you say 
… [Read response categories] 
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

CF16. When (name) speaks, does he/she have difficulty being 
understood by people outside of this household? Would you say 
… [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

LEARNING  
CF17. Compared with children of the same age, does (name) 
have difficulty learning things? Would you say … [Read response 
categories]
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.   

REMEMBERING  
CF18. Compared with children of the same age, does (name) 
have difficulty remembering things? Would you say … [Read 
response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

CONCENTRATING  
CF19. Does (name) have difficulty concentrating on an activity 
that he/she enjoys doing? Would you say … [Read response 
categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  

ACCEPTING CHANGE  
CF20. Does (name) have difficulty accepting changes in his/her 
routine? Would you say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.  
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CONTROLLING BEHAVIOUR  
CF21. Compared with children of the same age, does (name) 
have difficulty controlling his/her behaviour? Would you say … 
[Read response categories]  
 1. No difficulty.  
 2. Some difficulty.
 3. A lot of difficulty.  
 4. Cannot do at all.  

MAKING FRIENDS  
CF22. Does (name) have difficulty making friends? Would you 
say … [Read response categories]  
 1. No difficulty.  
 2. Some difficulty.  
 3. A lot of difficulty.  
 4. Cannot do at all.   

SIGNS OF ANXIETY  
CF23. How often does (name) seem very anxious, nervous or 
worried? Would you say … [Read response categories]  
 1. Daily.  
 2. Weekly.  
 3. Monthly.  
 4. A few times a year. 
 5. Never.  

SIGNS OF DEPRESSION 
CF24. How often does (name) seem very sad or depressed? 
Would you say… [Read response categories]  
 1. Daily.  
 2. Weekly.  
 3. Monthly.  
 4. A few times a year. 
 5. Never.  
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