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ABSTRACT

Effective headteacher leadership is critical to shkecessful implementation of
inclusive education (Waldron, McLeskey & Redd, 20The mandate to achieve
inclusive schooling implies that headteachers apeeed to ensure their schools
are both excellent and equitable. This is partitylanperative considering that
the overarching principle of inclusive education tigat every child counts
(Bernard, 2000). Besides, most research on in@usducation in Kenya appears
to consistently support effective implementatiord austainability of inclusive
schooling (Buhere & Ochieng, 2013; Njoka et al.120 Nonetheless, a research
gap exists in relation to the leadership developgneérheadteachers in order to
transform schools into effective inclusive learniegvironments. Thus, this
research was designed to investigate the influesfc@eadteacher leadership
development on the implementation of inclusive edion. The research was
guided by five questions, which investigated théstig types of leadership
development programmes for headteachers, the ackedqiathe programmes’
contents, and the effectiveness of their desigtufea in relation to inclusive
education implementation. The study also examirtesl éffectiveness of the
leadership development programmes in facilitatingusive education. Finally,
the policy and institutional challenges experiencethe implementation process
were investigated. The research was conducted blicpprimary schools in
Kiambu County. The target population was 475 hemufters, 7472 class teachers,
and 30 Quality Assurance and Standards Officersmifeom the 10 districts and
Thika municipality in Kiambu County. Also targetaere 10 KEMI trainers. The
final sample constituted 125 headteachers and 2d4€s deachers randomly
selected from 5 districts and Thika municipality.also included 12 Quality
Assurance and Standards Officers and 8 KEMI traineho were purposefully
sampled. The research utilized a mixed methods cappr The convergent
parallel design was adopted, since it providesctidlection and analysis of both
guantitative and qualitative data in the same pludsgtudy (Creswell & Clark,
2011). Quantitative data was analysed using ddsariptatistics and presented in
frequency tables, pie charts and bar graphs. Qtiaétdata was coded according
to content, analysed based on emerging themegrasdnted in narrative form.

The study established that the most common formkadership development
were short courses such as, conferences, workshopsseminars. The KEMI
modular-based programme was ranked first, with #@%headteachers in the
study deeming the leadership programme the moptuieh facilitating inclusive

education. The innovative practices of the KEMIgraonme included the use of
the cohort model, problem-based learning, caseiesgudnd projects. However,
specific gaps such as, limited inclusive educatfonus, non-alignment to
leadership standards, lack of mentoring and cogcland insufficient focus on
career stages were identified. Overall, the stusialdished that the existing
headteacher leadership development programmes netréased on particular
leadership standards or inclusive education phibgpvision and mission. Also,
the programmes were neither ongoing nor careeedtaghey seemed to apply
the concept of “one-size fits all” and did not z# job-embedded learning
practices, such as mentoring and coaching. Instelgt only six percent of the
headteachers deemed the existing leadership progganto be effective. The

Xiv



majority of headteachers (94%) rated the programmgseither somewhat
effective (30%) or not effective (64%) respectivellikewise, 88% of

headteachers did not perceive themselves compietdaad inclusive education
implementation. The main conclusion of the studyswhat the headteacher
leadership development programmes were not compseleand well-integrated
to effectively facilitate implementation of inclwsi education. Therefore, the
study recommends a coordinated and multi-prongédraplan to spur requisite
policy reforms, system alignments, and funding tegis in order reframe
headteacher leadership development. Specificallye {reachers’ Service
Commission and Ministry of Education, Science andchhology should

collaboratively develop leadership standards foadteachers in order to spur
improvements in leadership programmes’ quality affdctiveness. The County
Education Board should develop inclusive educafimticators to be utilized

when designing and implementing school developrpéaris. Moreover, in order
to model effective inclusive programmes and prastiat least five model
inclusive schools should be established in eactiatishrough a well-resourced
programme implemented by respective District EdooaBoard.

XV



CHAPTER ONE

INTRODUCTION
1.1 Background to the study
Inclusive education is a process of addressingrasgpionding to the diversity of
needs of all learners through increasing parti@gypain learning, cultures, and
communities, and reducing exclusion within and freaucation (UNESCO,
2003, 2008 2009). The framework of human rights, equity, adidersity
underpins the policy and practice of inclusive ediom (Winzer & Mazurek,
2012). Thus, inclusive education is anchored onriglet to education that is
enshrined in the 1948 Universal Declaration of Horfaghts. Its development
has been stimulated by the Education for All (ERA{iative of the United
Nations that evolved from the 1990 Jomtien Deciamatind reaffirmed in the
Dakar declaration of 2000. Likewise, the SalamaBtzement and Framework
for Action (UNESCO, 1994), which adopted the prpieiof inclusion, provided

the major impetus for inclusive education.

According to UNESCO (2009) policy guidelines, irgike education is premised
on three key justifications. There is the educatiojustification in which

inclusive schools educate all children togethers Pinovides for the development
of teaching approaches that respond to individifdrénces for the benefit of all
children. On the other hand, the social justificatirecognizes that inclusive
schools educate all children together and charigadss towards diversity. This
forms the basis for a just and non-discriminatayiaty. Finally, the economic

rationale accentuates the cost-effectiveness ddbksiiing and maintaining



schools that educate all children together instdagktting up different types of
schools specializing in different groups of childr&he Salamanca Statement
(UNESCO, 1994) appears to sum up the benefits diusive education by
acknowledging that:
Regular schools with inclusive orientation are st effective means of
combating discriminatory attitudes, building an lisive society and
achieving education for all; moreover, they provaseeffective education
to the majority of children and improve the effiooy and ultimately the

cost-effectiveness of the entire education systeric{e 2, p. ix).

The Kenyan government has made some strides towaedting obligations
under its laws as well as ratifying and domestigatrarious international policy
frameworks to promote inclusive education (Njokaakt 2012). Notably, the
constitution of Kenya (Republic of Kenya, 2010) pdoa bold rights-based
approach to education, which provides for the rightll children to free and
compulsory basic education. The Policy FrameworkHducation (Republic of
Kenya, 2012) recognizes inclusive education as ya fteategy in enhancing
education access, quality, relevance, and equitwalfachildren, including those
at the greatest risk of being excluded such addrem with special education
needs, minorities, and other vulnerable groups.ddeer, the intention of the
Government of Kenya remains to “develop an allisole and quality education
that is accessible and relevant to all Kenyansh(l®éc of Kenya, 2003, p.5).

However, some of the specific programmes being emeinted in Kenya have

not been effective in enhancing inclusive educafijoka et al., 2012; Republic



of Kenya, 2009; UNESCO, 2085 For example, whereas the Free Primary
Education (FPE) policy adopted by the GovernmentKehya from 2003
significantly enhanced access to schooling for mahijdren, considerable
challenges still remain in reaching out to all dhéih (Republic of Kenya, 2085
2009; UNESCO, 20(55 Furthermore, while the Government of Kenya erobsa
inclusive education policy (Republic of Kenya, 20@009, 2010, 2012), the
policy is limited in scope and lacks a clear framew for leadership

development of headteachers.

Despite a high net enrolment rate of 90.8% in prymschools in Kiambu
County compared to the national average of 77.2%p(Rlic of Kenya, 2012),
many children, including those with special needd ather vulnerable groups
still face challenges related to education accesality, equity, and retention.
According to Kiambu District Strategic Plan, 20081D, the dropout rate for
primary schools in Kiambu stood at 30% (Republikehya, 2009). In a study
conducted within Kiambu County, Mwaura (2004) ebshled that inclusive
education was desirable. In spite of this, the @nmntation process was faced
with a myriad of challenges such as, inadequatgp@upgrom headteachers,

insufficient funding, and negative teacher attitude

According to Wangari (2009), a complex web of sbara economic issues such
as poverty, stigmatization of HIV/AIDS orphans, aciuld labour led to non-
enrolment and poor retention of orphans in primschools within Kiambu.

Specifically, the study revealed that 36% of thengled orphans were not



enrolled in school, while 80% of the enrolled dregmut before reaching grade
four. Manda et al. (2003) cite data on worst folwhghild labour, which show
about 60% of the workers in coffee and tea plamtatiin Central Kenya, of
which Kiambu County is a part of, are children. aingly, child labour has a
negative impact on education since 78.6% of aftectaldren usually drop out
of school at primary level. In addition, in twopseate studies conducted in
primary schools within Kiambu County, Ngaruiya (3)lestablished poor
academic performance, while Mwaura (2010) founddtigool infrastructure to

be inadequate and the existing facilities in pawrdition.

The situation in Kiambu County underpins the stahgeBernard (2000) that
increases in the percentage of children with acimesshooling are important, but
no longer sufficient. All children, she affirms,Jeathe right to quality education
without exceptions, even on the basis of “espegcidlfficult circumstances”

(p-2). Moreover, inclusive education is a complag aterwoven reform into the
functions, content, processes, and structurestaiading to educate all children
(Winzer & Mazurek, 2012), which raises the thredhol effective opportunities

to schooling beyond the parameters of high enrolmreges.

School leadership has a substantial effect on studehievement (Marzano,
Waters, & McNulty, 2005). It is, therefore, impeavat that attention be focused
on headteachers, who play a critical role in thecessful implementation of
inclusive education (Hoppey & McLeskey, 2013; Mckey, Waldron, & Redd,

2014; Mthethwa, 2008; Salisbury & McGregor, 200B)e high expectations and



mandates to achieve inclusive schooling imply thaadteachers should be
highly accomplished leaders to ensure their schaoés both excellent and
equitable for all students. Headteachers identity @pprove changes that support
inclusive education. They also eliminate existingagtices that undermine
inclusive education and ensure inclusive programaresinstitutionalized and
sustained (Salisbury & McGregor 2005; Waldron, Msitey, & Redd, 2011).
Likewise, effective headteachers align schools ritep to improve instruction
and promote the success for all children (Darlirgrtthond, Meyerson,

LaPointe, & Orr, 2010).

Since headteachers shoulder the burden of makahgsime education a reality in
their schools, they need exemplary leadership deweént programmes to
enhance their leadership competencies. Mdikanahadtgase and Mayekiso
(2007) assert that pre-service training and coetinprofessional development
are significant for inclusive education to be ssstelly implemented. However,
Nandwa (2011) established headteacher leadershigiagenent in Kenya was
not ongoing and lacked a systematic approach. éw \of the foregoing, this
study was designed to investigate the influencethef existing headteacher
leadership development on implementation of ineiseducation in primary

schools in Kiambu County.

1.2 Statement of the problem
Three interrelated research based premises pravidgionale for headteacher

leadership development that positively influencdge timplementation of



inclusive education. These are: school leadershifuences student learning
(Leithwood & Louis, 2012); effective headteacheadership is critical to the
successful implementation of inclusive educatioau§&on & Theoharis, 2014;
Hehir & Katzman, 2012; Salisbury & McGregor, 2002aldron, McLeskey &

Redd, 2011); exemplary leadership development progres produce
headteachers with the capacity to engage in effegiractices associated with
improved student learning outcomes (Darling-Hammenhdl., 2010; Davis et

al., 2005).

Effective headteacher leadership is particularlpenative considering that the
overarching principle of inclusive education isttle&ery child counts (Bernard,
2000). Besides, most of the research on inclusikea&tion in Kenya appears to
be consistent in the support for effective impletagon and sustainability of
inclusive education (Buhere, Ndiku & Kindiki, 201Buhere & Ochieng, 2013;
Manzi, 2011; Mwangi & Orodho, 2014; Mwaura, 2004jok&a et al., 2012).
Nonetheless, a research gap exists in relatiohaddadership development of
headteachers with the goal of transforming schaote effective inclusive
learning environments. Thus, this study investidate influence of headteacher

leadership development on implementation of ingleigiducation.

1.3 Purpose of the study
The purpose of the study was to investigate tHaente of headteacher
leadership development on implementation of ingigiducation programmes in

public primary schools in Kiambu County, Kenya.



1.4 Objectives of the study

To fulfil the stated purpose, the objectives of shedy were to:

)

ii)

Vi)

Examine the types of leadership development prograsnavailable for

headteachers to facilitate implementation of ingigducation.

Establish the adequacy of the contents of the elship development
programmes for headteachers in facilitating impletaton of inclusive

education.

Determine the effectiveness of design featureseafiérship development
programmes for headteachers in facilitating impletagon of inclusive

education.

Determine the effectiveness of the leadership dgweént programmes in
meeting leadership needs of headteachers in thiemmemtation of inclusive
education.

Find out the policy challenges faced by headteachethe implementation
inclusive education programmes.

Establish the institutional challenges experienbgdheadteachers in the

implementation inclusive education programmes.

1.5 Research questions

To achieve its purpose and specific objectives,stiuely sought to answer the

following research questions:

)

What types of leadership development programmes au@&lable for

headteachers to facilitate implementation of inei®ducation?



i) How adequate are the contents of the leadershiplaj@went programmes
for headteachers in facilitating implementationnaiiusive education?

iii) How effective are the design features of the lestdpr development for
headteachers in facilitating implementation of irsive education?

iv) How effective are the existing leadership developimprogrammes in
meeting headteachers’ leadership needs in the imgpitation of inclusive
education?

v) What policy challenges did the headteachers facdewmplementing
inclusive education programmes?

vi) What are the institutional challenges that headhte@c experience in the

implementation of inclusive education programmes?

1.6 Significance of the study

The findings and recommendations of this study expected to provide
institutions charged with the responsibility of piding leadership development
programmes for headteachers, for example, the K&uacation Management
Institute (KEMI) and universities, with informatiodrawn from the field that
could facilitate the alignment of their courses hwihe leadership needs of

headteachers in inclusive education.

The study also provides information to policy makier Kenya, especially at the
Ministry of Education, Science and Technology (MAQESnd the Teachers

Service Commission (TSC) level, on policy intervens that comprehensively



address the leadership development needs of primangol headteachers in

inclusive education.

1.7 Limitations of the study

The researcher appreciated that other data souioebjding participant
observations in the course of performing specédadership tasks, would provide
valuable information regarding the purpose of teisearch. However, the study
relied on the participant perspectives, throughstaenaire and interview
methods, which were supplemented with documentaayyais. However, these
limitations did not affect the study outcomes andneyalizability. The
triangulation method ensured the reliability of alaources. Besides, Kiambu
County’s blend of urban, small town and rural sded@irly represents the
diversity of Kenya’s public schools system. Thing tesearch outcomes may be

generalized beyond the study sample and area.

1.8 Delimitations of the study

The study confined itself to examining the influeraf headteachers’ leadership
development programmes on implementation of inekugiducation. The study
was conducted in Kiambu County. The study poputatonstituted primary
school headteachers, class teachers, KEMI trairsard District Quality
Assurance and Standards Officers (DQASOs) serViagptiblic primary schools

in the County.



1.9 Basic assumptions of the study

The study was based on the assumptions that:

i) All headteachers irrespective of school categorg h#tended leadership
development programmes to facilitate inclusive adioo implementation.

i) A cohesive and standard-based leadership develdpsystem enhances

headteachers’ capacity in implementing inclusivecadion.

1.10 Definition of significant terms

Leadership development: refers tothe knowledge, skills, and dispositions
attained through various types of facilitated l&@gnopportunities such as,
college degrees, workshops, seminars, in-servagitig, conferences, and job-
embedded learning opportunities, which ensure leeatiers provide efficient
and effective leadership to improve student leayr@nd achievement. The term
professional development as used in this study gsivalent to leadership
development.

Inclusive Education: Inclusive education is a process of addressing and
responding to the diversity of needs of all leasnghrough increasing
participation in learning, cultures, and commusiti@and reducing exclusion
within and from education.

Headteacher: refers to the lead administrator and educatornneducational
institution who is responsible for implementing edtional policies and
professional practices that promote synergy for tpimal utilization of
resources in the provision of education. The temadteacher, as used in this

study, is equivalent to the term principal.
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Regular Schools: otherwise known as mainstream schools, these tjpica
provide instruction and education services thahdbfocus primarily on special
education, vocational/technical education, altéeveagducation, or on any of the
particular themes associated with special programmehasis schools.
Implementation: the second phase in the change process, which desvi
ongoing support for the realization of an appl@atior execution of a plan, idea,

model, design, specification, or standard.

1.11 Organization of the study

This study is organized in five chapters. The idtrction chapter covers the
background to the study, the statement of the propkhe purpose, objectives,
research questions, and significance of the stlidg. limitations, delimitations,
basic assumptions and definition of significantiterare also covered in chapter
one. Chapter two extensively explores literatutateel to inclusive education, its
implementation and the role of headteachers irusieé education leadership.
The theoretical and conceptual frameworks are aistuded in the chapter.
Chapter three describes the research methodolbgy,ig, the research design,
target population, sample size and sampling praesgduesearch instruments,
instrument validity and reliability, and data calien and analysis techniques.
Chapter four contains data analysis, interpretadioth discussion. Chapter five is

focused on the summary of findings, conclusiond, @eommendations.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE

2.1 Introduction

Literature related to this study has been revieweder several sub-headings.
The themes addressed are foundations and globapgmives on inclusive
education,inclusive education service delivery models, thelamentation of
inclusive education, and the role of the headteaclm the implementation
process. The reviewed literature also focuses de wof headteachers in
promoting school leadership effectiveness. Otheues examined are the
headteacher leadership development processesdimglihe contents, design
features and delivery strategies. Areas also cdvare leadership standards,
headteacher evaluation, and the district and igmificance in providing for
effective school leadership practices. The sectmmtudes the theoretical and
conceptual frameworks, and the summary of revielitechture. The reviewed
literature provides a context for this researctexgmining existing knowledge in
the problem area. The gaps that the research stugldress have equally been

identified.

2.2 The foundations and global perspective on ihgsive education

Inclusive education is anchored on the frameworkwahan rights, equity and
diversity (Riehl, 2000; Winzer and Mazurek, 201R%. development revolves
around the right of every individual to educatias,stated in the 1948 Universal
Declaration of Human Rights and in the contexthef ynited Nations’ agenda of

Education for All (EFA) that was stimulated by th890 Jomtien Declaration
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(UNESCO, 2005). Consequently, policy makers andcatus, according to
Winzer and Mazurek (2012), are adopting the noti@t all children should be
educated together and the functions, content, psese and structures of
schooling are being recast in nations around thédwMoreover, “developments
in thinking and practice in inclusion indicate thia¢ issue is now at the heart of
policy and planning in education throughout theldioand is a central part of the
movement towards Education for All” (Farrel, AinggoHowes, Frankham, Fox

& Davis, 2004, p.10).

Peters (2004) acknowledges that countries of tithrsoich as the United States,
Canada, and many European countries have recogthieateed to safeguard the
educational rights of all students through legigtatind policy frameworks that
comprehensively address the provision of inclusagrication. In the United
States, for instance, the No Child Left Behind AdCLB) that was enacted in
2002 creates provisions to ensure that no childrgpecially those with the
greatest learning needs, are not neglected in thedards-driven learning
environments. The 1997 and 2004 amendments to thuviduals with

Disabilities Education Act provides for inclusivearning by specifying that
students with disabilities should access the gérestacation curriculum and
participate in assessments (IDEA 1997; 2004). Miakand Obiakor (2004)
examine the differences between developed and aj@wnegl countries in serving
students with disabilities, who are a key constityyein inclusive learning.

Referring to Kenya, Nigeria, and South Africa, thelyserve that unlike the

developed world, the education of learners withakiifties in developing
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countries is yet to be sufficiently addressed. B§¥814) acknowledges a lack of

major achievements with inclusive education by naesteloping countries.

Eleweke and Rodda (2002) observe that the implaatient of inclusive

education in most developing countries is inadegjuBiiey identify factors such
as a lack of adequate support services, relevaterials, personnel training
programmes, effective funding structure, and engblegislation as the major
bottlenecks hindering the effective implementationinclusive education in
these countries. Besides, a myriad of challengege haeen identified in
enhancing inclusive education in Kenya (Buhere kNdt Kindiki, 2014; Buhere

& Ochieng, 2013; Manzi, 2011; Mwangi & Orodho, 20Mwaura, 2004; Njoka

et al., 2012). This rationale makes this study attessary and urgent.

2.3 Inclusive Education Service Delivery Models

The EFA Global Monitoring RepofUNESCO, 2005) affirms that inclusive
education and quality education are recipro¢ake report emphasizes the need
for learning to take into account that learners smdividuals with diverse
characteristics and backgrounds. Consequentlyctefée inclusive education
implementation should be done within the framewofkesearch-based models.
The Universal Design for Learning (UDL), Responsdntervention (RTI), and
Differentiated Instruction (DI) are among modelattiprovide service delivery

frameworks for effective implementation of inclusigducation.
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Universal Design for Learning (UDL) is a resear@séd framework for
curriculum design that encompasses the educatgoals, methods, materials,
and assessments to enable all learners accessdieklge and skills required
for successful mastery of desired learning outcorRésh supports for learning
are also provided to reduce learning barriers tmaly be inherent in the
curriculum, while maintaining rigor and high acheevent standards for all
students. UDL is based on three primary principlesultiple means of
representation, to give diverse learners optiomsafmuiring information and
knowledge; multiple means of action and expresdiomrovide learners options
for demonstrating what they know and; multiple meah engagement, to tap
into learners' interests, offer appropriate chaés and increase motivation
(Centre for Applied Special Technology, 2012; Jie®&nGraf & Rose 2007,

Meo, 2008; Rose & Meyer, 2000, 2002, 2006).

Katzel and Richards (2013), assert that UDL is agnproven strategies for
implementing an inclusive learning strategy to heac broader diversity of
learning styles in the classroom. Since every studearns differently,

instructors need to educate students using a yasfetvays to think, learn, and
solve problems independently and effectively. leithresearch on effective
inclusive schools, Hehir and Kartzman (2012) obseiivat UDL promotes a
framework for ensuring instruction, materials, atmhtent are accessible and
engaging for students of all learning styles. Ushg principles of UDLteachers

utilize universally designed instructigdDI) to deliver effective instruction that

meets diverse learning needs of all students. Quesely, UDL enhances
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outcomes for both students and their teachers (Helartzman, 2012; Katzel

& Richards, 2013; Rose & Meyer, 2006).

Hitchcock, Meyer, Rose, and Jackson (2002) postuthat the UDL is a
framework for curriculum reform that takes advaetag new media and new
technologies for learning. This is consistent wtith assertion by Dolan and Hall
(2001), that to provide multiple means of recogmiti expression, and
engagement, Universal Design for Learning reliesten ability of new digital
media to provide flexible presentation. Unlike peish matter, new digital media,
such as audio text, images, audio, video, and n&agoenvironments, allow for
transformation from one medium to another, suctesisto-speech, for example,
talking word processors; speech-to-text, for exanphptions; text-to-touch, for
example, Braille; and imagéo-touch, for example, tactile graphics. These
transformations not only permit a user to choose fbrmat that is most
accessible, but they also allow for multiple repreations for clarity and
enhanced meaning. Thus, new media have the pdténtgo beyond merely
providing access to information and actually enrtble communication and
absorption of that information, and thus potentiatiprove learning and mastery
of the material. Jiménez, Graf, and Rose (2007)pmeuend professional
development of teachers and other school profealsidno effectively implement
a comprehensive UDL curriculum at the school amdsrioom levels. Messinger-
William and Marino (2010) also recommend profesalodevelopment to

enhance the capacity to implement both UDL andstigsitechnology.
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Response to Intervention (RTI) is a multi-step apph to providing instruction
and interventions to learners at increasing levélstensity. Implementation of
RTI can be diverse, but all approaches share soomemon components:
evidence-based instructional practices; a tieredranchy of supports and
services; comprehensive assessments and progressommg; and standard
protocols for intervention and problem solving aggohes. Generally, in Tier |
general education teachers provide instructioniatetventions. Tier Il includes
supports and services that are provided collabailgti drawing general and
special education resources and personnel. Supgrudtservices at this level are
more targeted, intensive and individualized. AtrTik the most intensive and
specialized supports and services are providedsé sipports and services
include identification of students for special eslign, with a requirement for
individualized educational programming (Fuchs, Ru&hCompton, 2012; Kirk,

Gallagher, Coleman & Anastasiow 2009; Klotz & Cang907).

Kirk et al. (2009) assert that the RTI model thelpk teachers and related service
providers to match the students’ needs with eviddrased instructional
approaches. Fuchs, Fuchs & Compton (2012), whilepgsing Smart RTI
approach to multilevel prevention and instructigmgsit that, “successful
implementation of RTI requires ambitious intentamprehensive structure, and
coordinated service delivery” (p.263). Smart RThaiat efficient use of school
resources while maximizing on students’ achievemene key features of smart
RTI are: (a) multistage screening to identify righ) multistage assessment to

determine appropriate level of instruction, anda(eple for special education that
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supports prevention. This approach to RTI differenf others because its
features address the prevention-intervention dimensf RTI, and not the
identification and eligibility dimension. Smart RiBElvels are distinguished by the
distinctiveness of instruction delivered and by $kil set required of instructors.
Culot (2011) asserts that the headteacher play#ieatrole in the successful
implementation of RTI. He emphasizes that RTI piesi headteachers with a
framework for delivering academic intervention seeg to students earlier while
often maintaining those students in the generata&iin classroom. Within the
context of RTI, Causton & Theoharis (2014) asshdt tauthentic inclusive

education can promote significant success for stisdgtruggling academically.

Subban (2006) asserts that contemporary classraoenbecoming increasingly
diverse and educational authorities; teachers asftbot administrators are
looking to teaching and learning strategies thaércéor a variety of learning
profiles. Differentiated Instruction (DI) model pides for a rethinking of the
structure, management and content of the classrmoensure participants within
the learning context are actively engaged in andefie from the process.
Tomlinson (2001) illustrates how Differentiated thugtion (DI) meets the
diverse learning needs in classrooms. She ashattslifferentiated instruction is
proactively planned to address a range of learnegsds. Differentiation, she
affirms, should be learner centred, so that legrng engaging, relevant and
interesting. She posits that “in a differentiatéassroom, the teacher proactively

plans and carries out varied approaches to confgntess, and product in
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anticipation of and in response to student diffeesnin readiness, interest and

learning needs” (p.7).

Inclusive education is at the centre of ongoingcational reform focusing on
reshaping general education into a multilevel sysweth the capacity to cater
for the unique and diverse needs of all studenigerGthat headteachers play a
key role in this process, this study examined tiftuénce of their leadership

development process in facilitating the implemeatadf inclusive education.

2.4 Developing effective inclusive schools

Causton and Theoharis (2014) acknowledge the cdimpdlody of research on

the central role of school leaders in creating usidle schools that are both
excellent and equitable for all students. Succésshwool leaders, they postulate,
adopt a variety of strategies. These include: €tjrgy a vision, (b) developing

democratic implementation plans, (c) systematitization of staff to ensure

effective inclusive service delivery, (d) creatiagd developing collaborative
frameworks and teams, (e) providing ongoing profess learning opportunities

to staff, regularly monitoring and evaluating seevdelivery, and (f) purposely

developing a positive school climate.

Booth and Ainscow (2002), emphasize the signifieaoicthelndex for Inclusion
developed by The Centre for Studies on Inclusiveidadon, in guiding the
transformation of the school into an effective usive environmentThe index

comprises three dimensions, namely; creating in@ugultures, producing
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inclusive policies, and evolving inclusive practiceThe index provides the
framework for self-review of school cultures, pa&, and practices, and the
identification the barriers to learning and papation. Furthermore, it also
assists schools to prioritize change based on tbentextual realities. The

elements in the index are:

Valuing all students and staff equally.

* Increasing the participation of students in, ardloéng their exclusion from,
the cultures, curricula and communities of locélcsas.

« Restructuring the cultures, policies and practicesschools so that they
respond to the diversity of students in the logalit

* Reducing barriers to learning and participationdibistudents, not only those
with impairments or those categorized as ‘havirecsg educational needs.’

* Learning from attempts to overcome barriers togbeess and participation
of particular students to make changes for the fitené students more
widely.

* Viewing the difference between students as ressuteesupport learning,
rather than as problems to be overcome.

» Acknowledging the right of students to an educatiotheir locality.

» Improving schools for staff as well as for students

* Emphasizing the role of schools in building comnyrand developing
values, as well as in increasing achievement.

* Fostering mutually sustaining relationships betweeschools and

communities.
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» Recognizing that inclusion in education is one aspé inclusion in society

(Booth and Ainscow, 2002, p.3)

The New Jersey Council on Developmental Disabditend the New Jersey
Coalition for Inclusive Education (2009) developte Quality Indicators for
Effective Inclusive Education Guidebodlhe Quality Indicators are statements
of specific evidence-based practices that aim éonpite the creation of inclusive
learning communities that guarantee the successl studentsThe indicators
serve as guideposts of best practices in includibry help schools to identify
areas of programmatic strength and those in neddrtifer development. The
quality indicators can also be utilized to generatecomprehensive school

improvement plan for inclusive education.

The Quality Indicators focus on eleven criticaleeenamely; leadership; school
climate; scheduling and participation; curriculumstruction and assessment;
programme planning and development; programme imgitation and
assessment; individual student supports and fascipol partnerships. The
other areas are, collaborative planning and tegclprofessional development;
and planning for continued best practice improvem@&imilarly, Maryland
Coalition for Inclusive Education (2011) has deyeld quality indicators,
designed to assist school teams in determiningetent to which their schools

are inclusive and meeting the needs of their des&zarners.
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In order to develop effective inclusive schoolgrthis need for school leaders to
establish collaborative frameworks, collegialitydaa commitment to support
diversity among students (Kugelmass, 2004). Thooghexplicit to inclusive
education implementation, Fullan (2014) articulatést he terms the three keys
that maximizing a headteachers’ impact. He suggdésts a headteacher can
achieve this by being: (a) a leader of learningrisure intense instructional focus
and continuous learning are the core work at theal¢ (b) a district and system
player in order to access the wide range of ressumithin the system to
leverage leadership success; (c) a change agéostery school effectiveness and
improved student learning and achievement. The eqmnalization of the
headteacher as a change agent is critical to inelusplementation and its
sustainability. Referring to seven critical compeies suggested by Kirtman
(2013), Fullan (2014) asserts that as the changatathe headteacher requires
these competencies to facilitate the building ofspeal and organizational
capacity for greater leadership success. With thesenpetencies, the
headteacher:
» Challenges the status quo by interrogating comnmaatiges, takes risks, and
explores innovations with the aim of improving tharning of all students.
* Builds trust through clear communication and exgeéan to ensure improved
performance and organizational effectiveness.
» Creates commonly owned plan for success by wortongnsure ownership
of the plan, monitoring implementation, and makiagljustments as

appropriate.
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» Focuses on the team over self by supporting théegsmnal growth of all
staff and seeking critical feedback.

» Has a sense of urgency for sustainable by mohijipeople to tackle core
issues while matching passion and urgency withisgguskills.

e Commits to continuous improvement for self by segkilearning
opportunities and innovative ideas to ensure susthimprovements.

* Builds external networks and partnerships to adegquend sustainable
support that makes a positive difference to thewization (Fullan, 2014, pp.
128-134).

In view of the foregoing, it was imperative to istigate whether the districts,

the county and school teams in the study utilizedist like the index and

indicators for inclusion. Also to establish whae theadteachers were doing to
develop leadership capacity to leverage inclusikgcation implementation and

to ensure its sustainability.

2.5 The implementation of inclusive education in Keya

The Government of Kenya has made some progressvelaping a policy

environment for the implementation of inclusive edlion. In support of

inclusive education, the Constitution of Kenya (R of Kenya, 2010),

section 43 (1), affirms the right of every persoretiucation. Further, section 53
(1) (b) states that every child has the right teefrand compulsory basic
education. The Sessional Paper No. 1 (Republic exfiyid, 2009 provides a

policy framework for the education sector in Kenyeluding the requisite legal

context, within which to design, develop and impésinclusive education
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programmes. It outlines policy recommendationsefanancing education access,
quality, relevance, equity and efficiency, whiche amportant factors in the

overall success of inclusive education.

The Special Needs Education Policy Framework (Repuld Kenya, 2009)

addresses a wide range of critical issues impaamgpecial needs education
and provides a comprehensive policy framework teaéks to harmonize
education service delivery for learners with speciaeds in all education
subsectors. The document embraces inclusive eduaca$ the viable option in
enhancing education access, equity, quality, atelvaace for children with

special needs. It also acknowledges the monumehtdlenges in the provision

of inclusive education.

The policy framework for Education (Republic of Ken 2012) outlines a
myriad of challenges facing the primary educatiobsector, including; high
pupil-teacher ratios, overcrowded classrooms, @absesm, high drop-out rates,
high repetition rates, increased number of orphdme to HIV and AIDS,

inadequate infrastructural development, weak gamera and financial
management, inequitable deployment and weak maregeaf teachers, and
gender and regional disparities. Though the franmkewdpes not outline an
explicit inclusive education policy, it embraceslirsive strategies by adopting
the principle of child-friendly schooling, while msultaneously focusing on a
requisite legal framework to ensure that schoofpeet diversity and ensure

equality of learning for all children and that they not exclude, discriminate, or

24



stereotype on the basis of difference. In a studdschool management practices
and their implication for in-service training of ddteachers, Kalai (2011)
postulates that inclusive education should be eoglokén all schools to cater for
diverse students including the gifted and talemted those with disabilities. He
calls for preparation of headteachers and teadbeesisure effective education

children with diverse special needs.

Despite the policy intent by Government of KenyagRblic of Kenya 2005
2005, 2009, 2010, 2012), there seems to be insufficspetifics on the nature
and the scope of inclusive education policy. ThecHs on service delivery
models and the roles of stakeholders, includingehaf headteachers, within the
inclusive education framework are less clear. There clear roadmap outlining
the envisioned trajectory of the implementationcess in different education
subsectors, with timelines and benchmarks. Nonesseheadteachers have a key
role in ensuring effective implementation and swstaility of inclusive
education programmes (Causton & Theoharis 2014;irHeHKatzman, 2012;
Munk & Dempsey, 2010; Salisbury & McGregor, 2002003; Waldron,
McLeskey & Redd, 2011, 2014). To this end, it iperative that the intricate
dynamics of their leadership development and howseh influence their

leadership capacities to implement inclusive edandie examined.

2.6 Role of headteachers in promoting school effeée¢ness
According to Portin, Paul, Michael, and Lauren (20Q@he core mandate of the

headteacher’s job is to diagnose his or her pdatiachool’'s needs and to meet
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these needs by utilizing the resources and talawislable. They assert that

regardless of school type, schools need leademstspven critical areas. These

are:

» Instructional Leadership- Assuring quality of ingttion, modelling teaching
practice, supervising curriculum, and assuringitpaf teaching resources.

e Cultural Leadership- Tending to the symbolic researof the school, for
example, its traditions, climate, and history.

* Managerial Leadership- Tending to the operatidnthe school such as, its
budget, schedule, facilities, safety and security.

* Human Resource Leadership- Recruiting, hiringndirinducting, mentoring
teachers and administrators; developing leadersdgiacity and professional
development opportunities.

» Strategic Leadership- Promoting a vision, missgwals, and developing a
means to reach them.

 External Development- Representing the school ke tcommunity,
developing capital, public relations, recruitingudgnts, buffering and
mediating external interests, and advocating fersithool’s interests.

* Micro-political Leadership- Buffering and mediatinmternal interests;

maximizing financial and human resources (Portial 22003 p. 18)

A Wallace Foundation Perspective Report on thecéffeness of school leaders
(The Wallace Foundation, 2009) suggests that @fedeadership is critical to
the success of a school. According to the repoesearch and practice confirm

that there is slim chance of creating and sustgirigh-quality learning
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environments without a skilled and committed leamehnelp shape teaching and
learning. That's especially true in the most chajieg schools” (p.1). As a
result, there has been sharp focus on the roleeafdteachers pursuant to
emergence of research establishing an empirickldetween school leadership
to student learning and achievement (Leithwood lamais, 2012, Leithwood et

al. 2004; Leithwood, Harris & Hopkins 200Bpuis, Dretzke & Wahlstrom,

2010;Mendel, 2012).

School leaders play a critical role in improvingeing through four sets of
leadership practices. First, they set directions boylding a shared vision,
fostering the acceptance of group goals, creatigly performance expectations,
and communicating the direction. Second, they dgvedtaff by providing
individualized support and consideration, offerimgellectual stimulation, and
modelling appropriate values and practices. Thaffiective leaders refine and
align their organizations when they build collabwe cultures, restructure the
organization to support collaboration, build protike relationships with families
and connect the school to the wider community. Ldsey improve the
instructional programme through practices thatuiefice the nature and quality
of instruction in classrooms (Leithwood & Louis, 1) Leithwood & Jantzi,

2008).

Headteachers according to a Wallace FoundationpPelise report can no
longer function simply as school managers but aistructional leaders (The

Wallace Foundation, 2013). To be successful, tmeyabso expected to distribute
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leadership effectively for sustainable educatiafednge and improvement that
translates into improved learning outcomes (Ha8@4). This can be achieved
through what Dufour and Marzano (2011) advocatehift in focus to efforts

aimed at building the collective capacity of edocsit

However, the functions of the headteacher, discusd®ve, do not directly
address inclusive education. It can only be assuime&idieadership skills in the
critical areas are helpful in leading inclusive @als. This makes it necessary to
interrogate the role of headteachers for the impleation of inclusive education
and to review the effectiveness of leadership dgrakent programmes in

fostering effective leadership practices.

2.7 Role of headteacher leadership in inclusive edation implementation
Furney, Aiken, Clark/Keefe, and Hasazi, (2005) aaried a policy study on the
development of support systems and teams to entlibaamapacity of schools to
effectively educate students with diverse needgeimeral education classrooms.
They established four themes related to leadershigffective schools: (a)
fostering shared vision, planning, and decisionimgkprocesses, (b) creating
collaborative structures and processes, (c) usatg tb make decisions about
curriculum and instruction, and (d) understanding atilizing policy to create
comprehensive school and district wide systems.s@hthemes mirror those
identified by Waldron, McLeskey, and Redd (2014)tleir case study of a

highly effective, inclusive school. For this resdgrthe themes are crucial
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because each point to potential areas of implinatimt only for practice but also

for focus of and approaches to headteacher leagdetstielopment.

Salisbury and McGregor (2002) assert that inclusidecation has emerged as a
school wide improvement approach for educatingesitgl with diverse abilities
in general education classes. Effective inclusiigosls share characteristics of
innovativeness, commitment to diversity, and a rggra&mphasis on school
improvement. Headteachers share common persomdduggs such as sharing
decision-making power with their staff, leading ithechool by example,
extending the core values around inclusivenessjaatity initiatives throughout
the school, and actively promoting learning comrtiasi Waldron, McLeskey,
and Redd (2011) acknowledge that strong headtedehdership is pivotal to
effective implementation of inclusive education. eirh description of the
characteristics of effective inclusive schools aheé personal attributes of
headteachers of such schools are consistent wagethrticulated by Salisbury

and McGregor (2002) and Hehir and Katzman (2012).

Hehir and Kartzman (2012) affirm that inclusive sals are dynamic, problem-
solving organizations. Strong leadership from heachers of such schools
creates both a sense of common purpose and intacoalintability as well as
conditions for high-quality teaching and learnimgtake place. Their stance is
that complex and interrelated factors undergird sisecess of schools with
effective inclusive education models. Successfulusive schools embrace

comprehensive school-wide approaches, including lear cvision of high
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expectations and universally designed instructigraktices that address both
academic and behavioral components of schoolinggeknass (2004) asserts
that effective inclusive schools are characteriagdcoherent school cultures in
which teachers and school leaders demonstrate higkls of personal

responsibility and collective commitments that plestudents at the centre of
educational decision making. Kgothule (2004) ass#rat efficient leadership
remains an important indicator of successful ingligducation implementation.
He established that most of the leadership isstfestiag inclusive education

implementation are known but not sufficiently added in practice.

While research literature on the role of headteacive the implementation of
inclusive education appears compelling and cleddfined, it is less clear in
Kenya. Even less clear is the influence of leadprstevelopment on the
effectiveness of headteachers in the implementatibrinclusive education.
However, headteachers have a pivotal role to praynaking schools both
excellent and equitable (Causton & Theoharis, 20C4uston-Theoharis &
Theoharis, 2008; Kugelmass, 2004; MclLeskey & Waidra011; Munk &
Dempsey, 2010; Rhiel, 2000). In the study schoaisat is the influence of
headteacher leadership development on implementatiolusive education?

This is the gap this research sought to fill.

2.8 Headteacher leadership development for effeeeé school leadership
Davis et al. (2005) observe that the growing cosssnon the attributes of

effective headteachers show that successful scleaolers influence student
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achievement through two important pathways—the supgnd development of
effective teachers and the implementation of effecorganizational processes.
Likewise, Hale and Moorman (2003) assert that wthke jobs of headteachers,
like other school leaders, have changed dramatjcalieither organized

professional development programmes nor formalgregpn programmes have
adequately prepared those holding these jobs td timegriority demands of the

21 century, namely, improved student achievement.

Drawing lessons from exemplary leadership developinpeogrammes designs
and features, Darling-Hammond et al. (2010) sugtfest pre-service and in-
service programmes develop headteachers with thgacitg to engage
successfully in many of the practices associaték sahool success: cultivating a
shared vision and practice, leading instructionaprovement, developing
organizational capacity, and managing change. Detvad. (2005) and Darling-
Hammond et al. (2010) share evidence from reseamncprincipal preparation
and development programmes that suggests thairceragramme features are
essential in the development of effective schoaldés. They cite evidence
indicating that effective programmes are reseasdetl, have curricular
coherence, provide experience in authentic contexds cohort groupings and
mentors, and are structured to provide for collabon between the programme

and target schools.

Several research studies in Kenya have also exahi@adership development of
headteachers. In a research study that investightiedompetences needed by

headteachers for effective and efficient manageraedtleadership of secondary
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schools Onyango (2001) established that the existing tngiqirogrammes were
inadequate. He recommends comprehensive policieshbyGovernment of
Kenya to facilitate the professionalization of h&lsig and make training of
headteachers mandatory. The study also makes #eefeathe introduction of
certificate, diploma and degree courses in schamagement for aspiring and
practicing headteachers. Nandwa (2011) examinef@reift methods used in
leadership preparation and development of highagmincipals in Kenya, such
as experiences through leadership roles, attendafcen-service courses,
headteachers' conferences and personal initiabivégadteachers. The research
found that in-service courses offered by KEMI aritleo in-service providers
were few and irregular and could not be fully degeh upon for effective
leadership preparation and development. Mugandda1(2(n a study of the
effects of KEMI in-service training on headteacherserformance of
administrative tasks, recommends the diversification of KEMI cesrsto
sufficiently respond to the needs of headteachEnss, research studies have
investigated leadership development of headteadhétenya. However, there is
a gap in research knowledge regarding the leagersl@velopment of

headteachers and its influence on implementationabdisive education.

2.9 Headteacher leadership development contents andésign features

According to Darling Hammond et al. (2010), exigtieadership development
programmes for headteachers have been criticizedufmlamental weaknesses
such as, misalignment between programme contentandidate needs, failure

to link professional learning with school missiomdaneeds, failure to leverage
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job-embedded learning opportunities, and uneven afs@owerful learning

technologies. Drawing lessons from exemplary pnognes in the United States,
these researchers assert that effective progranymieally offer extensive, high-
quality learning opportunities focused on curricaland instruction. They also
provide supports in the form of mentoring, partitipn in headteachers’

networks and study groups, collegial school visitsg] peer coaching.

On the other hand, a report by two umbrella bodiethe United States, the
National Association of Elementary School Princgpahnd the National
Association of Secondary School Principals obsertlet the contents of
leadership development should be individualized dightly linked with
headteacher evaluation and development opportanEigorts should be made to
provide leadership development that is job-embedN&ESP & NASSP, 2013).
Dempster, Lovett, and Fluckiger (2011) suggest that content of leadership
programmes should be founded on current researdhsaould ensure that
organizational improvement and effective studeatrisng and achievement are
explicit goals. The leadership development processed strategies ought to
acknowledge the complexity of school circumstandé®y also need to allow
sufficient time for learning to influence practiemd for collegial feedback on
that practice to shape future improvement. In ortlerensure maximum
effectiveness, Van der Westhuizen and van Vuuré@qRacknowledge a shift in
emphasis in the twenty-first century from contenptocess. This means a shift
from “what” is included in development programmeshow” they are designed

and delivered.
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Bush (2009) argues that the shift in emphasis filoentraditional content-based
to a process driven model is premised on an enmgrgicognition that classroom
learning has a limited impact on leadership practi®articipant-centred

leadership development is most preferred and reguithe strategies of

facilitation, coaching and mentoring. Bolam (19%@jggests that in a process
driven approach, leaders are developed througimgeraf action modes instead
of the adoption of a prescribed curriculum. Funthere, leadership development
is often customized to the specific needs of heatliers through “personalized”

or “individualized” learning.

Bush, Glover, and Harris (2007) identify four dirs@ms that underpin the
design of effective leadership development prograsim(a) the learning
environment-effective learning experiences thatioechen they bridge the work
situation and the learning situation, and throughictv participants have the
opportunity to reflect on their own practice andarghtheir experiences with
others, (b) learning styles-successful adult lesyrappears to grow from the
identification of personalized learning needs, I&grning approaches-literature
shows limited value in didactic approaches and idenable benefits from active
learning, andd) learning support- based on ongoing evaluation latimmships to

ensure the quality of support.

In Kenya, several studies have investigated iniserleadership development
and recommended the need to review content, dglimethods, and follow up to

ensure headteacher needs are met (Omara, 2007,nbyg2011, Nandwa,
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2011). Inclusive education being a complex reforracpss, it is crucial that
leadership development programmes’ contents, def@gtures, and delivery

strategies in be interrogated.

2.10 Effective leadership development strategiesrfechool leaders

According to an OECD report (Schleicher, 2012)pase countries around the
world require improved achievement from their sdhoand grant greater
autonomy to schools in designing curricula and rgamtaresources, the role of
the school leader has changed from the traditiomdinistrator model.
Consequently, the report suggests that developoipa leaders “requires
clearly defining their responsibilities, providingaccess to appropriate
professional development throughout their carearg] acknowledging their
pivotal role in improving school and student periance” (p.12). Effective
leadership programmes, the report postulates, pregral develop school leaders
using innovative approaches that address the broalds and responsibilities of
leaders and the purposes of schooling. They algrissto develop leaders who
build student-centred schools with the capacity Fogh performance and
continuous improvement; and take a system-widepeetse to ensure school

improvement, student performance, and enhancedesflly and effectiveness.

Dempster, Lovett, and Flickiger (2011) assert tleatdership development
strategies for school leaders should consistentuee learning processes are
directed towards clear improvement purposes. THewtify ten critical features

of leadership development. According to them, strategiithout these features
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are unlikely to have the desired impact where #llyematters—schools and

classrooms. They affirm that leadership developmsbaotld be:

* Philosophically and theoretically attuned to indiv@l and system needs in
leadership and professional learning.

* Goal-oriented, with primacy given to the dual aiofsschool improvement
and improvement in student learning and achievement

* Informed by the weight of research evidence.

» Time-rich, allowing for learning sequences to bacgu and interspersed with
collegial support, in-school applications and retilee encounters.

* Practice-centred, so that knowledge is taken batckthe school in ways that
maximize the effects of leadership capability.

» Purpose-designed for specific career stages, ity transfer of theory into
practice.

» Peer-supported within or beyond the school, sofgedback helps to transfer
theory and knowledge into improved practice.

» Context-sensitive and thus able to build in and enatevant use of school
leaders’ knowledge of their circumstances.

« Partnership-powered, with external support throjaght ventures involving
associations, universities and the wider professgiaorld.

* Committed to evaluating the effects on leadersyelsas on school practices
to which their learning applies (Dempster et 8012 p.35).

Effective leadership development is systematic jabeembedded. It is planned,

purposeful, coherent, and comprehensive in scdps. dlso aligned to student

learning and achievement goals (Darling-Hammondl.etDavis et al.; Zepeda,
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2008). Speck and Knipe (2005:73) postulate thatecsitfe professional
development should be aligned with the theory afltalgarning. The rationale
for the alignment is because adult learners: vathmit to learning when they
believe that the objectives are realistic and irtgrdr to their personal and
professional needs; want to have some control ebat, who, how, why, when,
and where of their learning; resist what they peees an attack on their
competence; need direct, concrete experiences gplyiag what they have
learned in their work; require follow up supportsastain learning since they do
not automatically transfer learning into their gigiractice; require opportunities
to share, reflect, and generalize their learning arperiences; come into the
learning process with a wide range of previous ggpees, knowledge, interests,

and competencies; adults enjoy novelty and vairetiieir learning experiences.

2.11 Significance of leadership standards and heagticher evaluation in
promoting effective school leadership practices

The Council of Chief State School Officers (20@Bveloped theducational
leadership policy standards commonly referred totles Interstate School
Leaders Licensure Consortium (ISLLC) standards (& These six standards
represent the broad, high-priority themes that yeveducation leader must
address in order to promote the success of evadest in their schools. These
six standards focus on: (1) setting a widely shavisibn for learning; (2)
developing a school culture and instructional pasogme conducive to student
learning and staff professional growth; (3) ensyeffective management of the

organization, operation, and resources for a sdfiejent, and effective learning
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environment; (4) collaborating with faculty and aoomity members, responding
to diverse community interests and needs, and mwoiglcommunity resources;
(5) acting with integrity, fairness, and in an e#li manner; and (6)
understanding, responding to, and influencing tbétigal, social, legal, and
cultural contexts. In summaryhe ISLLC standards aim at ensuring that
principals work within a well-formed ethical code bversee instructional
quality; develop teacher talents; establish a legroulture in schools; and work
within and beyond the school to secure financiaiman, and political capital to

maintain and advance organizational operations ¢Go& Clifford, 2012).

The Wallace Foundation Report (2009) emphasizesstitiese standards inform
the performance-based systems of assessment aldtewa for school leaders
to determine gaps in their performance that coudd daldressed through
leadership development. Porter, Murphy, Goldringd &lliott (2008) observe
that the Vanderbilt Assessment of Leadership indatdan (VAL-ED) is an
evidenced-based, multi-rating scale that assessadténchers’ learning-centred
leadership behaviours known to directly influeneachers’ performance, and in
turn students’ learning outcomes. The VAL-ED measucritical learning-
centred leadership behaviours for the purposes iaigndstic analyses,
performance feedback, progress monitoring, and epsibnal development
planning. The outcomes of the assessment are gspfilterpretable from both
norm-referenced and standards-referenced perspsctind suggested clusters of

behaviours for improvement.
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2.12 Role of the district in supporting headteacheteadership development

and school improvement

According to Wallace Foundation Report (2013), sisbool districtprofoundly

shapes the destinies of its headteachers by howatieetrained, hired, mentored,

evaluated and developed on the job. Given the itapoe of school leadership,

the report indicates that districts have a rolduiding a large corps of well-

qualified candidates to be headteachers: creatibhgdescriptions that clearly

spell out what principals need to know and do teedbetter instruction; improve

pre-service training; establish selective hiringgadures that identify the most

promising future leaders and match them to thet 8ghools; ensure that hard-to-

staff schools get top-quality leaders. Districtsoasupport headteachers on the

job. They:

» Develop fair, reliable performance evaluations thiavld principals
accountable for student progress and inform thegomg training.

» Offer mentoring to novice headteachers and prajessidevelopment to all
headteachers, so school leaders improve througheutcareers.

* Provide school leaders with timely, useful data &aghing on how to use it.

« Enable headteachers to devote sufficient timedtsustion improvement.

« Plan for orderly turnover and leadership successi{dime Wallace
Foundation, 2013, p.5).

Turnbull, Riley, Arcaira, Anderson, and MacFarlg@013) report efforts by six

urban districts in the United States, which hadnbeetively working on all

required headteacher pipeline components. Theyribesthe role of the districts

in developing standards and identifying competentoe headteachers to guide
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their training, hiring, evaluation, and supporteytad initiated or strengthened
partnerships with university training programmesr Riring, they had standard
performance tasks and were developing data systencandidates’ experience.
The districts had developed diagnostic evaluatmwist and were building the
capacity of headteacher supervisors and mentossigport headteachers’ skill
development. They were also bolstering district-ttaining programmes for

graduates of university training programmes wharagp become headteachers.

Leithwood et al. (2004) assert theidence of district-wide improvement and
success for all categories of students and schsaisore likely when districts

establish a clear framework for attainihggh standards of student achievement.

Such districts have explicit goals and targets dtardent performance. They
employ nulti-measure accountability systems and system-wase of data to
inform practice and to hold school and the disteeiders accountable for results.
Successful districts invest considerable resourceslevelop their capacity to
assess the performance of students, teachers,chodls, and to utilize these
assessments to inform decision-making about neeanld strategies for
improvement at classroom, school, and district Iiev&hey focus on idtrict-
wide, job-embedded professional development andpatgp for teachers.
According to themdistricts that are successful in moving from low high
performance make an intensive long-term investnredeveloping instructional

leadership capacity at the school and districtlteve

There seven strategies utilized by districts inpsupng principals effectively to

40



promote school improvement. The strategies areesgégblishing a clear focus
and a strategic framework of core beliefs, effextpractices and goals for
improving student achievemen) organizing and engaging the school board
and district education leaders in support of eachosl; (c) providing
instructional coherence and support; (d) inveshegvily in instruction-related
professional learning for headteachers, teachelelsaand district staff; (e)
providing high-quality data that link student ackiment to school and
classroom practices, and assisting schools with tiowse data effectively; (f)
optimizing the use of resources to improve studeatning; (g) and utilizing
open, credible processes to involve key schoolcamimunity leaders in shaping

a vision for improving schoolSouthern Regional Education Board, 2010,.p.1)

Orr, King and LaPointe (2010) examined eight schaistricts in the United

States. They established that these districts Vfeced with two persistent
challenges related to school leadership. Firstrethgas a consistent rise in
demand for highly qualified school leaders thatesxed the number of qualified
and available local candidates. The second challemgs an urgent need for
leaders with the capacity to dramatically improveonically low-performing

schools. The districts focused reform initiativesfoster instructional change
through a comprehensive leadership developmentegtraThe districts’ used
their consumer influence to improve leadership mognes: a) each district
became a discerning customer. This approach defolem expectations for
school leader standards and competencies and gstedtg used them to

articulate recruitment and selection criteria fepieing headteacher candidates
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and preparation programmels) the districts became competitors by creating
their own leadership programmes that were direatlgned with their own
standards and reform priorities; c) they becam&lboftatorsand used contracts
and incentives such as scholarships and designaitiquneferred provider” status
or collaborator status to induce local universitggsammes to change selection
criteria and customize programme content, instometi methods, internships,

and assessment practices.

Corcoran, Casserly, Price-Baugh, Walston, Hall,@int?013) suggest the need
for consistency, focus, and coherence in how distrdefine and support the
work of headteacher supervisors. Districts sholighaheir strategic goals for
supporting and evaluating headteachers with theagement structure of the
supervisory and support systems. For headteachpengsors to provide
individualized, hands-on leadership support to testhers, it is imperative that
their background skills, workload, spans of contesld the criteria for selection,
training, and evaluation reflect this core functioBesides, headteacher
supervisory systems should be both internally test and effectively

integrated into the district reform efforts.

The research discussed above synthesizes the KReyofothe district in

supporting headteacher leadership development @mabkimprovement. There
are also significant lessons on how districts cé@cavely promote leadership
development and ensure successful leadership ioosanprovement. However,

studies conducted within the districts of Kiambuw@ty on inclusive education
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and related issues reveal a myriad of challengah@nmplementation process
(Mwaura, 2004; Mwaura, 2010; Ngaruiya, 2013; Wang2z009). The Kiambu
District Strategic Plan, 2005-2010 (Republic of Kan200%) also highlights

challenges that have direct bearing on inclusivecation implementation.

The importance of district focus for leadership @lepment and implementation
of inclusive education programmes provides theonatie to investigate the
current situation in Kiambu County of Kenya. Thiady therefore, as part of its
purpose, sought to address critical gaps in relanothe role of districts. What
specific role do the districts in the county play supporting leadership
development of headteachers to implement of inetuseducation? How
effectively do the districts play this role? Thepgadentified portend critical
implications not only for leadership developmeragrammes and infrastructure

but also the implementation and sustainabilitynafusive education.

2.15 Summary of reviewed literature

The literature reviewed traces the foundation cfusive education to the right
of every individual to education. The developmehinalusive education in both
the developed and developing countries has beeirewed. The policy

environment and the role of headteachers in thdeimgntation of inclusive

education have been examined. The literature atsmnmes a wide range of
critical issues related to leadership developmé&misting gaps in relation to
inclusive education implementation such as lacklear benchmarks, timelines,

and the specific roles of stakeholders have beentified (Republic of Kenya
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2005a, 2009, 2012). Also identified is the escatatheed for highly effective
headteachers with the capacity to ensure improvedent learning and
achievement and the role of leadership developm&grammes in meeting their

leadership needs.

2.13 Theoretical framework

There are several theories of leadership, such itaatisnal, contingency,

transactional, and transformational. This reseamhs guided by the

Transformational Leadership Theory, which was dewetl by Burns (1978).

According to this theory, transformational leadgrsimvolves leaders exerting
influence on followers to increase their commitmeatorganizational goals
(Bass, 1998; Bass & Avolio, 1994; Bush, 2014; Leibd, 1994; Leithwood,

Harris & Hopkins, 2008). Transformational leadepstioes not seek to maintain
the status quo but provides an impetus for changk ianovation (Bass &

Avolio, 1994).

According to Bass (1985, 1990), there are four elais that embody the full
range of transformational leadership. These elesneare individual
consideration, intellectual stimulation, inspirai@ motivation, and idealized
influence. Individualized consideration reflect® thegree to which the leader
attends to each follower’s concerns and needslldoteal stimulation involves
the leader challenging assumptions while encougagirativity and innovation.
Inspirational motivation includes ways in which deas motivate and inspire

their followers. They communicate high expectatibpgrojecting of a powerful
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and dynamic presence that invigorates followersalided influence reflects the
way the leader role models to followers throughhhjigethical behaviour,

consequently instilling pride, trust and respecbagfollowers.

In their transformational leadership model, Leitlmdaand colleagues articulate
four main categories of leadership practices (lveithd, Harris & Hopkins,
2008; Leithwood & Jantzi, 2008; Leithwood & LouigD12). These are: (a)
setting directions—the four specific practices st category comprise of
building a shared vision, fostering the acceptamicgroup goals, creating high
performance expectations, and communicating thectiim; (b) developing
people—the practices in this category include leads#fering individualized
support and consideration, intellectual stimulatiand modelling appropriate
values and practices; (c) refining and aligningdhganization—in this category,
specific practices revolve around building collaiore cultures, restructuring the
organization to support collaboration, building guotive relationships with
families and communities, and connecting the schodhe wider community;
(d) improving the instructional programme—practidaesthis category focus
primarily on teaching and learning. Therefore, $hool leader’s goal is to staff
the programme, provide instructional support, nmnprogress, buffer staff from
distractions to their work, and align resourcesa ease study research, Waldron,
McLeskey, and Redd (2011) established that devedppnd sustaining a highly
effective, inclusive school required the adoptiérefbective leadership practices;
these transformative leadership practices by tredteacher correspond with

those articulated by Leithwood and Louis (2012).

45



Taking cognizance of the conceptualization of tramsational leadership within
school contexts, the model provides the frameworkehhancing headteachers’
capacity to implement the complex reforms assodiatigh inclusive education.
There is also the growing understanding of thesfiammative power of school
leadership, which according to Corcoran et al. 80has helped redefine the
role and expectations of headteachers. Transfasmeltleadership seeks to build
the organization’s capacity to define its visiordda support the development of
changes to practices of teaching and learning ifigdt, 2003). Transformational
leadership is therefore critical to effective implkentation and sustainability of
inclusive education. Furthermore, as Winzer and Wek (2012) postulate,
inclusive education is a complex and interwoveronmf into the functions,
content, processes, and structures of schoolingedacate all children.
Consequently, it is imperative that school leaderghexercised in the form that
makes the greatest impact for inclusive reformbdcaeffective. Three assertions
by Leithwoood and Louis (2012) that are researcketdasupport the case for
leadership effectiveness anchored on the transtans model. First, school
leadership influences student learning and achiemén$econd, leadership has a
greater influence on schools and students whemidsly distributed. Third, due
to its inherent focus on developing a shared visiad commitment to school

change, transformational leadership may be viewseatisdributed.

Darling-Hammond et al. (2010) observes that trams&bional leadership is
highly descriptive of leadership practices assedatith gains in student

achievement. Consequently, to ensure leadershagteféness in the process of
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implementing inclusive educations and to ensurestisainability of inclusive
reforms, headteachers require the necessary kng®lesttills, and dispositions.
Both Ross (2004) and Leithwood et al. (29)0und evidence that leadership
training had significant effects on the developmesft Transformational
Leadership Behaviours (TLBs) among headteacher®arsdudent achievement.
This link presupposes the capacity of leadershiyeld@ment to influence the
transformation of schools into effective inclusiesvironments. Everything
considered, transformational leadership from headiers would ensure, as
Salisbury and Mcgregor (2005) postulate, they brefprms that eliminate
existing practices that undermine inclusive edwcatind ensure implemented
inclusive programmes are institutionalized and aonsd. Leithwood et al.
(2004), seems to support the efficacy of the transfoionat leadership by
affirming that it draws attention to a broader gr& school and classroom
conditions that may need to be changed if learmnigp improve. Furthermore,
Leithwood and Louis (2012) suggest that the tramsébional model of
leadership emphasizes communicating a compellirgjorvi conveying high
performance expectations, projecting self-configenmodelling appropriate
roles, expressing confidence in the followers’ ipito achieve goals, and
emphasizing a collective purpose. Thus, the Tranmsdtional Leadership Theory

holds promise for effecting comprehensive and suesitde inclusive reforms.

2.14 Conceptual framework
This research was designed to examine the influehdéeadership development

on implementation of inclusive education. Therefahe conceptual framework
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represented by Figure 2.1 graphically illustrates interrelationships between

the key research variables.

Figure 2.1: Headteacher Leadership Development and Inclusigdac&tion

Implementation Model.

Effective Leadership
Effective Inclusive
Headteacher o Setting directions Education
Leadership Implementation

knowledge, and o Producing inclusive policies
dispositions]
o Improving the

o Evolving inclusive practices
instructional program

Development o Developing people =" Improved Student
[Promotes o Creating inclusive cultures ") Achievement
leadership skills, o Refining and aligning
the school organization

Multiple Measures of
Leadership systems, policies and practices i

Leadership standards o Academic performance
Inclusive education vision and mission o Demographics
Data o Quality of school programs
Resources and processes

Legend.Effective leadership practices are adapted to thadveork from Leithwood and Louis
(2012) and effective inclusive education implementationxricem Booth and Ainscow (2002).
First, the main input variable into the process hisadteacher leadership
development, which may be typically accessed thmougrkshops, conferences,
seminars, symposiums, open and distance learnimgraganmes, personal
initiatives of headteachers and peer support progras, among other avenues.
Exemplary leadership programmes produce headteactién the knowledge,
skills and dispositions to engage in effective &xatip practices. Specifically,
these headteachers set clear directions for thefitoads based on high

expectations for all students. They use disaggeegdata from multiple sources
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to inform inclusive education decisions. These hemchers also engage in
effective organizational processes, including depelg their staff and
distributing leadership roles to effective teams cwllaboratively plan and
implement inclusive education programmes that imprachievement for all
students. Effective headteacher leadership fatetaffective implementation of
inclusive education that is characterized by theh@ment of sustainable
inclusive cultures, policies, and practices. Inslesschool indicators include:
positive attitude toward diversity, curriculum ati&ns, school-wide positive
behaviour supports, technology integration, adexjsahool facilities, barrier-
free environment, high retention and low dropouttesa stakeholder

collaboration, and safe and healthy environment.

The ultimate outcome is improved achievement fbstaldents while closing the
achievement gap. In inclusive settings, disaggexfydata is vitally important in
determining student achievement and progress isingothe achievement gap.
These data should be based on multiple measures.méasures include: (a)
academic performance data, based on multiple mesdayond mean scores; (b)
demographics such as attendance, dropout, completia transition rates; and
(c) the quality of school programmes and procedseslly, the model provides
for monitoring and evaluation at all levels andizdition of resultant feedback to

determine and implement appropriate data-basetventéons and adjustments.
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CHAPTER THREE
RESEARCH METHODOLOGY
3.1 Introduction
This chapter describes the procedures that werkinsmrrying out this research.
These are research design, target population, sasigd and sample procedures,
research instruments, instrument validity and bdiig, data collection
procedures, and data analysis techniques. Thearhalsb addresses the ethical

issues that were considered for this study.

3.2 Research design

The research study adopted a mixed research metgguo®ach in order to

provide an in-depth and complete perspective onirtfieence of headteacher
leadership development on implementation of inekigducation. According to
Johnson, Onwuegbuzie, and Turner (2007), a mixetthads research combines
elements of qualitative and quantitative approadbepurposes of breadth and
depth of understanding and corroboration. Furti@eswell and Clark (2011)

justify the use of mixed methods because the coatioim of qualitative and

guantitative data provides a more complete undedgtg of the research
problem than either approach by itself. The stataden by Best and Kahn
(2006) that qualitative and quantitative researdtoutd be viewed as a
continuum, and not mutually exclusive dichotomiesnforces the justification

for adopting a mixed methods approach.
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Within a mixed methods research paradigm, the sspdcifically utilized the
convergent parallel design. This design, accortinGreswell and Clark (2011),
occurs when the researcher collects and analysbgjhantitative and qualitative
data in the same phase and then merges the twafsetsults into an overall
interpretation. The purpose is to triangulate trethnds and to develop a more
complete understanding of the phenomena, and camgpauultiple levels within

a system. A concurrent timing strategy was utilimedmplement the quantitative
and qualitative strands during the same phaseeofetbearch. Creswell and Clark
(2011) affirm that concurrent timing prioritizesetmethods equally, keeps the
strands independent during analysis, and mixesrdabkalts during the overall

interpretation.

The design and data sources were determined biwthdroad components of
the study, addressed in five specific research ctibgs. First, the study
examined the headteacher leadership developmegrgonones in relation to
their contents, design features and delivery sirase Second, the research
analysed the effectiveness of headteacher leagedglvielopment in facilitating
inclusive education implementation. The study afsestigated the policy and

institutional contexts in the implementation praces

3.3 Target population

The target population for this study constituteds 47eadteachers from 10

districts and Thika municipality, 7472 class teashe30 District Quality
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Assurance and Standards Officers (DQASOSs) in Kiai@bunty and 10 KEMI

trainers. Table 3.1 represents the target popualatio

Table 3.1

Schools and Respondents in Kiambu County

Schools/Headteachers

District/Municipality HT/SCH HTs: HTs2 HTss D
Kiambu 43 5 28 10 2
Githunguri 53 11 30 12 2
Lari 58 16 34 8 2
Limuru 39 6 25 8 2
Kikuyu 58 20 21 17 2
Ruiru 30 11 12 7 4
Thika West 20 3 8 9 6
Thika East 38 12 20 6 2
Gatundu 55 20 24 11 3
Gatundu North 55 24 19 12 2
*Thika Municipality 26 3 8 15 3
Total 475 131 229 115 30

Note.The data show the distribution of headteacherscbaseahe categories of schools they head. The data
also show the distribution of DQASOSCH = School;HT = HeadteachetdTs; = Headteachers of single
streamed schoold4Ts, = Headteachers of two streamed schobl$s; = Headteachers of three streamed
schools;D = District Quality Assurance and Standards OfSc@®QASOs);* Thika Municipality is served
by a Municipal Quality Assurance and Standards c®ff(MQASQO). Source: Kiambu County Education
Office, 2012.

3.4 Sample size and sampling procedures

Probability and non-probability sampling proceduvesye utilized to determine
the final study sample. First, cluster sampling wtkzed to determine the five
districts, based on total number of public primaghools and geographical
location, which constituted an accessible poputattom which the participants
for the study were selected. The randomly seledistiicts were Kiambu, Lari,

Limuru, Ruiru and Gatundu North. Geographicallyreth of these districts;

Kiambu, Lari, and Limuru are located in the westpart of the county, while
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Gatundu, Ruiru, and Thika Municipality are in tresern region of the county.
Best and Kahn (2006) assert that accessible pomugaare representative of the
overall target population. The resultant sample w@% of all the districts in

Kiambu County. However, Thika municipality has beemposively sampled and
included in the final study sample. This was duétscsemi-autonomous status

under a Municipal Education officer.

Table 3.2

Headteachers’ and Class Teachers’ Sample Size

Headteachers Class Teachers

District/Municipality HTs; HTs, HTss Total CTs; CTs, CTsg Total

Kiambu 3 14 5 22 3 28 15 46
Lari 8 17 4 29 8 34 12 54
Limuru 3 13 4 20 3 26 12 41
Ruiru 6 6 4 16 6 12 12 30
Gatundu North 12 10 6 28 12 20 18 50

Thika Municipality 2 4 8 14 2 8 24 34

Total 34 64 31 129 34 128 93 255

Note.The data show the proportionate sample size fadteachers and class teachers based on the number
of streams in their respective schodtd. = HeadteachelCT = Class Teaches, = Single streamed school;
s,= Two streamed schodd; = Three streamed school. Source: Kiambu County &thre Office, 2012.

In the second stage, as shown in Table 3.2, 12&é@ehers, constituting 50% of
all headteachers from the sampled administratives (five districts and Thika
municipality), were selected using proportionabstied random sampling. In
order to ensure proportional representation of tezedhers based on the size of

the school they headed, the schools were placedtineée categories based on
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size—small (single stream), medium-sized (doubleash) and large (three
streams). The total number of headteachers whacipated in the study was
125, representing 96.4% of the targeted sample.ortter to triangulate the
information provided by headteachers on inclusideication implementation,
255 class teachers were selected through stratifediom sampling. This
represented 12.5% of class teachers from each Ischtegory in the sample.
However, 240 out of 255 class teachers, represeriithl% of the sample,
participated in the study. Due to the relativelyainpopulation size, all the 15
Quality Assurance Officers and 10 KEMI trainers evpurposefully selected for

inclusion in the final sample.

Three headteachers from each administrative und, tavo class teachers, one
from lower and upper primary respectively from eaggitot school, were
randomly sampled for the purpose of pilot-testimg tesearch instruments. They
were selected from outside the final study sampl®aintain the 50% and 12.5%
threshold for headteachers and class teacherscteghe Three District Quality
Assurance Officers and two KEMI trainers from thedy sample were used to
pilot the research instruments but were not indude the final study.
Consequently, the final sample targeted 404 respusd 129 headteachers, 255
class teachers, 12 District Quality Assurance @ffic and 8 KEMI trainers.
However, as indicated earlier, 125 headteachers 24@ class teachers

respectively participated in the final study.

54



3.5 Research instruments

The research instruments for data collection ig $tudy were two questionnaires
and two interview guides. The first questionnakpgendix B) was administered
to headteachers regarding the influence of theaddeship development on
implementation of inclusive education. In ordertt@ngulate the information
provided by the headteachers, a class teacherstigoeaire (Appendix C) was
administered. The questionnaires gave standardrugigins to all the
participants. The questionnaires had both closett@rand open-ended items.
Closed ended items facilitated straightforward s@pof data and data analysis.
Open-ended items gave respondents an opportunityvt their opinion and

provide in-depth information.

Interview guides were used to gather informatioomir District Quality

Assurance and Standards Officers and KEMI train@te interview method
provided for in-depth probing of respondents remayd influence of

headteachers’ leadership development on implementaf inclusive education.
The analysis of documentary evidence supplemented questionnaire and
interview methods. Documents that were examinetudlsd quality assurance
reports, training manual, policy documents, assessmmeports, and school

development plans.

3.6 Validity of research instruments
According to Gall, Gall, and Borg (2003), validity the degree to which the

sample of test items represents the content tleatetst is designed to measure.

55



Burton and Mazerolle (2011) assert that in survegearch, face validity
establishes an instrument's ease of use, claniy, raadability, while content
validity establishes the instrument's credibilégcuracy, relevance, and breadth
of knowledge regarding the domain. Both face andtert validity were
enhanced through the views of experts in the figlcluding the research project
supervisors, on the instrument’s appearance, netevand representativeness of
its elements. The opinion of experts especially rgearch supervisors and the
results of the pilot study facilitated necessamnjisien and modification of test

items, which ensured that they measured what tleeg wtended to measure.

3.7 Reliability of research instruments

Reliability of a research instrument refers todtslity to consistently measure
what is intended (Best and Kahn, 2006). Severahaust were employed to
enhance the reliability of the research instrumeftse pilot test results were
used to correct ambiguities, repetitiveness, angbjain the questionnaire and
the interview guides to ensure their reliabilityheTtriangulation method, that is,
use of varied data sources enhanced the reliabitcording to Gall et al.

(2003), triangulation eliminates biases arisingrfreelying exclusively on any

one data collection method.

3.8 Data collection procedures
A permit to conduct research was obtained from Meional Council of
Science, Technology and Innovation (NACOSTI), Naird he researcher made

courtesy calls to the District Education Officeos €learance to conduct research
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in their respective districts. The researcher thisited education offices and
schools in the selected districts and Thika Mumikip to explain the study
purpose and make appointments. The researchepaida courtesy call to the
Kenya Education Management Institute (KEMI) in Mair The researcher then

met the participants on agreed dates to colleet dat

3.9 Data analysis techniques

Quantitative and qualitative data collected fromthbprimary and secondary
sources were analysed. For purposes of organizatinmh easier management
during the data collection phase, quantitative dadee first entered into an Excel
Spreadsheet database and updated every day aftdwdik as appropriate.
Statistical Package for Social Sciences (SPSS) wiiized for data analysis.
Demographic data were analysed using descriptaissts, that is, frequencies
and percentages. Participant responses on bothhdhdteachers’ leadership
development and implementation of inclusive edecatin the study schools
were also coded and analysed accordingly into &eges and percentages.

Quantitative data were presented in frequency $ablie charts, and bar graphs.

Miles and Huberman (1994) categorize qualitativeéadanalysis into three
concurrent flows of activity: data reduction, dadésplay, and conclusion
drawing/verification. Consequently, the data reaucphase involved selecting,
focusing, simplifying, abstracting, and transformiwritten up field notes or
transcriptions. This phase of data analysis coetinfrom data collection until

the final report was completed. According to Milsd Huberman (1994), the
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process of data reduction sorts, sharpens, focdsgsrds, and organizes data.
After data reduction, data display, which is theos®l major flow of analysis

commenced. They emphasize that, “Generally, a ajspt an organized,

compressed assembly of information that permitglesion drawing and action”

(Miles & Huberman, 1994, p.11). The researcherretioee, organized data to

establish relationships between and sequences adabdado facilitate conclusion

and recommendations, including recommendationfuftiner research. The third

stage involved conclusion drawing and verificatlmased on emerging themes,
patterns, explanations and causal flows. Qualgatiudings were presented in
narrative form based on emerging themes. Finallgngtative and qualitative

findings were interpreted and discussed in juxtdjpoms with confirming,

reinforcing, and refuting research evidence as@pyate.

3.10 Ethical considerations in the study

Prior to the administration of the instruments, ttesearcher wrote to the
participants to request them to participate instiuely and to explain the nature of
the research. The letter pointed out to the sealectspondents that their
participation was completely voluntary and thatould be terminated any time
without penalty. The letter emphasized that theormftion given would be
treated with utmost confidence. When collectingadahe procedure of the
research was explained to the participants. Theg westructed not to indicate
their names anywhere in the questionnaire. Thisureds anonymity and
confidentiality of the participants. The participgmvere also asked to choose the

location for interviews where they would feel serwand comfortable. The
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researcher was the only person who had access thermoment information
was gathered from a participant. All these measwese meant to guarantee

participant’s anonymity and confidentiality of trecords.
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CHAPTER FOUR
DATA ANALYSIS, INTERPRETATION AND DISCUSSION

4.1.0 Introduction

This study investigated the influence of headteatdedership development on
implementation of inclusive education in public mpary schools in Kiambu
County, Kenya. The study was guided by five redegreestions. The questions
addressed the types of headteacher leadership opeveht programmes,
adequacy of their contents, and the effectivendstheir design features in
relation to inclusive education implementation. Theestions also examined the
effectiveness of the leadership programmes on baelérs’ performance in the
implementation of inclusive education. In addititime study investigated policy

and institutional challenges in the implementatdmclusive education.

In order gain deeper insight into the influencehd leadership development of
headteachers, the study investigated the coherdribe leadership development
system, programme evaluation, and funding. Thesrolethe districts and the
county in supporting headteacher leadership dewsdop were also examined.
The results assisted in determining the influerfdeaxlership development in the
implementation of inclusive education in study salkoThis chapter, therefore,

focuses on the analysis, interpretation, and dssonsf findings.

4.1.1 Instrument return rate
A total of 125 headteachers, constituting a 96.8%ponse rate, completed and

returned the questionnaire. On the other hand, @&#40of 255 class teachers
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participated, which was a 94.1% response rate. Bg1989) in Best and Kahn
(2006:324) suggests that a 50% response rate cuatde while 60% and 70%
are good and very good respectively. The rapperrésearcher established with
the respondents may have contributed to the higjporese rate. Furthermore, the
strategy of distributing the questionnaires in persensured standard
administration to all the respondents. The researadiso made follow up
telephone calls with the headteachers to ascethaimuestionnaires were ready
for collection. Best and Kahn (2006) support the ws$ vigorous follow-up

procedures to increase the questionnaire retuen rat

4.1.2 Characteristics of schools in the study

The schools were mixed day, that is, they catesedhie education of both boys
and girls. Twenty out of the total 125 public primachools in the study had
special units attached to them. Two schools in Idistrict and one in Ruiru

district were special schools, having been hivddrom regular schools. While

these three schools were substantially separaiegsefrestrictive environments),
they were included in the study because the redsonghich they had separated
from their mother schools had implications for usile education

implementation in the county, as discussed latghig chapter. The schools in

the study served with diverse students including¢hwith disabilities.
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4.1.3 Headteachers’ demographic data

The researcher collected headteachers’ demogrdptacon age, academic and

professional qualifications, and their leadershipegience.

Table 4.1

Headteachers’ Age Distribution and Gender

Male Female Total
*Age bracket f % f % f %
>50 30 24.0 19 15.2 48 3¢.2
40-49 23 18.4 25 20.0 48 38.4
30-39 16 12.8 12 9.6 28 22.4
Total 69 55.2 56 44.8 125 100.0

Note.N = 125;> = Equal to or more thah= frequency of response¥; = percentage of
responses. *Age bracket categories are given irsyea

The results in Table 4.1 illustrate the distribatiof headteachers’ ages. Their

ages fell into three brackets, 30-39 years, 40-d&sg, and 50 years or older.

Specifically, of the 125 headteachers in the stahools, 22.4% are in the 30-39

year age bracket, while 38.4% are in the 40-49 yedegory. The table also

shows that 39.2% of the headteachers are aged/éiftys and above. The largest

percentage of females is 40-49 years old, whildatgest percentage of males is

aged 50 years and older. Female headteachers tatnst4.8% of the study

sample while male headteachers are 55.2%. Most heddteachers (24%) are

50 years of age and older, while most female heatitsys (20%) are aged

between 40-49 years. According to the table, 7706%ll headteachers are aged

40 years and above.
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4.1.4 Headteachers’ academic and professional quiiations
The data on the academic and professional qudilditsiis shown in Table 4.2.
Table 4.2

Headteachers’ Highest Academic and Professionallifjeetions

Qualifications Category/Scale f %
1. Academic Master’s degree 3 2.4
Bachelor’s degre 12 9.€
College diploma 87 69.6
High school certificate 23 18.4
2. Professional M.Ed. degree (Graduate Teacheepcal 3 2.4
B.Ed. degrei (Graduate Teacher Sce 12 9.€
Approved Teacher Scale (ATS) 110 88.0

Note.N = 125;f = frequency of responseX; = percentage of responses; M.Ed. = Master of
Education (Graduate Teacher scale); B.Ed. = BaclélBducation (Graduate Teacher
scale); ATS = Approved Teacher scale.

Table 4.2 represents data on the highest academiprafessional qualifications
attained by headteachers in the study. As illusttaheadteachers’ academic
qualifications include masters’ and bachelors’ degr diplomas, and certificates.
The majority of headteachers (69.6%) had a diplo@aly 9.6% and 2.4%
respectively had a bachelor's and a master’'s dedfpeto 18.4% hold a high
school certificate. The table also shows variatiothe headteachers’ levels of
professional qualification, with the largest petegre (88%) being at Approved
Graduate Teachers (ATS) scale. A smaller propartiOr6% and 2.4%

respectively held a bachelor's and a master’s degreducation.
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The findings reveal significant variations in thealdteachers’ levels of academic
and professional qualifications. They also revehhtt the professional
qualifications of headteachers accrue from teagheparation as opposed to
educational leadership preparation programmes. €T fiegiings, therefore, led
credence to observations by Bush and Oduro (20B&) headteachers in
countries in Africa, including Kenya are appointetthout formal leadership
training with the implicit assumption that good dbars can become effective
managers and leaders without specific preparationcontrast, they reveal,
without the requisite leadership skills headteagliace considerable challenges

in their school leadership roles.
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4.1.5 Headteachers’ leadership experience
As reflected in the information presented Table, 4t@re were variations in
headteachers’ levels of experience as measurdaehyumber of years of service

since appointment to headship and in their custaiion.

Table 4.3

Headteachers Experience since Appointment andein @urrent Station

*Experience Since appointment Current station
f % f %
<5 34 27.2 75 60.0
5-9 33 26.4 40 32.0
10-14 33 26.4 6 4.8
15-19 15 12.0 4 3.2
>20 10 8.C 0 0.0
Total 125 100.0 125 100.0

Note.N = 125;< = Less thanz = Equal to or more thaffi= frequency of responseX; =
percentage of responses. *Experience = the lerfgtbreice (number of years) as
headteacher.

Table 4.3 shows that 53.6% the respondents hadda headteachers for up to
9 years since appointment. Further, 26.4% and 1P#%eadteachers had served
for between 10-14 years and 15-19 years respegti@zily 8% of headteachers
had served in that position for 20 years and abddecording to the table, 60%

of the respondents had served for less than fieesym their current stations,

while 32% had served for between five and nine gearfurther eight percent
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had served in their current stations for periodsgireg from 10 to 19 years.

However, no headtecher had served for 20 yeatsin ¢urrent station.

The variation in the length of service illustratabove and the experience
accrued in the process imply that headteachersaaadifferent career stages;
some are beginners or novice headteachers, otherglaareer level, yet other
headteachers are in the late career stage prepfmingetirement. Snell and
Bohlander (2013) observe that the challenges peopieunter at the same career
stage are remarkably similar. In view of the foiego leadership development
should be career-staged to provide for a learnmgticuum from pre-service
preparation and throughout a headteacher’'s cafdwer.career-staged approach
individualizes and personalizes learning to meatigpants’ learning needs,
interests and learning styles (Speck and Knipe, 0ROt also improves the
quality of experience in the workplace and the pigational climate (Joyce &
Calhoun, 2010), which are critical in the implensmn of inclusive education.
Furthermore, Speck and Knipe (2010) postulate thadtjlts come to the learning
process with a wide range of previous experienkaewledge, interests, and
competencies” (p.74). Therefore, considering théa dan headteachers’ age
distribution, educational background, and leadersgixiperience, their leadership

development needs to take cognizance of the thefagult learning.

The demographic data also reveals that headteadtersome point were
transferred to other schools in the same capaaibjle such leadership change is

inevitable, it has implications on sustainabilitf @nplemented inclusive
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education reforms. Sindelar, Shearer, Yendol-Homoyd Leibert (2006)
established that leadership change affects thaisasility of inclusive reforms
depending on the new leader’s affinity for and cammant to an established
school-wide inclusive education reform agenda. Hweitod and Louis (2012)
assert that coordinated forms of leadership digtioln potentially mitigate some
negative consequences arising from headteacheoviernThe implication for
this study is that succession planning is crittoa¢ffective leadership change that

positively facilitates sustainable implementatioolusive education reforms.

4.2.0 Types of leadership development programmesrfbeadteachers

The study sought to examine the types of leaderddiyglopment programmes
available to headteachers, including job-embeddathing opportunities, which
facilitated the implementation of inclusive eduoati These findings are

presented below under several sub-headings:

4.2.1 Leadership experiences prior to becoming hetghchers
In order to establish the context for leadershipetijoment, the study examined
different types of prior teacher leadership expergs, which the participants

deemed critical in enhancing leadership skills.
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Table 4.4

Headteachers’ Prior Teacher Leadership Responsigsli

Responsibility f %

Class teacher 125 100.0
Head of subject 69 55.2
Deputy headteacher 119 95.2
Senior teacher 55 44.0
Games teach 32 25.¢

Guidance & counselling teacher 30 24.0

Note. N= 125;f = frequency of responseX; = percentage of responses.

Table 4.4 shows the responses on job-embedded eteatdadership
responsibilities held before appointment to hegusthat were useful in
developing inclusive education leadership skillscérding to the data, 100% of
headteachers in the study had served both as tdasbers and as subject
teachers in their teaching career. The majorityhef headteachers, 95.2% had
served as deputy headteachers. Those who had sertlesl position of head of
subject and senior teacher are 55.2% and 44% tgggcThe participants who
were previously games teachers constituted 25.6%or o becoming

headteachers, 24% of respondents served as guidadamunselling teachers.

These prior leadership experiences portend sevwagdications for sustainable
inclusive education leadership and leadership dgveént. First, they imply that
the participants had job-embedded opportunitiggactice leadership skills prior

to assuming their headteachers’ responsibilitiesthier, by identifying exposure
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to teacher leadership experiences as critical ®&r tleadership of inclusive
education when they became headteachers, the dmEspsnsuggest that such
leadership roles enhance aspiring headteachershtpalt for leadership success.
This is echoed by Young, Crow, Murphy, and Ogaw@0@®, who posit that
teachers with prior leadership experiences areebedtiuipped to transition
directly into school administrative positions sussfelly. Speck & Knipe, (2010)
reinforce this notion by affirming that professibndevelopment must be
provided within the context of a larger frame, wéi®r previous experiences are
enhanced while developing new learning. Besides, agppointment of teacher
leaders also implies the distribution of leadershithe school with the potential
to promote greater school effectiveness. Consisteith this implication,
Marzano, Waters, and McNulty (2005) assert thatideship of a school is too
complex to be left to the headteacher alone andldhme shared by a team. This
stance also mirrors that of Lambert (2002) who sstgythat the old model of
one-person leadership leaves out tremendous taténtsachers and does not

promote sustainability if the headteacher leavesstnool.

4.2.2 Significance of prior experiences in enhananinclusive leadership

The researcher sought to establish the significan€eprior leadership
experiences to fostering inclusive education lestupr These teacher leadership
experiences are divided into three broad categotlassroom-based leadership,

senior teacher leadership, and non-academic ldaderdes.
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4.2.2.1 Importance of classroom-based leadershipleo

All the 125 headteachers in the study indicatednfzpgreviously served as class
teachers. The headteachers deemed this role smymifiin enhancing their

leadership skills. The importance of this rolertolusive leadership is illustrated

in Table 4.5.

Table 4.5

Importance of Classroom-Based Role to Inclusivedeeship

Class Teach f %

Collaborate with parents/families 125 100.0
Identify students’ learning needs 125 100.0
Adapt the curriculum 50 40.0
Develop teaching/learning resources 85 68.C
Differentiate instruction 42 33.6
Develop classroom and behaviour management stegtegi 125 100.0

Note. N= 125;f = frequency of responseXj = percentage of responses

According to Table 4.5, all the headteachers irtditahat their role as class
teachers was significant in nurturing skills foemtifying diverse learning needs
of students, and collaboration with parents andiliasa Forty percent of
headteachers indicated that being class teachaesltibeir skills in adapting the
curriculum. Notably, most of the headteachers whggested curriculum
adaptation had training in special education bamkgd. Development of
teaching and learning resources was reported by @8t#te headteachers. Only

33.6% of the participants indicated that havingrbelass teachers helped them to
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differentiate instruction to meet the diverse needstheir learners. It is
instructive that most of these participants hadpdotha or a bachelor’s degree in
special education. All the headteachers indicated they gained skills in the

classroom and behaviour management.

The classroom-based experiences relate directlysttalent learning and
achievement. According research evidence, classroeathing exerts the
greatest influence on student learning among sateteted factors (Leithwood et
al., 2004). This implies that classroom-based |esdp experiences have the
potential to promote instructional leadership skilThese skills are critical given
that inclusive education and quality education r@aprocal (UNESCO, 2005).
As class teachers gain more experience and evBntuahsition to headship,

these skills promote improvements in teaching aading.
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4.2.2.2 Senior teacher leadership experiences
The majority of the headteachers in the study @9.Bad previously served as

deputy headteachers, while 44% served as senidrdea

Table 4.6

Significance of Senior Teacher Leadership Respuitigi®

Responsibility n Significance f %

1. Deputy Headteacher119 Maintain school discipline 119 100.0

Monitor curriculum implementation 119 100.0

Schedule lessons 103 86.6
Collaborate with parer 42 35.3
Manage school finances 20 16.8
Review student and staff attendance 92 77.3
2. Senior Teacher 55 Monitor curriculum implementation 55 100.0
Schedule lessons 45 81.8
Recommend learning materials 33 60.0
Collaborate with parer 12 21.¢
Enforce school discipline 45 81.8

Note. N= 125;f = frequency of response%s = percentage of responses; the proportion
of respondents who previously served as, (1) delpeiglteacher, and (2) senior teacher.

According to the findings shown in Table 4.6, &k trespondents indicated that
by serving as deputy headteachers, they gainel$ skimaintenance of school
discipline and monitoring curriculum implementatio® majority of the
respondents 86.6% cited scheduling lessons astieatskill they developed,

while 35.3% indicated advancing their skills cobadting with parents and
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families. Only 16.8% of the participants indicatbédving gained financial
management skills while serving as deputy headeraclA significant majority
deemed the position of deputy principal helpfupiomoting the development of

skills in monitoring and reviewing students andfsaétendance.

Some of the participants (44%) had served as setdachers prior to
appointment as headteachers. According to the ngsji 81.8% of these
respondents indicated that being a senior teachemngied skills in school
discipline matters since they worked collaborayweith headteachers and their
deputies. Another 81.8% of the respondents gaikéid ¢n scheduling lessons
and revising the timetable. According to 21.8%, Hemior teacher role was
helpful in following up with students’ attendanaecords. Skills in monitoring
curriculum implementation were cited by all the tgapants, while making
recommendation for learning material was reportgdb.5% of headteachers.

Only 21.8% cited skills in collaborating with fanes.

4.2.2.3 Non-academic teacher leadership responsibés

The respondents who indicated having previouslyeskas games teacher were
25.6% of the respondents, while 24% had serveduadagce and counselling
teachers. The participants reported that theses nokre helpful in developing
leadership skills they deemed useful upon assurfiegole of a headteachers.

Table 4.7 presents the finding.
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Table 4.7

Significance of Non-Academic Teacher Leadership&esbilities

Responsibility n Significance f %

1. Games Teacher 32 Coordinateprogramne 32 10C.0
Recommend PE materials 32 100.0
Adapt PE curriculum/materials 8 25.0
Collaborate with parents 20 625
Monitor discipline 30 93.8

2. Guidance & Counselling 30 Coordinate counselling 30 100.0
Provide career guidan 19 63.2
Collaborate with families 24  80.0

Note. N= 125;f = frequency of response%s = percentage of responses; the proportion
of respondents who previously served as, (1) gaemshers, (2) guidance and counselling
teachers.

Data presented in Table 4.7 reveal that 32 heddktesdn the study indicated
they served as games teachers at some point intdshing careers, which
enhanced their leadership skills. All the headteeslindicated that they gained
skills in coordinating co-curricular activities their schools and recommending
physical education materials and equipment. Al&8p 2f the headteachers cited
adapting the physical education curriculum, maleaad equipment. A majority,
93.8%, indicated that this role helped in monitgrihe discipline of students
during sports related events. Communicating ankhlootating with parents and
families on co-curricular activities was cited bg.%5% of the headteachers. On
the other hand, all the respondents indicated raigi leadership skills in

addressing their students’ counselling needs. C@reédance was referenced by
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63.3% of the participants. A vast majority, 80%dicated they developed skills
for effective collaboration with parents and faeslito provide guidance and

counselling support to their children.

Leadership experiences of the participants prior their appointment as
headteachers have significant implications on be#dership development and
inclusive education implementation. On the one hatitey imply that
headteacher’s influence on student achievementhanrelled through the
teachers and teacher leaders. On the other, tlggesuthat headteachers have a
role in fostering shared leadership and a collabaeam structure. Lindsrom
and Speck (2004) harmonize with this notion by dsggthat schools which are
effective and inclusive embrace shared leadershipast of their culture. Within
shared leadership, team leaders need ongoingrtgatni enhance capacity for
building consensus, facilitating dialogue, collatore problem-solving and
conflicts resolution (Linden, 2003). Consistenttwihe stance by Speck and
Knipe (2010), the above responsibilities suggeat thking teacher leadership
roles provides opportunities to participate in #atmwrative leadership process
that builds ownership and commitment to the scimprovement process.

The responsibilities discussed above are criticalthhie implementation of
inclusive education. They also imply that to fdatie inclusive education
implementation, they must be exercised within daative inclusive framework.
This includes a clear a vision, service delivergicators and models, and
collaborative frameworks. Teacher leadership pms#tiby themselves may not

automatically translate into effective inclusiveagtices. As Salisbury and
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McGregor (2002) postulate, inclusive education ffected by structures,
policies, attitudes, and practices. Furthermorege@lee (2007) asserts that
teacher leadership goes beyond decentralizing ideemsaking authority to
increasing access to resources, information, apdréxe. Therefore, an effective
leadership development system can empower teaehders and leverage their

impact on inclusive education implementation.

4.2.3 Leadership development programmes for aspirmnheadteachers

The researcher sought to determine whether thetdwaters in the study
participated in a leadership programme for aspinegdteachers, which prepared
them for school leadership before they were appdind serve as headteachers.
Also investigated was the significance of the paogme in facilitating

implementation of inclusive education. Figure 4ldsirates the findings:

FIGURE 4.1. Respondents’ Participation in Aspiring HeadteacHérsgrammes

Yes, 49

No, 6% __

Legend. N =125; *Percentage’f) = percentage of headteachers’ responses onipation or non-
participation in leadership programmes for aspihiegdteachers.
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According to results presented in Figure 4.1, dolyr percent of headteachers
indicated having attended programmes for aspirig@dteachers while 96% had
not. It is worth noting that when the four percevds probed on the aspiring
programme they went through, they indicated havaitended the Kenya
Education Management Institute’s induction programfar newly appointed
headteachers. However, this programme lacks sorntieatrfeatures of an
effective aspiring programme for headteachers sas¢chmentoring and coaching,
leadership standards, internship, a developmemmatirmium of practice, and
rigorous participant evaluation (SREB, 2005). Nbeédss, the participants
indicated that an aspiring headteachers’ programwvoald equip them with
knowledge, skills, and dispositions for effectieadiership before assuming the
headteacher’s job. Table 4.8 shows participantoresgs on the importance of an

aspiring headteachers’ programme:

Table 4.8

Importance of Aspiring Headteachers’ Programmes

Significance f %

Improve leadership and management skills 125 100.0
Foster practical leadership skills through interpsh 98 78.4
Draw importantlessons from effective practic 90 72.0
Gain confidence to assume headship 49 39.2
Expand knowledge of leadership task areas 96 76.8
Interact with experienced headteachers 78 62.4
Expand knowledge of educational policies 40 32.0

Note. N= 125;f = frequency of responseXj = percentage of responses.
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The findings in Table 4.8 indicate that all thetjmgpants expressed the opinion
that they would gain valuable educational leadgersimd management skills
through a programme for aspiring headteachers.gAifsiant majority (78.4%)
indicated that they would benefit from practicapersences through internships,
which would mean exposing them to the demands aeid$tep beforehand.
According to 72% of the respondents, the programmeld help them to draw
important lessons from effective leadership prastion the field, while 39.2%
suggested that such a programme in itself would eoral boost to aspiring
headteachers before assuming their leadership. roles programmes would
expand knowledge of the leadership task areas diogprto 76.8% of the
headteachers. There were 62.4% of the participauits indicated that the
programme would provide them with an opportunityrti@ract with experienced
headteachers and learn from them. Thirty two pdrcgated an aspiring
programme would help them gain valuable insight® ipolicies relating to

education and their significance to the implemeoiaprocess.

These findings imply that while most respondentd hat attended an aspiring
headteachers’ programme, they acknowledged theifisggmce of such a

programme to their leadership growth and effectdgsn These findings also
suggest that headteachers were conscious of thdicagt leadership capacity
gap that the absence of aspiring programme portediting research evidence
on successful aspiring headteachers’ programmesjn@diammond et al.,

(2010), reveal that these programmes embrace pfigptargeted recruitment to

admit talented teachers with leadership potentiae a coherent curriculum
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aligned with professional standards; integrate mheand practice through
problem-based learning; are designed around a tatarcture and involve
formalized mentoring; and encompass well-designedermships. Thus,
inadequate preparation of potential headteachfiext® a fundamental weakness
in the leadership development system that leavestill prepared to lead

inclusive education once they become headteacBersheadteacher lamented:

| was a great classroom teacher but the story vieseht when | become
a headteacher two years ago. | was faced with feignt challenges
ranging from indiscipline among students and staff pretty tough
parents. | felt overwhelmed and very frustratedthis day, | still wonder
why the Ministry of Education, Science and Techgglodoes not

sufficiently prepare headteachers for this job!

This sentiment illustrates the challenges facetidndteachers due to inadequate
focus on career-staged leadership developmenfjagipoy a lack of leadership
training programmes for aspiring headteachers.r&helt of this significant gap,
Bush and Oduro (2006) posit, is that headteacherafiica face a daunting
challenge and make the case for leadership developras essential in
guaranteeing schools of high quality leadershimsequently, availing effective
programmes to develop aspiring headteachers aamestia great starting point in
providing for leadership effectiveness.order to address the situati@nyango

(2001) recommends that the government should siofeslize headship by
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enacting comprehensive policies that make leaderdbvelopment of aspiring

and serving headteachers mandatory.

4.2.4 Induction programmes for headteachers

The researcher sought to know whether the headtesaah the study received
induction training after their appointment to seras headteachers. The
researcher also examined the nature of the inducfiwogrammes the
headteachers went through and the effect of theggammes on their leadership
capacity. Figure 4.2 shows the percentage of haelées who had been exposed

induction programmes upon appointment and thosehalonot.

FIGURE 4.2. Headteachers’ Participation in Induction Programsmmgon

Appointment

Y\\ Yes, 28%

\

Legend. N =125; *Percentage¥f) = percentage of headteachers’ responses regatdiirg

participation or non- participation in an inductiprogramme upon appointment.
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According to results shown in Figure 4.2, 28% oé theadteachers reported
having received induction training upon appointmekxtmajority, 72% of the

headteachers in the study had not received any fofrnmduction training.

However, headteachers cited a number of challeregarding the nature and
impact of induction programmes for headteachersyHMtated that the induction
programmes were on general school management anspaoific to inclusive

education. The KEMI induction programme was moréaitkd and covered a
wider range of headteachers task areas than thdeadeby district education
office. The headteachers who attended this cowesedd it helpful in equipping
them with pertinent knowledge and skills. The cewgs a one-off event that
did not involve follow up to determine its effeaivess. Additionally, this course

was not aligned to specific leadership standards.

The headteachers indicated that while a more fornthiction programme was
organized by the Kenya Education Management Insti{EMI), the district
education officers also organized induction progras for newly appointed
headteachers. The duration of induction programamged from one to three
days for the district-led programme and up to fdays for the KEMI course. The
participants observed that the duration was ndicserfit to build their capacity to
implement inclusive education. The district-baseduction programme seemed
designed for orientation purposes and was mainhedt the school level as part
of the handover process to a new headteacher.

The programme covered mainly school financial ofp@ma and management.

Moreover, the headteachers reported that the ifrmuptogrammes came too late
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after they had already made many mistakes. Notaldyjnduction programmes
neither had attainment standards nor follow upviauate their effectiveness in
enhancing headteachers’ leadership competencee Thas non-utilization of
structured job-embedded induction programmes inmglvmentoring and
coaching. Moreover, the induction programmes ditl agpear to be part of a

coherent in-service support system for headteachers

The fact that majority of the headteachers hadbeen inducted into their roles
suggests a professional socialization gap. This gaipts towards potential
negative impact on inclusive education implemeatati Indeed, without
induction training the majority of the participarggercised leadership without
the requisite professional support to tackle compleallenges associated with
the foundational years in a headteacher’s caremuny et al., (2009) asserts that
a lack of induction leads to feelings of inadequdaying the initial entry into
headship. Consistent with these findings, Bush @addro (2006) recommend
well-structured induction to ensure effective arfticent school leadership.
Without induction, they affirm, most novice headtears in African countries,
including Kenya handle leadership tasks througdl &md error, which adversely
affects the delivery of educational services. lmrphcontrast, Young et al.,
(2009) acknowledge that induction is the most pestadesign for headteacher
leadership preparation in developed countries sbj® and North America and
includes mentoring, coaching, and internship. Itidac programmes, they
affirm, deepen headteachers’ awareness of leagersisks and help them

manage their roles in a goal-oriented way.
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4.3.0 Types of in-service headteacher leadershipwddopment programmes

In order to understand the leadership developmefrastructure, the study
investigated the different types of leadership tmwaent available for

headteachers. The headteachers cited several ofpesdership development
programmes they had attended in the last three sye@he researcher
supplemented the survey findings with follow upeiviews and documentary
analysis to establish the course objectives anteots of the programmes cited

by the headteachers in the study. The informat@greésented on Figure 4.3:

FIGURE 4.3. Types of Leadership Development Programmes thatitdeahers

Deemed Beneficial Towards Inclusive Education Lestip

Open & distance learning | 100%
Workshop | 56%
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E Seminar | 48%
E
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Legend. N =125; *Percentage (%) = percentage of headteactesgonses on the types of leadership
development programmes they attended, which thegndd beneficial inclusive education leadership.
The information captured in Figure 4.3 shows th&%5 percent of the

respondents had attended workshops, while 28%emted symposiums, which
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they reported to have been helpful in inclusivecadion leadership. Similarly,
48% of the headteachers in the study had atteneeuhars, which facilitated
inclusive education leadership. Forty three percémiicated that they
participated in a conference that covered someeotnthat was helpful in

inclusive education leadership and implementation.

Analysis of the short duration programmes such askshops, conferences,
seminars, and symposiums revealed that they werentbst common types of
leadership development opportunities available ¢éadteachers in the study.
They were organized by different bodies and agsenée example, national and
regional headteachers’ associations, non-goverraherganizations, publishing
companies, Ministry of Education, Science and Tebdgy through its field
officers at the district and county levels, amorbeos. The duration of these
programmes ranged from one day to two weeks depgrah the subject to be
covered. According to the headteachers, they amemmnly designed to cover a
broad range of topics related to school managemédhheadteachers indicated
that these types of programmes were helpful inimgiswareness on new
policies, emerging and cross-cutting issues in atime, and strategies for
addressing common challenges in education. Theyaaldressed topics such as,
instructional strategies, curriculum and syllabhanges, new resource materials,
books, and compliance with the ministry’s regulasio

However, while the headteachers reported that hioet £ourses were helpful
they also indicated that they were not specificntdusive education leadership

and implementation. They involved no follow up rediag their effectiveness.
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These short programmes mainly adopted the lectwthad of instructional
delivery led by a key presenter or a group of press and facilitators.
Conversely, for most successful learning to ocBaterson (2002) suggests that
professional development should adopt a varietgaivery strategies that are
related to the nature of their specific contentd @arner needs. He suggests use
of experiential learning, utilization of technolgggmall group work, simulation,

videotapes, role-playing, case study method, atidraesearch.

The findings on these programmes also revealednzbeu of salient features,
which portend critical implications for inclusivel@cation implementation. The
programmes are not based on headteacher leadstahitards. Since they were
organized on an ad hoc basis, they are not par& abhesive leadership
development process. The fact that they take maey from school in central
places such as hotels, district, and county heatisadenies headteachers the
opportunities to effectively utilize their schochtd and context in the learning
process. Moreover, they were not based on parti@diaool, district, or county

improvement plan.

These findings are consistent with research firglitigat critique headteacher
leadership development, such as failure to linkgpmmmes with the school or
district core values, and missions. These prograsnat&o fail to leverage job-
embedded learning opportunities (Darling-Hammondlgt2010). Furthermore,
these types of short duration workshop-type probesé development

programmes have minimal impact on practice, acéogribr less than 5%. In
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contrast, the job-embedded types of leadership ldeweent programmes and
practices such as mentoring and coaching, whiche wdtized in the existing
programmes, have an evidence-based impact of 85-@0%ractice (Guskey,
2000; Lindstrom & Speck, 2004; Speck & Knipe, 2018peck and Knipe (2010)
recommend a broader and more complex approactofegsional development.
They affirm that “the traditional professional deamment model of onetime
workshops delivered by an outside expert with rm¥oup is out-dated” (p.52)
and is not an effective approach to adult learnkzrording to Guskey (2000)
professional development is a purposeful and irdeat process that is designed
to bring positive change and improvement. This iggpthat effective leadership
development programmes for headteachers shouldmmemented with a

coherent focus, while keeping their impact on peadn mind.

4.3.1 Diploma Courses in Education

Various public and private institutions of highezaining offered diploma
programmes. The duration of courses ranged from tiovdhree years. The
courses were varied but diploma in education amtiap education were main
courses preferred by headteachers. The courses offseed as in-service
programmes targeting headteachers and teachersclagses were conducted
mainly during school holidays. Though the prograremeere not specific to
inclusive education, the headteachers who had dsterthese programmes
deemed them helpful in facilitating the implemeiatatof inclusive education.
The diploma course in special education by Kenditiite of Special Education

(KISE) had specific courses that addressed inaustiucation. The courses did
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not provide opportunities for follow up on how tgeduates were implementing
the education they acquired in the field. This seuwas meant to prepare the
candidates for teaching children with special neaxd not to provide school
leadership. The contents were not aligned to tload®r context of inclusive
education implementation and sustainability esggcipurposeful capacity

building of headteachers.

4.3.2 University-based degree programmes

The analysis indicates that 14.4% of the respoisdéad completed various
degree programmes, which they indicated were helpfpromoting inclusive
education leadership. Various public and privateensities offered these degree
programmes. The duration of programmes averagexe tto four years. Most
headteachers pursued degrees in education, eailllyhabd education, and
special education at the bachelor’'s level. Threadteachers reported having
pursued master's degrees in educational admingstraand management.
However, the programmes were not specific to inetuseducation. The
programmes as designed were meant to prepare regalehers but were not
specifically tailored to equip headteachers witdiership and managerial skills.
The educational administration course for the etiocédbased bachelor's degree
programmes did not comprehensively cover inclugslacation.The education
management coursework covered general school mamesgeand was not

specific to inclusive education.
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These programmes imply that while headteacherserstudy may have deemed
them useful in facilitating the implementation otlusive education, they lacked
sufficient inclusive education leadership focuswedwer, given the fact that the
headteachers were making personal initiatives twmlein these programmes
implies a desire on their part to build leaderstapacity. Nonetheless, it would
serve headteachers better there were universityrgmomes that matched their
personal and professional growth needs while algnthem with school

leadership needs, inclusive leadership.

4.3.3 Peer support networks and initiatives

While all headteachers acknowledged they were mesmiifea peer network at
the local, district, county, and national levelaingh respective headteachers’
associations, only 29.6% reported participating ipeer support initiative which
supported inclusive education leadership. Mosteké headteachers were those
heading schools with special unit classes. Thetedtthat the networks were
informal, aimed at learning from each other andlifig strategies to address
common challenges related to special needs edacatibof them indicated that
the nature of their peer support initiative wagam of interschool visitation to
learn from each other’s experiences and challer@#®r peer initiatives involve
cited included attending workshops and confereridesiever, such conferences
often covered a broad range of topics but had na@himpact on practice.

These findings indicate that peer networks werepaot of a cohesive leadership
development infrastructure aligned to specific éxatiip standards and aimed at

leveraging leadership development in the countgyTdre not well structured to
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effectively address school improvement plans and itclusive education
priorities. Darling-Hammond et al. (2010) obsertiattexemplary programmes
evolve more productive headteachers’ peer initivSuch initiatives form a
primary strategy for professional development bgating leadership learning
communities of practice. The headteachers get typities to learn from each
other through inter-visitations, engage in peercbho®y and mentoring, organize
workshops and study groups, and share their inginad needs and professional
development priorities. The networks also includstrdgt facilitation by
providing regular, intensive, professional learnisgminars around regional
priorities and emerging ideas. Peer networks pesituctured avenues to share
challenges as well as sharing successes and stmtefpwever these initiatives
are part of a cohesive professional developmenastfucture and guided by the
leadership standards, the schools’ missions and districts’ leadership

development vision.

4.3.4 The Kenya Education Management Institute’s Opn and Distance
Learning Programme

All of the headteachers in the study reported gqparticipated in the open and
distance learning (ODEL) programme organized by wWenEducation
Management Institute (KEMI). The headteachers aged the programme as
the most helpful towards enhancing their leaderskifbs for inclusive education
implementation. In order to gain in-depth insigint® KEMI's open and distance
learning programme’s contents, design features deldery structures, the

researcher analysed data obtained from headteatiirertggh the questionnaire
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and interview information from Kenya Education Mgament Institute (KEMI)
trainers and District Quality Assurance and Statslafficers (DQASOs). The

researcher also conducted documentary analysi&bflis training manuals.

KEMI is a semi-autonomous agency of the MinistryEafucation, Science and
Technology. As per Legal Notice No. 19 of 2010, KEMmandated to provide
capacity building training among stakeholders witthie Ministry. The ODEL
programme was delivered through open and distaeam®ihg for the duration of
one year. The design and delivery strategy offéledbility by providing the
opportunity for the learners to study at time andces suited to them.
Headteachers reported that the modality allowethttiee flexibility to learn and
attend to the many demands of their job. It als@dahem the cost of travelling
frequently to access classes at KEMI headquarteits agegional centres. The
course was designed to equip headteachers with geareant and leadership
skills to implement policies, effective practices)d reforms in the education
sector. According to the learners’ guide, the ceummed at providing
headteachers with a general understanding of resgunanagement, performance
management, curriculum, and emerging issues inaidmal management. The
programme utilized course modules with specifiarie@ay objectives. Learning
for each module is structured to promote job-embdd@arning and problem
solving, including the use of the case study apgrda learning. This indicates
that the approaches accommodated the linkage bettheery and practice by
making part of the learning process job-embeddeti adlowing participants to

reflect on their practice. This is consistent witte findings by Darling-
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Hammond et al., (2010) that effective programmesizet problem-based
learning strategies, such as case methods, aaswarch, and projects, which
link theory and practice and support reflectioneTise of these methods by

KEMI suggests innovative approach to leadershighbgpment of headteachers.

The course covered sixteen broad topics relateschmol management. These
were: introduction to resource management; humeaouree management;
financial management; procurement and stores mamage fraud and credit
management; integrity and good governance; st@atiegidership; building top
performing teams; results based management; dtratplanning; project
planning and management; customer care and publetions; curriculum
implementation; ICT integration in education mamagat; conflict resolution
and disaster management; mainstreaming cross guigsues. According to
Darling-Hammond et al (2010) exemplary programmgkze research-based
content that is aligned with leadership standandd #ocused on instruction,
organizational development, and change managem€nnsequently, the
programme deserves credit for incorporating ciiteehool management and
leadership content. Nonetheless, the KEMI open alstance learning
programme’s content was not aligned to specificdéeship standards for
headteachers that would determine the knowledgeséailld that headteachers
required to provide effective leadership. Furthenendhe programme was not
specific to inclusive education. On the contranglusive education was covered

as part of broader emerging and cross cutting sssueducation.
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The course involved both summative and formativeessments. Continuous
assessments were given inform of course assignnagntsprojects. The final
examination consisted of six papers each takingvdsn two to three hours.
After successful completion, each participant woblkel awarded a diploma
certificate in educational management. The paditip were placed into groups
or cohorts and served at different KEMI centres.e Tiise of cohorts of
headteachers was yet another innovation. The cainmiel enabled headteachers
to collaborate with each other during and evenratite completion of the
programmes. This is consistent with the findings Dyrling-Hammond et al.
(2010) that the cohort model of provides for callediion, teamwork, and mutual
support among participants. The KEMI programme, refoge, presents
innovative features, and implications for futurepnmvements to meet the needs

of participants and their organizations.

Some of the gaps identified included a lack ofdwllup mechanism to determine
how headteachers were implementing the knowledgk skills acquired. The
programme is only specific to headteachers and doéshave framework to
include teacher leaders and teachers despite dnitical role in inclusive
learning. The programme is not career-staged aewhséo apply the concept of
“one-size fits all.” The job-embedded componentha&f programme is not strong
enough as it does not utilize mentoring and coaghiine programme also does
not seem to be aligned to Specific County or disgrofessional development
missions or school improvement plans. The fact theadteachers are not

evaluated on their job performance formally usinggdostic evaluation tools
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denies KEMI a significant data-based tool to imgrothe programme by
addressing the identified gaps. The programme sdwerad areas and according
to most participants interviewed, the one year limewas not sufficient to
exhaustively accomplish the course objectives. mambd topics, including
inclusive education were given inadequate coveragh; mentioned at the end

of the course as an emerging and crosscutting.issue

The course delivery mode was mainly the lecturenoeduring the face-to-face
sessions. The respondents reported inadequateatibh of technology in the
programme’s design and delivery strategies. Fomgi@ none of the courses
were done online or other delivery modes on digpkdtform. The District
Quality Assurance and Standards officers repottatdistricts in the county had
a weak capacity for conducting needs assessmentséEl to reference when

conducting training for teachers in their distriéime officer stated;

Even if we had the capacity at the district level ¢onduct a
comprehensive needs assessment, there is no podinyework that
allows us to influence the content of headteachdesidership
development. We cannot influence what KEMI, colkege other service

providers teach. | don’t think that will happen aimge soon either!

The above remarks cast districts in the study bemaple to influence leadership
programmes. On the contrary, research evidenceida®\wevidence of district

practices that influence programme features andadivguality. Orr, King and
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LaPointe (2010) identify three ways in which distsi can exert their consumer
influence to improve leadership programmes. Fdstricts become a discerning
customer by defining clear expectations for schtedder standards and
competencies. Second, the districts can create dlei leadership programmes
that are directly aligned with their standards asibrm priorities and compete
with other service providers. Third, they can dodleate and use incentives, such
as contracts, scholarships, and designation offémed provider” status, to
encourage programmes to improve content, instmationethods, internships,
and assessment practices. This shows that distieoye greater potential to

influence leadership development of their headtesch

4.4.0 Headteacher leadership development programmeasontents

The study investigated the leadership developmeagrammes’ contents to
determine their adequacy in enhancing headteacloasacity to effectively
promote inclusive education implementation. Tab&ilustrates the information

gathered.
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Table 4.9

Inclusive Leadership Development Contents for t&t Chree Years

Content covered f %
The legal/policy framework for inclusive education 15 12.0
Classroom and behaviour management in inclusivéestn 8 6.4
Quality assurance for inclusive educa 0 0.0
Instructional leadership for inclusive education 4 3.2
Teachers professional development on inclusivetioes 5 4.0
Use of technology in curriculum and instruction 0 0.0
Inclusive school improvement planning 35 28.0
Procurement of materials for inclusive educa 32 25.¢
Parent collaboration in inclusive settings 50 40.0
Special and regular education teachers’ collabmmati 13 10.4
Infrastructure design and development 23 18.4
Resource mobilization for inclusive education 23 18.4
Date-based decision makir 3 24
Implementing school reforms for inclusive education 5 4.0
Effective inclusive educaticservice delivennmodels 0 0.0
Evidence-based practices in inclusive education 0 0.0

Note. N= 125;f = frequency of responseXj = percentage of responses.

The analysis presented in Table 4.9 illustrates lgsdership development
contents and the percentage of headteachers whoolvaded each area. The data
reveal that the majority of headteachers had neerma content critical to

inclusive education leadership, implementation, aastainability. According to
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the findings, only 12% of headteachers indicatedritacovered content on the
legal framework for inclusive education while thejority (88%) had not. This
suggests that the majority of headteachers migle baen leading their schools
without sufficient knowledge of the constitutiongdrovisions, statutory
enactments, and the complex body of regulations gbaern the provision of
inclusive education. The Constitution of Kenya (Rl of Kenya, 2010), the
Teachers Service Commission Act (Republic of Keng812), the Basic
Education Act (Republic of Kenya, 2013), and otheguisite legal provisions
and frameworks have increased the volume and couhpleof relevant
legislation, which headteachers require to be kedgéable about to facilitate
successful implementation of inclusive educatiororébver, there is evidence
suggesting the need for headteachers to be weledewith the legal framework
for inclusive education. A Kenya National Commission Human Rights
(KNCHR, 2007) report, for example, has documentethmaints on alleged
violations of the right to education for childreftiwvdisabilities in Kenya. Among
KNCHR’s recommendations to mitigate the situatiare a review of inclusive
education implementation and the provision of mesienal development to

headteachers and teachers.

The findings also show that the majority of the dieachers had not covered
content on important policy provisions for inclusieducation despite the fact
that headteachers are expected to implement afraftlicies that have direct or
indirect impact on inclusive education at the s¢heeel. These policies include
Free Primary Education (FPE) policy (Republic onnlfa, 2003), Special Needs

Education Policy Framework (Republic of Kenya, 200¢he HIV/AIDS
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Education Sector Policy (Republic of Kenya, 2004)entry policy for girls who
dropped out of schools due to pregnancies and gaatyiages; Marginalized and

Orphaned Children (MVCs) policy, Gender policy, aniders.

Only 6.4% of the respondents had covered conterdlassroom and behaviour
management in inclusive learning contexts. The icagbn of inadequate
coverage of this content area was evident becaass teachers reported they
neither utilized individualized behaviour suppoldrs nor anti-bullying policies
and curriculum (Refer to Table 4.19, p.159). Howe¥eiend (2008) asserts that
professionals in schools using school-wide positdedaviour supports (PBS)
report that they are more effective in behaviounaggement. This suggests that
the content on behaviour management is criticansuring headteachers learn
systematic procedures for documentation of studeéhaviour problems,
analysis of the antecedent conditions, and thetiiume of behaviour. They also
facilitate systematic implementation of data driventerventions that
comprehensively address inappropriate behavioulevgimultaneously reinforce

positive behaviours.

None of the headteachers had covered the critioateat areas of quality
assurance for inclusive education and use of tdoggoin curriculum and

instruction. Considering that the headteacher éssthool’s curriculum leader,
these content areas have the potential to trans$chmols. Glatthorn and Jailall
(2009) emphasize the central role played by head&ra as curriculum leaders

in ensuring quality in what students learn. To fieative, the headteachers need
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to have an in-depth knowledge of the curriculum smdnderstand their quality
assurance role in this area. There were no hedudimsaovho had covered the
topic on use of technology in curriculum and instien. Smith and Tyler (2010)
acknowledge that can “level the playing field” &iudents with special needs in
accessing the general education curriculum anduictsdn. Thus, this content

area is integral to inclusive learning.

None of the headteachers reported having coveeeddhtent on research-based
models of inclusive education service delivery, fexample, Response to
Intervention (RTI) and Universal Design for LeampifUDL). The implication of
a lack of this content coverage was consistent thighgaping lack of utilization
of these service delivery models at the school llewdthout knowledge of
inclusive learning models, it is difficult for het@dchers to effectively implement
inclusive education. In a case study of three Rig#fective inclusive schools
within Boston urban district, Hehir and Katzman X2p attribute these schools’
success to the fidelity of inclusive education iewpéntation within the
framework of Universal Design for Learning (UDL) canResponse to
Intervention (RTI) models. None of the headteached covered the content
area on evidence-based practices in inclusive ¢idacd his suggests that it may

be difficult to anchor service delivery models dfeetive inclusive practices.

While the most important role of a headteacheroisfacilitate high-quality
instruction (Darling-Hammond et al., 2010; Leithwdo& Loius, 2012), only

3.2% of the respondents had covered the very imapbrtontent area of
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instructional leadership for inclusive educatiohisTimplies that the majority of
headteachers maybe inadequately prepared to aligaspects of schooling
toward the goal of improving instruction and ensgrihe achievement of all
students. Furthermore, inadequate coverage ofutginal leadership content
appears to be reflected in the findings of a WdBlank report (Martin &

Pimhidzai, 2013) on service delivery indicators [SID public primary schools
in Kenya. The report reveals that just a little endhan third (35%) of public
school teachers showed mastery of the curriculuey teach. The situation is
especially concerning given the empirical evidetit&t classroom instruction;
among school related factors has the greatestemméel in student learning
(Leithwood et al., 2004; Leithwood & Louis, 2018)onsequently, the 96.8% of
the respondents who had not covered this contesd auggest a significant
training gap. Besides, the leadership developméihieadteachers to play their
role in instructional leadership is crucial in enbimg teachers’ instructional

practices (Darling-Hammond et al., 2010; LeithwdoHoius, 2012).

Again, only 4% of headteachers indicated that theye covered the content area
on their role in the professional development aictesrs to promote and sustain
inclusive practices. This is situation is concegngiven that inadequacies in the
professional development of teachers have beennasken Kenya (Bunyi,
Wangia, Magoma, & Limboro, 2013Gathumbi, Mungai, & Hintze, 2013).
According to Lindstrom and Speck (2004), for headters to best develop the
vision of quality education for all students, thesquire clear understanding,

skills, and abilities to lead professional develemn within their schools.
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Further, professional development is a key leveragat in ensuring sustained
improvements in teacher quality and gains in sttglégarning outcomes. The
huge gap involving up to 96% of respondents whor@dovered the content on
their role in professional development of teachmygends serious implications

on teacher quality and sustainable implementationatusive education.

Only 28% of headteachers had covered the contea an inclusive school
improvement planning, which implies that majoritly reeadteachers (72%) had
not covered this content area in their professiatatelopment. In contrast,
Hoachlander, Alt, and Beltranena (2001) assertdhatffective leader of school
improvement is knowledgeable about the elements ¢batribute to student
learning and ensures a coherent instructional progre. The leader is able to
work with teachers and other stakeholders to implemthe instructional

programme in a fashion appropriately tailored talehts and their circumstance.
Therefore, the headteachers in the study requioevladge and skills to develop
and implement school improvement upon which inedearning is anchored.

Headteacher leadership development is criticalrlgvachieving this endeavour.

There were 25.6% of the respondents who had coyemirement of learning
and teaching materials forclusive education. Less than half of the headteex
(40%) indicated having covered the content aregparent collaboration in
inclusive educational settings. The content areadiaboration between special
and regular education teachers was indicated B24.0f the respondents. It was

mainly the headteachers with special education dracikd who indicated the

100



content area on collaboration was covered in thefessional development. A
small proportion of the participants (18.4%) hadvered the topic on

infrastructure design and development for inclugdeication. Similarly, 18.4%
of headteachers had covered community and resooobtdization for inclusive

education. Only 2.4% of the headteachers had cdveoatent on data-based
decision making. The ramification of not coverifgst content area was the
likelihood of headteachers facing challenges iraibely utilizing data-based
decision support systems. Consistent with thisomptO’Neal (2012) asserts the
headteachers’ job is massive and they need to mhateeinformed decisions. In
this regard, technology integration and techninfiastructure play critical roles

within a successful data-informed educational ealtu

There was only a small proportion of headteachargshe study (4%) who
reported having covered the topic on implementatidninclusive education
reforms in their leadership development programnidss suggests that the
majority of the headteachers are inadequately peep#o institute requisite
inclusive reforms in their schools. Indeed, incheseducation is a complex and
interwoven reform into the functions, content, meses and structures of
schooling to educate all children (Winzer & Mazuré012). It is therefore
imperative that inclusive reform contents be aregnal part of professional

development for headteachers.

The portrait of the existing programmes implies ttentents of headteachers

leadership development were grossly inadequatenanhdyuided by a specific
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inclusive education framework, philosophy or missidhe contents were also
not based on specific leadership standards thatrdeted the knowledge, skills
and disposition required by headteachers to effelgtiimplement inclusive
education. There was no research evidence intoetfieacy of the contents,
which made the existing leadership developmentenatence-based. There was
no differentiation of content based on headteatheaseer stages. Most
leadership development programmes did not invoblew up to determine the
effectiveness of content covered in facilitating iimplementation of inclusive
education. These implications mirror the weaknessgarding the contents of
leadership programmes suggested by Darling-Hamneorad. (2010) and point
to significant gaps that need to be addresseds llso instructive that the
majority of headteachers in the study sample (73.#%icated that lack of
focused leadership development was one of the mal@llenges facing

implementation of inclusive education.

4.5.0 Leadership development programmes’ design feaes

The study was also designed to examine the effautiss of the design features,
including delivery strategies employed in leadgystievelopment programmes
for headteachers in facilitating implementation aiclusive education.
Headteachers were asked to identify three mostiupedgrammes in enhancing
inclusive leadership. The modular-based diploma&dancation management by
KEMI was to be rated the most helpful programmerB9o of the headteachers.
Diploma in special education was the second mdgfuigorogramme by 15% of

the headteachers. Degree programmes came thirdenedreferenced by 10% of
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the headteachers. The findings regarding headtesigherceptions of the design

features of the programmes are presented in Table 4

Table 4.10

Design Features of Leadership Development PrograsrforeHeadteachers

Theleadershigprogrammss.. SA A U D SC

Had coherently organized curriculum that 0.0 14.4 13.6 44.0 28.0
was focused on inclusive education

Involved problem-based learning related 0.0 12.0 16.0 42.4 29.6
to a headteacher’s job

Involved practical activities on inclusive 0.0 4.0 8.0 240 64.0
leadership roles

Were career-staged and ongoing 0.0 0.0 96 264 64.0
throughout the headteachers’ career

Were job-embedded with expert coaching0.0 0.0 0.0 20.0 80.0
and mentoring support

Involved formative and summative 0.0 20.0 184 13.6 40.0
assessment.
Involved follow up to determine 0.0 0.0 0.0 16.0 84.0
effectiveness

Involved the headteacher and a team of 0.0 0.0 0.0 176 824
teachers from the school.

Were aligned to specific leadership 0.0 0.0 0.0 224 776
standards.

Note.N = 125; percentage of responsés;(SA= Strongly AgreeA = Agree;
U = UndecidedD = DisagreeSD= Strongly Disagree.

The analysis contained in Table 4.10, shows th& 4 the respondents

indicated that the leadership development prograsniiee not have a coherently
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organized curriculum to address inclusive educati@onversely, Peterson
(2002) affirms that effective programmes are strred to ensure coherence and
alignment in the curriculum. Within programmes, thericula should have an
integrated and carefully planned set of topics]isskiand conceptualizations
based on comprehensive and well-sequenced learolyjgctives. Across

programmes, curriculum should be coordinated aigthedl to enhance learning.

Seventy two percent of the respondents indicatatl tte programmes did not
involve problem-based projects related to a heattsés job. This implies that
the headteachers did not derive the benefits augrfilom problem-based
learning. Davis et al. (2005) asserts that probtesed learning (PBL) activities
simulate complex real-world problems and dilemn@msmote the blending of
theoretical and practical knowledge, and improvdigpants’ problem-solving
capacity. According to 88% of the participants, fm®grammes did involve
practical activities related to inclusive educatieadership roles. None of the
headteachers indicated the leadership developnmegrgmmes were ongoing
and career-staged. This implies that the programdidsnot provide for a
continuum of learning that targeted all stages leadteachers’ career. However,
effective programmes are designed to promote agiated learning view of
school leadership as a continuum that operatesragsically over the span of a
headteacher’s professional career (Darling-Hammaad0; Young, et al., 2009;
Davis et al., 2005). Leadership development of stheaders is long-term,

planned, and job-embedded (Young, et al., 2009).
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All the respondents indicated that none of the mognes involved expert
coaching and mentoring support. Davis et al., (2088sert that mentoring
relationships reduce the distance between the dearindependent problem-
solving performance and the potential developmetgskel achieved with
guidance from an expert. The mentor guides then&ato find strategies to
resolve dilemmas, to boost self-confidence, ancbtwstruct a broad repertoire of
leadership skillsThe goal of coachings to nurture personal, professional, and
institutional growth. Coaching is more effectiveawhtraining is comprehensive

and specific (Bush, Glover, and Harris 2007).

Only 38.4% suggested that the programmes involeechdtive and summative
assessment. These responses were specific to aelaeite who had attended
degree programmes offered by universities and stirdro had done diploma
programmes by KEMI and in special education. Theseses according to them
involved assessments. However, the courses werespetific to inclusive
education. Again all the respondents indicated that programmes did not
involve any follow up on evolving leadership knoddg, skills and dispositions.
This implies there was no structured framework $seas to impact of the
leadership development programmes on headteaclarsacity to provide
effective leadership. Also according to the paptiits, none of the programmes
were job embedded with the purpose of improvingrircsion. The respondents
also indicated that the programmes did not usuallglve the headteacher and a
team of teachers in the school. On the contrarylii@agHammond et al., (2010)

observe that headteachers attending exemplary groges participated more
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frequently in professional development activitiesthwteachers from their
schools. They assert that this practice is critfoalinstructional reform. Again,
according to the respondents, the leadership dpwedat programmes for
headteachers were not aligned to specific leaderstaindards that determined

the knowledge, skills and dispositions requireddiective leadership.

Peterson (2002) asserts that the design of professtdevelopment is complex
and requires thoughtful planning to enhance quality effectiveness. However,
the above findings reflect significant gaps in thesign features and delivery
strategies of the professional development progreasariihey are consistent the
research-based criticisms levelled against the gde$eatures and delivery
strategies leadership development programmes foadtbachers. Many
programmes have been criticized as being fragmemedherent, not sustained,
lacking in rigor, and not aligned with leadershiparslards for effective
administrative practice (Peters, 2002; Darling-Hamthet al., 2010). Research
on headteacher preparation and development progeansmggests exemplary
programmes are research-based; have curricularerde that is aligned with
professional standards; place emphasis on instnadtilieadership and school
improvement; employ pedagogies that facilitate iegration of theory and
practice and stimulate reflection, such as proldbased learning, action research
and field-based projects; provide experience irheuntic contexts; use cohort
groupings and mentors; and are structured to enabl@aborative activity
between the programmes and schools (Bush, 2009s [@aval., 2005; Darling-

Hammond et al., 2010). Furthermore, professionatbgment of school leaders
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is long-term, planned and job-embedded (Young,|et2809). According to
Davis et al., (2005), effective school leaders uefice student achievement
through two important pathways: the support andeltmment of effective
teachers and the implementation of effective ommional processes. It is
therefore imperative that their leadership develepnbe designed and delivered
to promote and provide for effective leadershipcpeas that positively influence

the achievement of all students.

4.5.1 Evaluation of leadership development programes and practices

The analysis of data revealed that there was netsted framework for regular
evaluation of the types, content, and design featuof the leadership
development programmes for headteachers. In trenabf a formal process to
evaluate the effectiveness of the programmes, é@mse that programme
evaluation was mainly left at the sole discretidnth® service providers. The
headteachers were not involved in identifying theadership development needs
and in shaping their learning experiences. Consetye¢here was no evidence-
based mechanism to match leadership developmeh¢ddteachers’ needs for
personal growth and organizational needs in thelamentation of inclusive
education. There was no system for information isgabetween the providers
and schools, the districts or the county to provigedback on the impact of
leadership programmes on headteachers’ leadershipatencies or its influence

on inclusive learning.
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The researcher established that there were notigdesystems to track the
quality and quantity of the leadership developmettvities of headteachers in
the county. The leadership development activitigs bt provide for a formal
evaluation by the headteachers on the qualityyvaelee, presenters, materials,
learning environments, and duration, among othecial indicators. Guskey
(2000) affirms that professional development evabmaprovides sufficiently
reliable information for making critical decisionsegarding professional
development processes and effects. Converselgitiion in the study schools
demonstrates wide systemic, policy and practices gapelation to professional
development evaluation that are yet to be addreSdsal inadequate evaluation
framework implies insufficient feedback to leveralpadership development

influence on inclusive education implementation.

4.6.0 Influence of existing leadership developmentprogrammes on
implementation of inclusive education

The study examined the influence of existing heachier leadership
development programmes on the implementation dfisnee education. Multiple

methods were used to triangulate findings withid aoross the study schools.

4.6.1 Headteachers’ perceptions of their competende lead inclusive
education

The researcher sought headteachers perceptionseof dompetence to lead
inclusive education based on the leadership dewsdop they had so far

received. The data is presented in Figure 4.4.
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FIGURE 4.4. Percentage of Headteachers who deemed themselvwage@nt

to Lead Inclusive Education and those who did not

. Yes, 12%

#

No, 83%_~

Legend. N =125; *Percentage (%) = percentage of headteactemgbnses on perceptions regarding
their competency to lead in education.

The information contained in Figure 4.4 shows thdy 12% of the headteachers
in the study indicated that they perceived theneselsompetent enough to lead
inclusive practices. The number of headteachers feleb competent to lead
inclusive education is therefore far less thaneheobo do not feel competent to
do so. The majority, 88%, indicated that they dod feel competent enough to
lead inclusive practices based on the leadershyeldement they had so far
received. These results may suggest an implicdieeby the headteachers that

their leadership programmes were inadequate iningetteir leadership needs.
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4.6.2 Headteachers’ perceptions of the effectivereesof leadership

development programmes in facilitating implementaton of inclusive

education

The study sought the opinion of headteachers regarthe influence of

leadership development they had received in fatiig the implementation of
inclusive educationn the study schools. The headteachers were taatali
whether the leadership development programmes knghty effective, effective,

somewhat effective or not effective. The resules@esented in Figure 4.5.

FIGURE 4.5. Headteachers’ Perceptions of the Effectivenes®atiership

Development Programmes in Facilitating Inclusiveigation Implementation

Highly effective,
0% _\ Effective, 6%

< Somewhat
Effective, 30%

Not effective, _—
64%

Legend. N =125; *Percentage (%) = percentage of headteachers’ response# @etbeptions
regarding the effectiveness of their leadership devetopmprogrammes in facilitating inclusive
education implementation.

The data presented in Figure 4.5 indicate that mfriee respondents found the

leadership development programmes to be highlyct¥e but 6% found them
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effective. The majority, 94%, rated the leaderstepelopment as either to some
extent effective (30%) or not effective (64%). Theasons supporting their

verdict are discussed in the subsection that falow

4.6.2.1 Reasons for the rating on the effectiveneskleadership development
programmes

Headteachers cited several reasons for their ratimgthe effectiveness of
professional development in facilitating implemeiata of inclusive education.
The reasons given are synthesized below.

a) Contents: Most of the headteachers (88%) the leadership lolevent
programmes’ contents focused almost exclusively gemeral school
management and not on inclusive education leagerghplementation, and
sustainability.

b) Duration: According to 76.8% of the respondents, majorityhef leadership
development programmes were standalone coveredra diiration of time
and designed as one off events. The short programvhée helpful did not
give headteachers sufficient knowledge and skdlsimiplement inclusive
education.

c) Scaffolding: Leadership development, according to 72% of théigyeants,
there were no structured job-embedded leadershiplaf@ment opportunities
in the study schools, with the requisite desigrtuiess, resources, delivery
strategies, and contents to support headteachersysidle teachers and
teacher leaders to enhance school-wide capacityeftective inclusive

education implementation.
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d) Design features: The majority of headteachers (84%) indicated it
leadership development provided them was neithegned to specific
leadership standards nor inclusive education refgnmcess or vision.
Further, it was not part of an ongoing and systeraly implemented
strategy to improve headteachers’ and their sch@algacity for effective
implementation of inclusive education. The prograasrwere not cohesive in
terms of design features and most of them espgdiadl short courses were
organized on an ad hbasis.

e) Evaluation procedures: Sixty percent of the participants reported tha th
leadership development programmes did not effdgtiverovide for
headteachers to give their input hence focusingesoeived rather than their
authentic development needs. This was compoundedhéyabsence of
evidence-based formal headteacher evaluation ttwlsdentify gaps in
knowledge, skills and dispositions that could kiézed to inform leadership
development programmes.

f) Inclusive focus: There were 96% of the respondents who indicated th
1nclusive education was treated as one of the enteoy crosscutting issues
in education hence minimal time was allocated ie tmodular based
programme for primary school headteachers organigedenya Education
Management Institute (KEMI). The respondents regmbthat the leadership
development programmes were not based on an inelp$ilosophy, vision,
or mission.

g) Venue: Most the leadership development activities, adogrdo 65.6% of

headteachers took place away from schools hencerdiected from daily
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school realities. Therefore, headteachers did awé lopportunities to utilize
their school data and their own unique circumstanice the process of

leadership development.

The verdict and the reasons given for the verdiggsst that headteachers in the
study were aware of some significant gaps and aimoeibs impacting on the
existing leadership development programmes. HowewBuskey (2000)
postulates that effective leadership developmerd deliberate process that is
driven by a well-defined vision and planned goaliese goals therefore
determine the criteria for the development of thentent, process, and
procedures. Zepeda (2008) points out that profeakidevelopment should be
embedded within context-specific needs of a pdsrcsetting, aligned to reform
initiatives, and grounded in a collaborative, ingubased approach to learning.
On the contrary, these important principles were adequately integrated into

the existing leadership development programmebédadteachers.
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4.6.3 Inclusive education programmes implemented biyeadteachers
The researcher investigated the inclusive prograsnnm@plemented by

headteachers in their respective schools. Tableghaws the projects.

Table 4.11

Inclusive Education Programmes Implemented by Hesuditers

Inclusive programmes f %

Provision of clean water 69 55.2
School health and nutrition programme 43 34.4
Guidance and counselling 38 30.4
Parent/community collaborati 55 44.(
Child friendly school environment 10 8.0
Building additional classe 22 17.€
Disability compliant toilets 40 32.0
Individualized desks 14 11.2
Adaptive equipment 11 8.8

Note. N= 125;f = frequency of responseXj = percentage of responses.

The analysis illustrated in Table 4.11 shows tfa2% of the headteachers had
ensured provision of clean water in their schowlBile 34.4% had introduced
some form of feeding programme. Of the headteachernhe study, 30.4%
indicated that they had established guidance andssdling programmes in their
schools. Furthermore, 44% indicated that they haengpriority to parent

collaboration, while 8% had started initiativespt@mote a child friendly school
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environment. A total of 17.6% of the participantdhconstructed ramps part of
their infrastructural development while 32% hadltodisability compliant toilets.
Only 11.2% and 8.8% respectively had invested dividualized desks and other

adaptive equipment.

The aforementioned inclusive education programmesplemented by
headteachers are positive outcomes that shouldkmmwaledged and supported.
However, all the programmes reflect what are refieio as incremental changes
or surface changes (Salisbury & McGregor, 2002; 2dao, Waters and
McNulty, 2005). The low percentage of headteachepsrting having initiated
programmes of inclusive nature implies that evefase changes themselves are
limited. On the other hand, headteachers in theystiid not report engaging in
efforts aimed at changing attitudes, beliefs, aratfices that adversely affect
inclusive education. Salisbury and McGregor (20@®)serve that surface
changes may not necessarily address attitudinalkand/ledge barriers. They
postulate that changing attitudes, beliefs, andtmes imply deeper levels of
change aimed at addressing those factors thateimfki the school culture.
Marzano, et al., (2005), affirm that these deeprre$ lead to a paradigm shift in
ways of thinking and acting. Fullan (2014) affirtisat for headteachers to
maximize impact as change agents they need to erapd how their leadership

in enhancing or hindering capacity building in udool.

With regard to this study, the above results imghlsit while the schools are

making surface changes to provide opportunitiessampborts to provide for the

115



inclusion of greater diversity in student populatiancluding students with
special needs, more surface and deeper changesgaiesd to transform schools
into inclusive environments. The results also ssgghe need for a clear
framework to implement these reforms is imperatiwgluding leadership
development programmes that equip headteacherteaadkder with the necessary

capacity to facilitate these changes.

4.6.4 Support by District Quality Assurance and Stadards Officers towards
the development headteachers’ leadership capacityd inclusive education
The researchers examined the role of the Districtli@y Assurance and
Standards Officers (DQASOs) and the district edapatffice in enhancing the
capacity headteachers to facilitate successful @amphtation and ensure

sustainability of inclusive education. The resalts shown in Table 4.12.

Table 4.12

Support Services by District Quality Assurance Stahdards Officers

Support services f %
Monitor curriculum implementation 94 75.2
Supervis teacher and headteache¢ 68 54.£
Promote school safety and security 75 60.0
Monitor financial resources management 103 82.4

Note. N=125;f = frequency of response¥; = percentage of responses.

Data contained in Table 4.12 shows that the Dist@aality Assurance and

Standards Officers played the role of monitoring tmplementation of the
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curriculum, according to 75.2% of the respondefitsere were54.4% of the

participants who stated that they supervised thopeance of teachers and
headteachers. Moreover, 60% indicated that thempted safety and security in
schools. Monitoring the management school finaneas cited by 82.4% of the

respondents.

The researcher also conducted in-depth intervieitts RQASOs to have an in-
depth understanding of the role of the districtl@veloping headteachers and in
providing support to promote leadership effectivemna the implementation of
inclusive education. From the analysis of intervidata, several observations
were made. It emerged that although the distri@sewmplementing inclusive
education, they faced numerous challenges. Theiatéstwere also playing a
marginal role in building headteachers’ capacity itoplement inclusive
education. Besides, there was a lack of cohesagelship system at all levels
from the Ministry of Education, Science and Teclgyl headquarters to the
field offices in the implementation process. Thegs of initiatives to improve
leadership, stakeholder engagement, and coordmddtip inclusive schooling
depended more on individual headteachers and shatiier than the districts.
Districts cited several challenges supporting hesatiers leadership

development and the implementation of inclusivecation.

The districts did not have sufficient autonomy stablish inclusive guidelines,
indicators, and service delivery models tailoredheir schools specific needs.

This was because the districts depended on directipom the ministry
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headquarters to implement them in the field. THeE®fs reported many priority
areas that needed significant financial resourael as, raising public awareness
and organizing professional development for teachand headteachers.
However, available funds were inadequate. The aisafindings also suggest the
existence of insufficient coordination mechanisrasateen the district and zonal
offices. This was partly due to inadequate stafing weak budgetary capacity.
The officers reported inadequate information shanmith their Educational
Assessments and Resource Centres (EARCs) courterpphars was due to the

absence of efficient and effective information syss.

Most of the officers expressed concern that whetkeasgovernment policy on
education seemed to support inclusive educatiomrethwas insufficient
knowledge and skills to effectively address isswdsinclusive education
implementation and professional development of Heec and headteachers.
Whereas the districts had data on staffing, nati@xamination results, and
student population, they had inadequate capacitycdtiecting, analysing and
interpreting data wider range of indicators for usedecision-making and to
provide effective support to headteachers and so#iools in the implementation
inclusive education. Inadequate transport means amasher major bottleneck
that the officers reported. In each district ediaraheadquarter there was a small
number of vehicles, only one or two, which wereeantpd to traverse the entire
district to monitor progress, among other actigiti€his made it difficult for the
officers to focus on all schools in the districtegtively. One officer admitted,

“Owing mainly to inadequate means of transport, alvhhas been further
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aggravated by low levels of staffing, we have regrbable to visit many schools

for over one year now.”

Ignorance among parents was also reported aslierap@ Some parents were
reported as not placing much value on educationtaekfore not keen to have
their children in school. Additionally, some of tHestrict officials indicated that
some of grass root leaders did not support the afiéaclusion of students with
disabilities into regular schools. The reason fos was these leaders felt that
such an approach was responsible for decliningopmgnce of education
standards. While the officers maintained the dittrhad a critical role to play in
the implementation process, they cited inadequetmdwork for stakeholder
engagement. The district officials stated thateh&rs insufficient capacity on
the part of school committees on governance issndspecifically as they relate
to inclusive education. This was due to the faett thost members of these
committees were not literate or because the lelvierr education was a barrier
to productive engagement with stakeholders on impation of inclusive
education. The officers explained that the Miyisteemed to operate in the
absence of a clear policy on inclusive educatioanddrds, headteacher
leadership standards, and their role on implemiemtadf inclusive education.
One officer quipped, “As you know we seem to be diing) through a process
we are not clear about. Somebody needs to claflifgtwe are expected to do!
Without that we shall continue to remain in a staftenertia since, as you can

see, nothing much is happening.”
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Districts matter (The Wallace Foundation, 2013) ahéir unique role in
supporting headteachers in their central respditgibf improving teaching and
learning is well documented (Leithwood et al. 20@4r et al., 2013; SREB,
2010; Turnbull et al., 2013; Wallace Foundation120 However, the above
analysis on the role of the districts in Kiambu @y suggest that while the
DQASOs were involved in administrative and compiaumssues in schools they
had limited capacity to effectively support headteas in an individualized
manner to implement inclusive education. There sevice delivery gap given
that the district officials admit, inter alia, tadk of clarity on their role coupled
with inadequate capacity. There is need, thereforegview and redefine of their

roles if inclusive reforms are to succeed.

Considering the foregoing, there is compelling agslke on transformation of
headteacher supervisors’ roles. Corcoran et all3R®mbserve headteacher
supervisors in many districts are faced with a tamigl amount of

administrative and compliance duties. They recondribat districts redefine the
roles of supervisors to narrow the responsibilitesl spans of control so that
they can provide headteachers with individualizegppsrt and oversight.

Headteacher supervisors also require an adequegledistaffing and resources.
Furthermore, Gill (2013) reports how the roles loége supervisors are being

redefined to ensure greater school leadershipteffeess.

School district central office administrators aés@rcise essential leadership, in

partnership with school leaders, to build capatitpughout public educational
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systems for teaching and learning improvementsthi®end, the district central
offices are transforming into more learning-focugeattnerships with school
headteachers to deepen headteachers’ instructiemdérship practice (Honig,
Copland, Rainey, Lorton & Newton, 2010). Capper ardttura (2009)
recommend the transformation of district centréicefroles towards successfully
creating and sustaining equitable schools. Evergtbbnsidered, these research-
based insights offer lessons for replication byriis in the county in relation to
district central office transformation to leverageaching and learning

improvement for all students

4.6.5 Educational Assessment and Advisory CentreEARCS)

The researcher investigated the nature of suppoxtiged to headteachers and
their schools by the Educational Assessment andures Centres (EARCS) to
enhance leadership capacity and to promote efteatiplementation of inclusive
education. The findings are presented in Table.4.13

Table 4.13

Educational Assessment and Resource Centres’ (EAR@port Services

Support services f %

Conducting assessment of students with disabilities 02 81.6
Organizing in-service training for teachers 45 36.0
Provision of assistive technology devices 28 22.4
Organizing awareness programmes on disabilities 26 20.8
Making referral of students with disabiliti 18 14.£

Note. N= 125;f = frequency of response¥; = percentage of responses.
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According to information contained in Table 4.131.@&% of headteachers
indicated they received support in the assessmiestudents with disabilities.
Thirty-six percent of the headteachers statedttteEARCSs provided in-service
training on identification and assessment of sttglaith disabilities. According
to 22.4%, the centres were involved in the provisal assistive technology
devices to students who needed them. A total 8%0of the study participants
indicated that EARCs were involved in organizingaaeness programmes on the
education of children with disabilities and othgresial needs. Furthermore,
14.4% cited the role of EARCs in making referralge¢gular schools or special

education units and schools for students with disak.

The researcher gathered information through ingevsi with the assessment
officers. The analysis of findings revealed thatltiple challenges adversely
affected the capacity of the assessment centr@gsotade timely, targeted and
comprehensive support to schools to improve edutagervice delivery and
learning outcomes. The officers reported they madléquate training in special
needs education and educational assessments. fiterofilso stated that they
did not have adequate and efficient assessmentdaghostic tools at the
assessment centres. According to the officers, auu@al and diagnostic
assessments were done late in a child’s life, whehied them the benefits that
accrue from early intervention services. There aB® weak coordination of
services between assessment centres, field offeses schools, including
inadequate information sharing to ensure studerdsss to the right services for

effective learning and achievement. The assessmesndts were not properly
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utilized for placement and intervention servicescsi the identification and
referral services were not clearly defined and fiecéve framework to utilize

multidisciplinary teams in making critical servidelivery decisions.

The assessment officers also cited insufficienaritial resources as major
bottleneck in the delivery of assessment and adyiservices. The budgetary
allocation from the government was low hence theyyethded on donors to equip
the centres with the needed equipment and resow¢kereas the assessment
centres were few, they also had limited capacitgffer mobile services due to
inadequate transport means. They relied on sujbmort other district education
departments for vehicles, which in most cases weegled to facilitate provision
of other services, especially by quality assuraam@ standards department. The
resource centres were grossly understaffed witht nhasing two to three

assessment officers who were expected to covéreaichools in the districts.

The assessment officers also reported limited nieeh capacity to provide
technology-based assessments. High costs of pngcuand maintaining
assessment equipment was also cited as a majolerayml Some of the
assessment equipment was expensive and even wheinealcthrough donations
the cost of maintaining them remained high. Theess®ent centres depended
mainly on manual systems due to inadequate moadonmation systems and
digital infrastructure linkages with other departit®ein the district, the county,
and the Ministry of Education, Science and Techgpltveadquarters. The

assessment officers also reported that most stidesisp especially parents, had
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limited awareness of the significance of assesssrianilacement decisions. As a

result, many of them did not take their childrethwdisabilities for assessment.

Educational assessments are critical in a varidtyways. They determine
eligibility for services, individualized educatidnarogramme (IEP) goals and
objectives, the service delivery model, classroamd Aehaviour management
strategies, the range of supports and servicesedeéat a student to make
adequate progress. Also determines the necessapyasions, modifications, and
accommodations in the curriculum and the physicairenment (Friend, 2008;
Kirk, Gallagher, Coleman, & Anastasiow, 2009; Smi& Tylor, 2010;
Rosenberg, Westling, & McLeskey, 2008). Causton &imeloharis (2014) assert
that inclusive reforms prioritize full time acce$s the general education
curriculum, instruction, and peer groups for alid&nts, including those with
disability. This ensures seamless provision of sugpand services for students,
within the context of general education, to reabhirt social and academic
potential. Consequently, EARCs’ services are irgke@o successful inclusive
education implementation. The current challengesiaadequate capacity faced
by EARCs in provision of critical services suggestgent measures to ensure

efficiency and effectiveness as they discharge thendate.

4.7.0 Contextual characteristics of the study sch&®in relation to inclusive
education implementation
The researcher examined the contextual charaatsrist the study schools with

respect to inclusive education. The findings asewssed under several themes:
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4.7.1 Students’ characteristics or backgrounds aftging inclusive education
The researcher sought to know other characteristibsickgrounds, which
affected inclusive education in the study schobigs information is illustrated

in Figure 4.6.

FIGURE 4.6. Students’ Characteristics and Backgrounds Affgchintlusive
Education
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Legend. N =125; *Percentage (%) = percentage of headteachers’ responstesients’
characteristics and backgrounds that affected inclusive édinidgaiplementation.

Figure 4.6 reveals that all headteachers indicabed poverty was a major

student background that affected inclusive edunatioplementation in their

schools. According to 57.6% of the participantsyHIDS also had an impact

on education. Teenage pregnancy was cited by 44%eadlteachers as factor

affecting education. Child labour was reported adaetor by 54.4% of

headteachers while religious beliefs were cited @y#%. Divorce and separation
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was regarded as a characteristic that affectedagidacby 75.2%. Majority of
headteachers, 96.8% and 90.4% respectively, citeglesparenthood and peer

pressure as factors affecting education.

The researcher made follow up interviews with heachers and class teachers
on the specific nature and impact of the aforermeseti
characteristics/backgrounds to implementation oluisive education in the study
schools. On poverty, the respondents indicatedithaas a major hindrance to
the implementation of inclusive education. Theytedathat poverty was
responsible for high drop-out rates. It led to @¢hdbour and for some children,
life in the streets. It also perpetuated absenteeis some children stayed out

school to support their parents earn a living.

HIV/AIDS was also cited as another factor that wéfecting implementation of
inclusive education. There were many children whd lost their parents to the
scourge. Such children were either living with glaarents or other relatives,
some of whom might not necessarily have been cabwut their educational
needs. Some of them were even abused by relatiesheerefore living with
trauma. Others were living in children homes orotnvironments that were not
hospitable to learning. Teenage pregnancy, owingnaoy factors, was another
factor that negatively impacted on implementatibmolusive education. Lastly,
there was an impact because of media influencgemdmity to urban and rural-
urban fringe areas in the county. There were cerligious denominations that

did not emphasize the importance of education aftter As such, some of the
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students were regularly absent from school fogielis functions during school
days. There were also some students who were menudjethe outlawed

“Mungiki” sect in the region who were often absé&om school.

Divorce and parent separation also affected eduwcdti the County because
children of such families had to deal with emotiomauma as well as financial
challenges associated with such situations. Sipatenthood was another related
factor, which affected implementation of inclusigducation since some of the
single parents did not have stable income soueseet their children needs.
The parents were also busy working to support fiagnilies hence devoting less
time to follow up with their children’s educationaéeds. Some children were
also succumbing to negative peer pressure. Sonigeoéxamples given by the
respondents include engaging in drug abuse, preahaex, absenteeism, among
other negative behaviour, which was detrimentah&r education. According to
some of the respondents, some of these factorstedfe sizeable proportion of
the students with disabilities, which made theatitn complex hence calling for

proactive strategies to address the situation.

4.8.0 Inclusive education practices in the study Bools
The study investigated class teachers’ perspectesinclusive education
practices in order to triangulate information ob&al from headteachers. The

information on classroom practices is presentectuseveral sections below.

127



4.8.1 Instructional strategies
Table 4.14 illustrates the instructional strategigisized by class teachers to

address the academic needs of diverse studertts glassrooms.

Table 4.14

Instructional Strategies for Addressing Diversedsnits’ Academic Needs

Instructional strategies f %

Making modifications, accommodations, and adaptatio 43 17.9
Utilizing assistive and instructional technology 12 5.0
Using co-teaching /collaborative teaching models 33 13.8
Utilizing differentiated instructional strategies 173 72.1
Providing support services and staff 2 0.8

Note. N= 240;f = frequency of response¥; = percentage of responses.

The researcher through a questionnaire soughtdw krom the class teachers in
the study schools how they addressed the acadeseusrof diverse students in
their classrooms. According to table 4.14, only9%7.of the class teachers
utilized modifications, accommodations, and adagat to curriculum and
instruction to meet the academic needs of thedestts. This implies that without
instructional accommodations, modifications and paak#ons, majority of
students with disabilities are disadvantaged inessing the curriculum.
Mastropieri and Scruggs (2010) suggest strategiembking adaptations within
inclusive classrooms. These include basing adaptwtn student characteristics,

types of learning, the appropriate level of leagnamd the principles of universal
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design for learning. Of the respondents, only 0@8d the use of support staff
and services in their classrooms to meet the acadeeeds of their students.
Furthermore, only 5% of the respondents utilizednesoform of assistive
technology in their classrooms. Most of those whsponded to this question
indicated that they utilized low technology in thelassrooms. A significant
majority, 72.1%, stated that they used the diffeation method of instructional
delivery. However, follow up interviews revealed ilghdifferentiation was
utilized the lecture method remained the most damtimethod of instruction in
the study schools. To make instruction effectivaskiopieri and Scruggs (2010)
recommend implementation of SCREAM variables. These structuring
lessons; promoting clarity in presentations; emiplgyredundancy effectively;
teaching with enthusiasm; using an appropriate @ftepresentation; and
maximizing academic engagement. They also recomrsgatkgies that enhance
learning by increasing on-task student behavioaty @3.8% of the respondents

reported utilizing co-teaching and collaborativacieing models.

The results suggest teachers in the study utikaeging instructional methods to
meet diverse students’ needs. Based on the findihgslevel of adoption of
effective strategies was fairly low across the gtwdhools. Echevarria and
Graves (2011) advocate sheltered instruction giyate order to facilitate
understanding of lesson content and increase lgaraind retention. Lee,
Wehmeyer, Soukup, and Palmer (2010) confirm theitipes impact of

curriculum modifications on students’ academic gegaent. Haager and Klinger

(2005) suggest that teachers use a variety ofuictibnal strategies that increase
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involvement while taking into account the needshef students and the demands
of the learning environment. Soukup, Wehmeyer, Begin and Boviard (2007)
acknowledge that inclusion in the regular classroema necessary but not
sufficient step to promoting curriculum access.yreeggest that for inclusion in
the regular classroom to be effective, classroaitngs and ecological variables
should be considered. Additionally, they contendt thtudents with disabilities

should be provided with supplemental aids and sesvi

4.8.2 Behaviour management strategies

The researcher sought to know the behaviour manegfestrategies that were
employed by class teachers to address behavi@stgs in their classrooms. The
results are presented in Figure 4.7.

FIGURE 4.7. Strategies for Addressing Behavioural Needs of &ttslin
inclusive settings
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Legend. N =240; *Percentage (%) = percentage of class teachers’ respegseding strategies
utilized in addressing students behavioural needs in inelssittings.
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The data in Figure 4.7 show that individualized d&abur support plans were
neither used to address behavioural issues nor therechools utilizing anti-

bullying policies and curriculum, including cybeullying. Only 14.5% of the

class teachers indicated that they modified rulesl sexpectations to
accommodate certain students with unique behaviowads. However, 42.9%
utilized cooperative learning strategies to addreskavioural issues. Friend
(2008) suggests that cooperative learning strageggie more effective when their

implementation is based on research proven methods.

These results suggest that the headteachers mdyawetsufficient capacity to
address behavioural challenges and to design se¥idel systems of positive
behaviour support to ensure student success. @nagrsafe and healthy learning
environments are integral to inclusive educatitwe, findings suggest a critical
gap in the implementation process. FurthermorekPewd Scarpati (2010)
acknowledge that this era of inclusive school peast has sharpened the
challenge of addressing the unique learning andawetral characteristics
exhibited by students. Consequently, schools apea®d to design proactive
strategies such as school-wide positive behavioumgdrventions supports
(SPBIS) to promote positive student behaviour aatriing environments that
are safe and healthy for effective teaching anthleg. Furthermore, while most
behavioural needs may be addressed by school-wideckassroom supports,
some students may require targeted and intensieevention. These students
require functional behaviour assessments (FBA) aodompanying positive

behaviour intervention plans (BIP). Both supporeé#fective, individualized, and
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evidence-based process to determine the functmmexgt, frequency, intensity,
and variability of behaviour. Strategies in an uidiialized plan also proactively
address the identified behaviours. Causton and Hdreo (2014) assert that
headteacher leadership is essential in facilitabelgaviour supports for students.
This implies that leadership programmes should@efftly address this content

area in order to build headteachers’ capacity ppstt inclusive learning.

4.8.3 Addressing students’ social needs
The researcher sought to know strategies for aditigslifferent social needs of
students in the classroom:

FIGURE 4:8. Strategies for addressing social skills needswafrde students

100
90
~ B0
% 70 -
éﬂ 60 -
@ 50 -
5
= 40 - 32.5%
30 - 250, 27.1%
20 + 12.1%
o ]
0 T T
Social skills Counseling Culturally Peer support
instruction supports respansive strategies
instruction
Instructional strategies

Legend. N =240; *Percentage (%) = percentage of class teachers’ resmmseategies for
addressing diverse students’ social skills needs.

According to class teachers in the study samplly, 5% of the class teachers
engaged in social skills instructional strategigsis implies that the majority of

teachers were not utilizing these strategies taemsdthe social needs of their
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students. On the contrary, Jones and Bouffard (R@%8ert that schools are an
important context for social and emotional develepin because of the
significant portion of time that children spendriheConsequently, they postulate
that schools should integrate the teaching andami@ment of social emotional
learning skills into their missions and daily irgtetions with students. Choate
(2004) suggests the use of modelling, role-play, dinect instruction as some of
the strategies for teaching social skills. Socral amotional skills are integral to

inclusive learning and their low utilization impti@ gap that needs to be filled.

Up to 32.5% of the class teachers indicated usmgnselling supports. This
implies that the majority of class teachers were utdizing these strategies to
address the students’ social needs. While suggesiinnew approach to
counselling support, Louis and Gordon (2006) agbett counselling support is
critical to student learning because students faessures from peers, family,
and society, which impact their performance in sth®hey acknowledge that
the work of counsellors is often poorly defined aadygest that headteachers
need to facilitate a role shift to provide for thigective alignment of counselling

support with student achievement goals.

Only 12.1% of the responses showed that class eeachtilized culturally
responsive instruction to address the social neédseir studentsThis finding
appears to confirm the assertion by Gay (2002) ity teachers and teacher
educators think that their subjects and culture¢dity are incompatible. On the

contrary he affirms that, “academic achievementthinically diverse students
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will improve when they are taught through their owultural and experiential
filters” (p.106). He suggests that developing awdeolge base for culturally
responsive teaching is needed to make schooling mteresting and stimulating
for, representative of, and responsive to ethnjcdiVerse students. Culturally
responsive instruction for diverse students is irtgyd given that inclusive

education is about increasing participation indé@ag, cultures, and communities

(UNESCO, 2005).

The use of peer counselling strategy to addressdbial skills needs of students
was cited by only 27.1% of respondents. This suggbat peer counselling may
not be well established in the study schools asftettive means of addressing
social skills development. This finding appears#inconsistent with that of
Marangu, Bururia, and Njonge (2012) that peer celling is widely accepted as
a contributor to behaviour change among learnefeyTaffirm that peer
counselling assists students in building commur@oatproblem solving, and
decision-making skills. Even though peer counsgleems not well established
in the study schools, it remains a pivotal in addieg students’ social skills

development in inclusive educational settings.
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4.8.4 Adaptations/ modifications to the physical elssroom environment
The class teachers in the study sample identifiedious adaptations/

modifications to the physical environment in th@dassrooms.

Table 4:15

Adaptations/Modifications to the Physical ClassroBnvironment

Adaptations/Modifications f %
Furniture arrangement and orientation 32 13.3
Specific seating arrangements 13 5.4
Customized furniture (individualized desk, chatc. 10 4.2
Assistive and adaptive equipment (wheelchair, etc.) 0 0.0
Adjustments to sensory input (light, sound, etc.) 0 0.0

Environmental aids (ventilation, adjustable sourahting, etc.) 220 91.7

Structural aids (wheel chair accessibility, grabsbatc.) 43 17.9

Note. N= 240;f = frequency of responseXj = percentage of responses.

According to the responses in figure 4.15 above3%3cited the furniture

arrangement and orientation to maximize learningwelver, when probed

further, they indicated that the desks were espigdi@avy and cumbersome to
move around. Only 5.4% indicated that they had iiperrangement for various
lessons while 4.2% indicated use of customizeditiun® such as, individualized
desks or chairs. The study revealed that adaptjugment or adjustments to the
sensory input such as light or sound in the classsowere not utilized as

adaptations to the physical classroom environmetawever, 91.7% of the
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responses indicated that the classrooms as desajloeeed for ventilation but
other environmental aids such as adjustable sobitityaand heating during the
cold seasons were not factored in the design dtlibgs. Only 17.9% of the
respondents indicated that the classrooms hadt@tal@ids such as, grab bars

and wheelchair accessible entrances.

The above findings imply that not many schoolshia $tudy had made extensive
and appropriate adaptations to the physical enmiemt. According to
Mastropieri and Scruggs (2010), while each indigidand disability area may
require specific adaptations, it is important tovelep adaptations to the
classroom to accommodate students with physicalbdises. Consistent with
the principles of universal design for learning (UDPthey suggest several
strategies for adapting the physical environmertiese include classroom
arrangement to meet mobility requirements, suclvide isles for wheelchairs,
keeping isles clean of objects that may impede ltypband examining the
extent to which the classroom floors facilitate iotpede mobility. Inclusive
education implementation requires that due attanisopaid to adaptions that
address barriers to the physical classroom envieemmThe above findings,
considered in the light of the ideal case scenatiggest a significant gap in the
inclusive education implementation process. Devalpsufficient capacity for

headteachers to address this gap is imperativafmressful inclusive schooling.
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4.8.5 Barriers to participation in inclusive learning

The researcher sought to establish from the oteshers the barriers that
inhibited their ability to provide education to atldents in inclusive setting.
Table 4.16

Teachers’ Perceptions on Barriers to Inclusive Lreag

Barriers f %
Non-conducive learning environment 202 84.2
Insufficient teaching and learning resources 218 90.8
Inadequate school infrastructure 218 90.8
Religious beliefs 23 9.6
Cultural attitudes 205 85.4
Indiscipline among students 187 77.9
Shortage of teaching staff 232 96.7
Inadequate support services 106 44.2
HIV/AIDS scourge 120 50.0
Early marriages 62 25.8
Teenage pregnancies 60 25.0
Internally displaced persons 25 10.4
Poverty 225 93.8
Child labour 67 27.9
Jigger infestation 56 23.3
Unemployment 198 82.5
Disabilities 45 18.8

Note. N= 240;f = frequency of responseXj = percentage of responses.

According to table 4.16, 84.2% of the class tealedicated that the existing
classrooms and schools in general did provide #aldei environment for

learning. A vast majority, 90.8% of the participeundicated that the schools
had inadequate learning and teaching resource®é the learning needs of all

students. Inadequate school infrastructure wasl @tea barrier to participation
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by 90.8% of the respondents. Cultural and religibeBefs were referenced as
barriers to learning by 85.4% and 9.6% of the redpats respectively.
According to 77.9% of the respondents indisciplamong students in schools
was a significant barrier to learning while 96.7%ed shortage of teachers.
According to 44.2 % of the respondents, learning \mdversely affected by
inadequate support services, such as speech agdalgam physical therapy,
communication, occupational therapy, mental healimong other critical
services. The response from 50% of the respondeditsated that the HIV and
AIDS scourge was a barrier to learning. Besides8®5and 25% of the
participants respectively cited early marriages teethage pregnancies. Living as
internally displaced persons was stated as a babyel10.4% of the class
teachers. Poverty and child labour were referermedsignificant barriers to
learning by 93.8% and 27.9% of the participantpeetvely. Up to 23.3% cited
jigger infestation as having negative influencel@erning in the study schools.
According to 82.5%, unemployment negatively affdctearning since parents
were not able to pay for costs not provided fotha Free Primary Education
Policy (FPE) financing framework. Having a disdatiliaccording to 18.8% of

the respondents was reported as a barrier to fearni

The researcher made follow up interviews to gaimamosights regarding how
the barriers cited by headteachers specificallyec#d inclusive education
implementation. According to the respondents, theriérs were significantly
affecting inclusive education implementation aslves its sustainability. The

results are discussed below under several sub+igsadi
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Economic barriers such as insufficient funds, late disbursement BE Funds,
and high levels of poverty among parents and gaesdihad negative
implications in the implementation process. Poverays seen as the main barrier
to learning since it also triggered many othertegldarriers such as child labour,
and high dropout rates. After dropping out of s¢theome of the children were
working in coffee and tea plantations as well aisydand horticultural farms in
different parts of the county. Others were servasgdomestic workers, while
some were living in the streets of the urban ceninethe County. Some of the
respondents reported that some of the school dtspwmare also working as
hawkers in the local towns and market centres. @m@elteacher summarized the

problem of poverty,

Poverty is like a curse or a dragon rearing its ynagly heads. It spells
doom for families and their children. The differdrgads of the poverty
“dragon” that is wreaking havoc in this region asmbnstrated by high
dropout rates are: domestic workers, child hawkehdd labourers in

coffee and tea plantations, teenage “matatu” t@tteet children, teenage

mothers...and the list goes on and on. It is a veyying situation.

The above sentiments underscore the overarchimgplalyed by poverty as an
exclusionary factor in education. They echo thexctaby Bernard (2000) that
poverty is the most persistent and inexorable of exiclusionary factors.
According to her, poverty affects every facet ofamily’s life and that of its

children; hence making education a less compelli@ge. Moreover, this view
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on poverty is also harmonizes with that of Bootlil #ianscow (2002) that the
most powerful barriers to achievement are thosecisted with poverty and the
stresses it produces. In view of the foregoings instructive that schools were
excluding owing, in part, to failure by headteashter proactively reach out to
the families of children who had been made vulnlerddy poverty, including

absolute poverty. There was no data from the stahools on the number
children affected by poverty or interagency effadsmap out their needs for
successful inclusion. This situation suggests &icerdelivery gap that has a
bearing towards the nature and impact of leaderddiglopment in enhancing
headteachers capacity to promote inclusive schgolurthermore, economic
barriers also resulted in inadequate funding steeand levels, leading to
inability of schools to develop adequate infraduiue, attain optimum staffing

levels, and ensure sufficient learning and teachasgurces.

Physical/environmental barriers that were outlined by the respondents included
inadequate physical infrastructure such as classspo toilets, offices,
playgrounds, pavements, and ramps, among otheesinfiastructure design and
layout was cited as a barrier. In this regard, sedpnts revealed steep ramps and
in other schools there was inadequate number opsarmhey also reported
narrow corridors and doors that would otherwise bet accessible easily
especially to students on mobility and support stis® devices such as
wheelchairs. In other schools, some wooden andIndetrs were extremely
heavy. They also had combination latches that wigfeeult for students with

fine and gross motor difficulties to open withoupport. Some classrooms had
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rough uneven surfaces and narrow spaces betweks. d@shers had inadequate
ventilation and lighting. Some playgrounds were vwame and others had
overgrown grass and bushes. Other playgrounds alichave equipment such
goal posts, marked tracks, among others. Otherigdlybarriers included the
location of certain schools especially valley areash sharp descents and on

steep slopes, which made accessibility difficult.

Sociocultural and religious barriersthe respondents reported various
sociocultural barriers. These included the stigeaibn of students with

disabilities, those from poor families, and teenagehers who opted to continue
with school. Besides, the cultural practice of flan@rcumcision was cited as a
barrier. Those who underwent the rite often droppetdof school either because
of being ridiculed or because they considered tlebras mature and ready for
marriage. Religious barriers were also commonhis regard, some students and
parents belonged to religious sects that did netcepla high premium on

education. Specifically, some respondents repadtttetl some adherents of the
outlawed “Mungiki” religious sect did not encourageeir children to attend

school hence many dropout cases.

The aforementioned multiple barriers negativeljuafced the implementation
and sustainability of inclusive education. Eleweked Rodda (2002) call for
reforms to remove barriers to learning and to spmplementation of

programmes that transform schools into effectiv@usive environments. Pivik,

Mccomas and Laflame (2002), while examining basri@and facilitators to
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inclusive schooling affirm that facilitating inclwe environments requires
physical access, opportunity for optimal learnimgl &ocial experiences, and a
nurturing climate. They recommend that governmemt®rce civil rights laws,

develop inclusive policies and procedures for sthamd provide resources to
achieve them. Additionally, they assert that heachiers should model inclusive
attitudes and behaviours in order to lead the ermbknt of inclusive cultures and

practices.

142



4.8.6 Teaching and learning resource needs
Through a questionnaire, the researcher soughtdw khe resource needs of the
class teachers, in order to include more studeitts special needs as well as

other vulnerable learners in their classroom. TdWl& illustrates the needs:

Table 4.17

Types of Resources Needed to Facilitate Inclusiasstoom Practices

Resourcs neede f %

Availability of assistive technolo¢ 45 18.¢
Adequate teaching and learning materials 234 97.5
Conducive classroom environment 78 32.5
Availability of appropriate uppors andservice 45 18.¢
Connectivity to electricity supply 98 40.8
Accessibility ofICT infrastructur 62 25.¢
Structured teacher collaboration time 45 18.8
Adequate curriculum guides and resources 68 28.3

Note. N= 240;f = frequency of responseXj = percentage of responses.

The results in table 4.17 show that 18.8% of trepoadents cited a need for
availability of assistive technology (AT) for use curriculum and instruction.

Besides, 97.5% of the participants stated they edeatlequate learning and
teaching materials. The need for a suitable classrenvironment was suggested
by 32.5% of the respondents. Availability of apprafe support and services

were cited as resource need by 18.8% of the paatits. Electricity supply,
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according to 40.8% was a resource need, while 25c8%d the for ICT

infrastructure to be accessible. Likewise, 18.8% 28.3% respectively indicated
the need for structured collaboration time and adés curriculum guides and
resources respectively. In view of the aforememthnPivik, Mccomas and
Laflame (2002) suggest the way forward in makinigosts fully inclusive; they

require the necessary effort, policies, and ressurklehir and Katzman (2012)
assert that headteachers should ensure adequatecess to achieve inclusive

learning and establish strong collaborative probsaiving cultures in schools.
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4.8.7 Class teachers’ professional development need
The researcher sought to establish the professamatlopment needs of class
teachers to ensure their classrooms were moresinelland that they held all

students to high academic standards.

Table 4.18

Teachers’ Inclusive Education Professional DevelepniNeeds

Training needs f %
Modification of the curriculum 240 100.0
Assistive and instructional technology 215 89.6
Guidance and counselling skills 102 42.5
Inclusive learning strategies 240 100.0
Collaboration with parents and families 205 85.4
Educational assessments 58 24.2
Effective lesson plannir and implementatic 75 31.c
Classroom management strategies 116 48.3
Behaviour management strategies 175 72.9
More knowledge on diverse disabilities 179 74.6
Inclusive education service delivery models 45 18.8
Transition planning 43 17.9

Note. N= 240;f = frequency of response¥; = percentage of responses.

According to Table 4.18, all the respondents indidahat they needed training
on how to modify the curriculum to meet the diveneeds of learners. Assistive

and instructional technology was indicated as mitrg need by 89.6% of the
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respondents. There was 42.5% of the staff thatrregpdhey needed training in
guidance and counselling skills while all the rewgents cited the need for
training in inclusive learning strategies. Up ta486 indicated need for training
in collaborating with parents and families. Eduza#il assessment was cited as
an area of need for training by 24.2% of the redpats. Effective lesson
planning and implementation, according to 31.3%s vea area of need for
further training. Classroom and behaviour managemtategies were cited as
areas of training need by 48.3% and 72.9% of thparedents. Still, 74.6% were
interested in gaining deeper insight into differdisabilities. Further, 18.8% and
17.9% respectively indicated a need for trainingniclusive education service

delivery models and transition planning respectivel

Professional development is vital for effective lisive learning (Munk &

Dempsey, 2010; Haager & Klinger, 2005). Hehir angtzfan (2012) report
significant depth and breadth of professional dewelent in effective inclusive
schools. The professional development in these adshaddresses pertinent
topics, such as the ones suggested by teachene study. Haager and Klinger
(2005) assert that effective professional develaygrfer teachers in collaborative
inclusive programmes focuses various components asicexploration of theory,
demonstrations in actual classrooms, practice usdeulated conditions, and
coaching to address challenges during implememtafidfney also affirm that
teachers require structured job-embedded oppoesnito share expertize

through peer coaching, and adapt teaching modéfetoeeds of learners.
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4.8.8 Headteachers’ classroom level inclusive edua support

The researcher investigated the support that thsscteachers received from
headteachers in promoting and sustaining inclusiodiverse learners in their

classrooms. The teachers indicated the supportrde®yved was general and not

specific to inclusive education.

Table 4.19

Support Provided by Headteachers to Promote InetuS§ilassroom Practices

Types of support f %
Collaboration with parents and families 205 85.4
Resource mobilizaticand manageme 20C 83.c
Handling of student and staff discipline issues 155 64.6
Procurement cteaching andearning materia 12¢ 53.¢
Physical facilities development and maintenance 212 50.8
Allocating time for professional developme 38 15.¢
Motivational programmes for students and staff 29 12.1

Note. N= 240;f = frequency of responseXj = percentage of responses.

According to table 4.19 above, 85.4% of the respatg] headteachers provided
support in collaborating with parents and familesile 83.3% cited support in
resource mobilization and management. A signifiaaninber of headteachers,
64.6% indicated that they received support on mattelating to disciplinary
issues of students and staff. Further, 53.8% an@&%0of the respondents
respectively cited support in procuring teaching dearning materials and the

development and maintenance of physical facilittdso, 15.8% and 12.1% of
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the participants respectively alluded to receivéugport in terms allocation of
time to attend professional development forums amativation to improve

teaching and learning.

The types of supports reported class teacherseisttidy are consistent with the
stance taken by Riehl (2000) on the role of heafha of inclusive schools. She
asserts that three broad categories of tasks bgtdwzhers facilitate inclusive
practices. These are: fostering new meanings abeeitsity, promoting inclusive
cultures and instructional programmes, and buildne¢ationships between
schools and communities. She affirms that the keeatier's approach to these
tasks determines the degree to which their practene be characterized as
inclusive and transformative. Consequently, heaties require effective
leadership development to promote inclusive learimrough transformative

leadership.

4.8.9 Class teachers’ perceptions of the challengesing headteachers
The researcher sought the class teachers’ pernsmifathe challenges that faced
headteachers in implementing inclusive educatidre flesults are presented in

Figure 4.9.
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FIGURE 4.9. Class Teachers’ Perceptions of the Challengesdacin
Headteachers in the Implementation of Inclusivedation

Indiscipline among students
Weak community support

Inadequate school infrastructure

Insufficient teaching and learning

0.7
materials 97.5%

Inadequate support from education
officers

Shortage of teaching and support staff

Inadequate training on inclusion 100%
Weak palicy framework 85 4%
Insufficient funds 87.5%
Inadcquate support from teachers
Insufficient support from parents 97.5%

0 20 40 60 80 100 120

Percentage (%)

Legend. N=240; *Percentage (%) = percentage of class teachers’ e=pon their perceptions
regarding the challenges faced by headteachers in termantation of inclusive education.
Data presented in Figure 4.9 show that 97.5% ofclass teachers reported
insufficient support from parents was one of thalleimges the headteachers
faced in promoting and sustaining inclusion. Up&3% of the respondents felt
that their headteachers received inadequate supoont teachers to promote
inclusive education. A significant majority, 87.5@tted insufficient funding
streams and levels as a challenge facing headtsach€he absence of an
inclusive culture was reported as a challenge ¢tugion by 85.4% while all the
class teachers felt that headteachers had insrifidinowledge and skills to

promote and sustain inclusive educatiShortage of teaching staff and support
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staff was reported by 68.8% of respondents whileb%2 cited ineffective
monitoring and coordination by the field officers ahallenges confronting
headteachers. Lack teaching and learning matesiassstated by 97.5% of the
respondents. Further, 72.5% of the respondentsepert inadequate school
physical infrastructure as a challenge. Weak conityisupport for inclusive
education was referenced by 34.4% of the respoad&tudents’ indiscipline

issues were reported by 60.4% of the respondents.

4.9.0 The inclusive education service delivery mobim the study schools

The study schools fell into three categories; 1&Qukar schools, 12 regular
schools with special units attached to them andethepecial schools that had
been hived off from regular schools. Data analysiealed that each school
enrolled students with a diverse student populatiooluding students with
disabilities and other special needs. In the thrategories of schools, there
seemed to be no specific service delivery modehupbich inclusive education
implementation was anchored. Few and unstructuesdents of models like the
Universal Design for Learning (UDL) and multi-tiereinstruction were
discernible. Consequently, in the absence of aectfe model of service
delivery none of the schools implemented inclusith fidelity and integrity.
There was no evidence of pull-in services wherecigp@ducation and related
services were brought to the students in the regdacation classrooms. Also,
there were no pull-out services for special edooastudents within an inclusive

learning framework.
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The existing inclusive learning framework also diat provide for effective co-
teaching, which within an inclusive perspectivegrpotes harmonious working
relationships between the special education andlaegducation teachers by
way of team teaching, modifying the curriculum,igagg accommodations, and
implementing diverse instructional strategies toetrhe learning needs of all
students. Furthermore, the inclusive framework dad provide for effective
collaborative problem solving and networking betwégachers to ensure higher
levels of student achievement. The special edutdagachers actually appeared
to operate independently with little or no colladimon with regular class
teachers. The existing framework did not provioierélated services in inclusive
settings. The respondents indicated that teacharsnts, and students were not
effectively involved in decision-making processtioé school and most appeared
not to support the inclusion of children with didép in the regular classrooms.
Specifically, the climate and culture in most sdsoseemed to suggest that
change towards effective inclusion of students widabilities was not expected,

supported, and encouraged.

4.9.1 Assessment and placement of children with disilities

There was no clear system for the identificatiod assessment of students with
disabilities. The students were either referred dssessment by schools or
directly by parents. Assessment was done at thessisent centres in districts.
There were four Educational Assessment and ResdDerdres (EARCs) at

Limuru, Kiambu, Ruiru, and Thika. Educational assesnts were done at the

centres and referral or placement decisions malkie.aBsessment report mainly
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referred children to special education in the sgaanits. Most of these students
with disabilites were not placed in age-appromgiatgeneral education
classrooms, but instead they were placed in theiapnits. In the units children
of diverse ages were educated together. Accordirspine teachers, some of the
students had stayed in the same class for morestan years. It was evident
that there was no clear inclusive approach to spemilucation delivery as

students with disabilities were placed in Speciaitdlasses.

The classes seemed to operate with inadequateirigamhd learning materials.
Another feature was the fact that they operatedh wib onsite provision of
training and technical assistance for classroonvei®l of educational supports.
There were no resource rooms or self-containedsidass to promote the
delivery of special educational supports. Some DQ#ASand class teacher
alluded to the fact that some headteachers werenrfatour of implementation
of inclusive education on grounds that inclusionstdidents with disabilities
negatively impact on their schools’ academic penfonce. The schools operated
without a clear inclusive service delivery modedameadteachers seemed not

aware of such models.

Analysis of data reveals that each school had msome initiative to
accommodate diverse students. However, there waskaof a framework to
harmonize the general and special education serunte an effective inclusive
learning model. There was no evidence that schaodsdistricts adequate data

system to inform decision-making regarding how aitnére to deploy resources
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effectively and efficiently to promote inclusive weghtion reforms. The teachers
were not involved in educational assessments afesiis with special needs and
Individualized Educational Programmes (IEPs) weog utilized, after referral

and placement, to provide strengths-based inteowentfor these students in

general education classrooms.

4.9.2 Provision of Educational services and suppat

From the analysis of data, it was evident thatstuely schools served diverse
student populations. Certain students, especiatigd with disabilities required
extensive supports and services across many afd@he ourriculum. However,
such services were significantly limited or viriyalnavailable at the school
level. For example, multi-disciplinary teams brimgitogether professionals such
as, speech and language pathologists, communicatigerts, physical therapists,
audiologists, and school psychologists, among etheere not available to offer
on-site support services to students. There was alsignificant deficiency of
instructional supports such as, augmentative amernattive communication
(AAC) devices and other forms of assistive techggl¢AT). On the contrary,
students with disabilities require intensive anstaimed services and supports to
ensure effective learning (Friend, 2008; Kirk et 2D09; Smith & Tyler, 2010).
Moreover, services and supports are needed forstiveess of students with
disabilities in inclusive learning environments (8an & Theoharis, 2014; Hehir

and Kartzman, 2012).
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4.9.3 Educational setting and student groupings

The educational setting in the study schools sugddew level of inclusion. The
special and regular education operated mostly dasatiy exclusive dichotomies.
Most of the students with disabilities were seriedhe special unit. However,
the perception was that the schools were includespite placing these students
in a restrictive environment. Comprehensive assestsnwere not used to
determine eligibility and placement decisions. @e tontrary, intuition, beliefs,
and stereotypes seemed to play a major role inanfling placement decisions
for students with disabilities. The students witkatbilities spent all their day in
the special unit. The special units utilized a sroategorical special education
model, which involved mixing students with diffetedisabilities and basing
educational service delivery more on student neattger than their identified
disabilities. In other cases the students wereeplaa substantially separate
settings, meaning special schools. Three schooladad in the study had been
hived off regular schools with the notion that gtedents with disabilities would
be served better. Conversely, this substantiallpassge educational setting
suggests marginalization of the very students ttheca&tion system seeks to

include in mainstream education.

4.9.4 Level of assistive and instructional technofyy utilization

The range of assistive technology and the levakolinology integration in the
study schools were significantly low. There was imited range of low
technology especially use of charts, adapted ddsiexe was also a significantly

limited range high technology in the study schodlse range included manual
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wheel chairs, and hearing aids, among others. T&erity of the schools had
inadequate ICT infrastructure. High impact techgglodevices such as
computers, voice output devices, communications;aadd educational software
were not available to support learners with distéd. The schools were grossly

deficient in terms of integration of technology kvthe curriculum.

It was also evident that technology was not comsiien the development of
IEPs as a critical component of education serviekvery for students with

disabilities. Instead, the few IEP documents amalydo not specify if a student
needs assistive technology as an accommodatiotedoning or mobility and

support. The funds provided for each student ufréer primary education were
not enough to meet the cost of most forms of agsisgechnology while most
teachers were not aware of the available technabpgipns for their students in
the market. Technology integration was made woysthé fact that the majority
of teachers had limited technical capacity for sl@aem and school-wide
technology integration with the curriculum. In atifeh, the ICT integration

policy does not spell out how assistive technolagy be integrated in both

inclusive and special education.

Notably, the Constitution of Kenya (Republic of Kan 2010), section 54 (1),
states that a person with any disability is erditte: (b) access educational
institutions and facilities for persons with didélds that are integrated into
society to the extent compatible with the interestéhe person; (c) to reasonable

access to all places, public transport and infoiomat(d) to use Sign language,
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Braille or other appropriate means of communicgtannd (e) to access materials
and devices to overcome constraints arising froenghrson’s disability. It is
therefore clear that the letter and spirit of thengtitution is that assistive
technology is critical to the effective functioniagd education of persons with
disability. This resonates with the stance by Sratid Tyler (2010) that
technology helps to “level the playing field” (p)2&nd facilitate access the

general curriculum in regular education classrofomgearners with disability.

Kuder (2013) recommends development of competemdgiisAugmentative and
Alternative Communication (AAC) operations. Beukaimand Miranda (2005)
in their review of research have identified adnthaiive support, availability of
an AAC system, strategies for modifying/adapting ¢tlrriculum, team expertise
on assistive technology use and inclusive practiaed a collaborative school
culture as integral to the successful inclusionA&C users with disabilities.
Moreover, successful inclusion is premised on sitglewith disabilities
participating to the maximum extent possible witpitally developing peers in
the regular education classroom. Utilization of iste® and instructional
technology facilitates this successful inclusiongass. The headteacher as the
technology leader has an important role in suppgrechnology integration into
student learning activities and professional dgwalent of teachers in this area

(Grady, 2011).
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4.9.5 Individualized education programmes (IEPS)

The Basic Education Act (Republic of Kenya, 2018¢sl not expressly mandate
that an IEP, which is a roadmap to guide instructialelivery and the provision
of other requisite services, be delivered to ewtild identified with a disability.
The Act is also not clear on accountability for ledEP developed. During this
research, the teachers reported that IEP meetirgge wot held to review
students’ progress and most were not aware of \Wbalg be in the IEP teams.
As a consequence, the IEP process in the studyolschveas insufficiently
provided for. The teachers interviewed reportedirigavno records of the
accommodations for students’ special conditionfieuit which their educational

performance is affected.

The headteachers, teachers, parents, the distriebpnel, and other stakeholders
were not actively involved in the development amgiementation of IEPs. The
criteria for the development of IEPs were not dieapecified. For example,
class teachers indicated there was no pre-referogkess in place through which
struggling students in general education classroomdd be identified and
appropriate interventions designed. Other thaneradtest results that analysed
mainly the mean standard scores, there were inatlegqueasures aimed at
establishing how and why students were strugglidgltiple measures were also
not utilized to determine the effectiveness of sutgpand related services. To
determine eligibility, the EARCs administered “dsol readiness test” with the
students only receiving a placement letter butrésellts were not communicated

to the school.
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Student referrals to special education were sugdely parents and teachers
based on identifiable disability characteristicsd amtuition, especially for
students with intellectual and cognitive disaleti This suggests that the
identification and referral of student were in moases not based on diagnostic
and other necessary assessments done by profdssi@sasuch the children
were denied early intervention services that woattlerwise minimize the
impact of disability in the learning process andilfeate greater student learning
and achievement. Instead of utilizing multidisaigliy teams in the identification
process, individual assessment officers at the E®\R{d the assessment and
single-handedly determined eligibility for specidlucation services. Besides,
eligibility for special educational services wag aatomatically followed by IEP
development. There were no formal IEP meetingstiberate on the appropriate
education and the array of supports and relatedcesrto facilitate achievement

of IEP goals and objectives.

An IEP documents the child’s special education sesud the related services
and supports that will be provided to address tmesals. This implies that IEPs
are critical to the success of students with spe&@ads in inclusive educational
settings. However, the situation in the study sthouplies that the IEP process
is not adequately developed. Contrary to the sdoain the study schools,
Gleckel & Koretz, (2008) affirm the significance tfe IEP as a multi-stage
process that includes: (a) exploration of pre-rafeconcerns and options; (b)
designing the collaborative individualized assesgmplan; (c) collecting,

charting, and analysing assessment data; (d) emgdgi an IEP meeting to
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synthesize assessment data, determining eligilahiy planning for instruction;
(e) writing the IEP document; (f) implementing tli#® and monitoring progress.
Bateman and Linden (2008) reference the reauttbiR&A law (IDEA, 2004)
in the United States and affirm that the IEP precéxludes procedural
safeguards designed to ensure access to free gmmdpapte education for
children with disabilities. The gap with the IEFopess in the study schools is
that while the law provides for access to educdiorall students with disability,
the procedural safeguards are not explicit. Funtioee, the IEPs should be both
legally correct and educationally useful (Batemari&den, 2008) for students

with disabilities to receive appropriate and qyaditiucation.

4.9.6 School safety and security standards

The Ministry of Education, Science and Technologyg lileveloped the Safety
Standards Manual for Schools in Kenya (MinistryEafucation, 2008), which

outlines safety guidelines for schools in the counDocumentary analysis
reveals the standards in the manual are premiseétieonationale that safe and
secure school environments facilitate and fostalityuteaching and learning in
educational institutionsThe development of these standards is in recogndfo

the critical role of school safety in the provisioh quality education. They
demonstrate the commitment of the Government ofydhrough the Ministry

of Education, Science and Technology to institwtla® and mainstream school
safety. The manual spells out the critical rolesst#keholders in promoting
safety and security. They also mandate the estmbiiat of a safety sub-

committee in each school. They also specify thesralf the headteacher and the
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teacher in charge of school safety. However, tha&lystfindings reveal the

standards were not implemented with fidelity.

The study established that the majority of the sthalid not have a safety
curriculum and critical equipment. Most schools dat have secure compounds
and buildings. Some classrooms had no windows aadsd which made them
unsafe. The structure and design features of moktifigs raise safety concerns.
For instance, some buildings had grilled windows siory buildings had narrow
and steep stairs. Story buildings did not have smpelevators, which made
accessibility difficult for students with physidaandicaps. Most of the buildings
had no fire equipment or procedures for dealindiite emergencies. None of
the schools practiced evacuation drills, lockdowos other emergency
procedures. Some of the stores and classes werergaized with safety in
mind. For example, some classes were crowded wathow spaces between
desks; stores were crammed with books and othehitegaand learning materials
without due regard to fire emergency responseddfeim were not instructed on
emergency response and safety plans for learnénshgiability were inadequate.
Uneven surfaces and overgrown vegetation on mahgosccompounds made
them unsafe for students. In many buildings andsttaoms there was poor
ventilation and insufficient lighting. There werls@ open sewers and dumpsites
close to schools in urban centres while some rafpas reported leaking roofs

in their schools.
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Many schools did not have a well-established vigii@tocol other than routine
visitor's book signing without, in most cases, fgng the identities of visitors.

Teachers and other employees of the school wer@nat regular basis, required
to go through background checks, including crimireaords. None of the study
schools had developed anti-bullying curriculum, iges and procedures
including cyber bullying. The schools also operatéthout a clearly defined

mandated reporter framework for identifying andartipg cases of neglect and

abuse of students.

The Safety Standards Manual indicates that hedutesare in charge of the
proper implementation of school safety policies andrdination of all stages in
the implementation process to ensure safe, secureaing schools. However,
the wide gaps in the implementation process obdeirvéhe study schools raise
serious and pertinent concerns regarding the dgpatiheadteachers to ensure
the integrity of the implementation of the safetsrglards. A safe and orderly
school environment is a necessary condition fodestt achievement (Robinson,
2011; Marzano, 2003). Further, Marzano (2003) revemds ecological
interventions, school-wide rules and procedured, @mogrammes for enhancing
student self-discipline and responsibility. Howevbe situation in the study
school reveals safety and security related gaps.sEbools to be successful

inclusive learning environments they need to be aafl secure.
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4.10.0 Policy challenges facing implementation afi¢clusive education

The study examined policy challenges affectingithplementation of inclusive
education in the study schools. To reinforce théormation provided by
headteachers regarding programmes implementechookscto support inclusive
education, the District Quality Assurance and Saadsl Officers (DQASOS)
indicated that the government of Kenya had desigimerventions that the
headteachers were implementing under different émaonks with the support of
their school districts. The Free Primary EducatieRE) policy was introduced in
2003 to ensure universal access to basic educasi@right of every child. The
FPE funds are disbursed directly to schools throtwgh accounts, the School
Instructional Materials Bank Account (SIMBA), usddr the purchase of
instructional materials and General Purpose Acco(BPA) for meeting
operational expenses. Specifically, the SIMBA actaaters for the following
items: text books, exercise books, supplementagaes and reference materials,
pencils, dusters, chalks, registers and chartsvaidmaps. GPA on the other
hand is responsible for operational expenses, stupgt@aff wages, repair,
maintenance and improvements (RMI), activities, ligaassurance, local
travelling and transport, electricity, water anchservancy (EWC), postage/box
rental/telephone and contingencies. One DEO askéite this district, the FPE
policy has significantly improved access to edwatior children from poor
families, the orphans and other vulnerable grodpss is perhaps the most

significant policy of this decade.”
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The DQASOs also cited Kenya Education Sector Sugpargramme (KESSP)
as another funding framework under which programiveseficial to inclusive
education had been implemented. This multi-prongteategy covers a plethora
of programmes. They include infrastructure develepmwater and sanitation,
as well as health and nutrition. The Constitueneyd&opment Fund (CDF) and
funds from other donor organizations had signifigasupplemented the existing
funding framework Other frameworks implemented in schools with tha aff
promoting inclusive education include the speciageds education policy.
Through this policy regular schools have been ogeup to children with
disabilities. Students have been enrolled in thecigh units with the hope that
those who qualify are integrated into regular ¢lasss. Another policy is the
HIV/AIDS education sector policy of 2004 with théjective of ensuring the
environment is conducive for those affected anedted with the HIV/ AIDS
scourge. Other policies include re-entry policy fprls who dropped out of
schools due to pregnancies and early marriage®, Alglicy on Marginalized
and orphaned children (MVCs) has been instrumentglromoting inclusive
education. The DQASOs also mentioned the Gendaypa education of 2007
as yet another one, which supported inclusive dgrcamplementation in their
respective districts. This policy continues to podengender parity and equality

for in education in the sample districts. Accordingopne DQASO:

The gender policy seems to have worked really feelthe girl-child; not
just in our district but also in the entire counfjnere are schools now

where the population of girls is higher compared that of boys!
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Certainly, the focus should now shift to the boylethvho seems to be

steadily becoming both vulnerable and marginalized.

However, interview data reveals that headteachersndt utilize an index or
indicators of inclusive education in the implemeiota process. This is
inconsistent with the stance by Booth and Ainsc@@0@) who affirm the critical
role of index for inclusion in ensuring the capgcitf schools to determine
priorities for change based on their contextualittea and to evaluate progress.
They also did not anchor the implementation ofusnle education on evidence-
based service delivery models. The current apprabaerefore raises pertinent
guestions regarding the effectiveness of inclusisdecation policies, the focus of
headteachers’ leadership development and the dgpati headteachers to
implement inclusive education in a systematic andtanable manner.
Moreover, the districts and the county had notsteged or mapped out the
needy and vulnerable children to ensure policiesather interventions targeting

them remained effective.

Documentary analysis was done to examine headteacHeadership

development policy in relation to inclusive eduoati The Teacher's Service
Commission (TSC) Act (2012), section 35, mandatedegsional development
for teachers irompliance with the teaching standards. Sub-seétipatates that
the Commission shall ensure steps are taken torem&rsons in the teaching
service comply with the teaching standards preedrity the Commission. Sub-

section (2)(a) states that every registered teadteuld undertake career
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progression and professional development programiifes Commission is also
empowered under the Act to enter into agreementis any institution, body,
department or agency of the Government with re¢g@rdmong others, pursuant
of its functions and powers in teaching standazdeger growth, and professional
development. Headteachers being employees of tkkars expected to comply
with the provisions of this section, including tlsanctions provided for in
subsection (3) in the event of failure to undertaleeer and professional
development. Additionally, section 68(1), the CalinSecretary shall in
collaboration with the relevant stakeholders develte National Qualifications
Framework to- (a) set the standards and benchmfarkgjualifications and
competencies including skills, knowledge, attitydasd values; (b) define the
levels of qualifications and competencies; (c) pevfor the recognition of
attainment or competencies including skills, knalgle, attitudes, and values;
and (d) facilitate linkages, credit transfers amxeérmptions, and a vertical and

horizontal mobility at all levels to enable entrg;entry and exit.

However, the professional development mandate tsspecific to inclusive

education. There is also no policy provision thpecsfies how professional
development for headteachers should be conductathdfmore, the mandate
does not specify framework for accessing leadersieégelopment services.
Consequently, there is a clear policy gap on maudaburces of leadership
development and the criteria or threshold a serpiawider should meet to be
licensed. As a result, headteachers in the stucBived leadership development

from diverse sources with significant variationgheir contents, design features,
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delivery strategies, quality, quantity, and reles@arBesides, in the absence of a
clear policy framework, the headteachers facedamatsons for failure to acquire

leadership development.

The absence of a clear policy framework also cbated to the lack of a

cohesiveleadership development infrastructure in the couktyr instance, the

county had no educational leadership institutionsalaborative frameworks

with institutions of higher learning to provide teaship development to its
headteachers. The county and the districts dichawé a specific department or
unit charged with coordinating and harmonizing kb&dership development of
headteachers. At the district level, there was epadment that kept track the
nature and quality of the leadership developmetivites of headteachers. There
was no policy framework on the evaluation headteatdadership development
and its impact in the implementation of inclusivkieation. Apart from a college
certificate, there were no licensure requirementspalicy to determine the

specific leadership competencies that headteacivers expected to attain.
Consequently, effective approaches such as megten coaching were not
utilized to facilitate the development of headteashin a personalized manner.
Also, a lack of clear policy contributed to headtezrs not being exposed to
inclusive education service delivery models suchResponse to Intervention

(RTI), Universal Design for Learning (UDL).

166



4.11.0 Institutional challenges experienced in thiemplementation of inclusive
education
The researcher sought to know the institutionalllehging that headteachers

experienced in the implementation of inclusive ediaon.

Table 4.20

Institutional Challenges Facing Implementationraflusive Education

Challenges f %

Inadequate financial resources 122 97.6
Insufficient support from education offici 76 60.¢
Negative attitude towards inclusion 72 57.6
Lack of focused professional development 98 78.4
Inadequate assistive technology 45 36.0
Weak inclusive policy framework 88 70.4
High teacher pupil ratios 103 82.4
Inadequate school infrastructure 65 52.0
Ineffective students’ assessment and identification 45 36.0
Examination oriented system 42 33.6
Delayed disbursement of fun 11€ 94.£
High number of ‘at risk’ children 105 84.0
Limited capacity of school committe 68 54.£
Weak accountability systems 48 38.4
Ineffective coordination mechanisms 66 52.8

Note. N= 125;f = frequency of responseX; = percentage of responses.
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According to the Table 4.20, inadequate finanaaburces were cited by 97.6%
of headteachers as a major challenge in the impleten of inclusive
education in the study schools. Limited supporirfrile Ministry of Education,
Science and Technology’'s field officers was refeesh by 60.8% of the
participants. Other challenges cited included negaattitudes towards the
inclusive approach to education (57.6%), lack ofcuked professional
development (78.4%), limited availability of assist and instructional
technology (36%), and unclear policy on inclusivki@tion (70.4%). Besides,
headteachers cited high teacher pupil ratios (8R.4kadequate school
infrastructure  (52%), ineffective assessment ancentification (36%),
examination-oriented system of education (33.6%l, delayed disbursement of
free primary education (FPE) funds (94.4%). Thenhimmber of students ‘at
risk’ of academic failure or dropping out schootllas, orphans, students with
disabilities, and those from extreme poverty backgds, was cited as challenge
by 84% of the respondents. Further challengesmadliwere, the weak capacity
of school committees (54.4%), weak accountabiliygtams in the inclusive
education implementation process (38.4%) and ingWe coordination
mechanisms between the districts and the MinistrEducation, Science, and
Technology headquarters (52.8%). These institutichallenges and how they

inhibit inclusive education are discussed in ma®illin section 4.9.2.

4.11.2 Challenges inhibiting inclusive education iplementation
The results of survey data, follow-up interviewsthwheadteachers and class

teachers, in-depth interviews with DQASOs, and doeuntary analysis provided
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deeper insights into challenges inhibiting effeetimclusive education in the

study schools. The factors affecting inclusive edionn implementation are

discussed below under several themes:

1.

Inadequate knowledge and skills to effectively imgiment inclusion

Majority of headteachers perceived themselves agndainsufficient
knowledge and skills to implement inclusive edumaiin their schools. They
indicated this was particularly difficult, givenatinclusive education focuses
on all students regardless of their unique andrdevéearning needs. They
also felt that the issue was compounded by lagirefservice and in-service
training with a specific focus on inclusive eduoatiimplementation. The
DQASOs indicated there was indeed a huge systera-witbwledge and
skills gap relating to inclusive education. Theysetved that each district
lacked personnel trained adequately on issuesabfisive education. They
attributed this to lack of adequate and focusedideship development
opportunities in this key area. The lack of capaeit the district level was
cited by the DQASOs as a major barrier to inclusieducation
implementation because it inhibited the ability dibtricts to effectively

monitor and evaluate the implementation procesiseaschool level.

Unclear inclusive vision and mission
An inclusive vision and mission that held all stt$eto high educational
standards did not drive the implementation pro@essudy schools. Most of

the school mottos reflected a focus on academieaement, with only a few
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schools whose vision and mission statements arel vaues exemplified a
commitment to equitable and inclusive educatiorer&éhwere no schools with
specific ceremonies and rituals that emphasizetusive® education. The
headteachers and teachers alluded to the factthibgtdid not utilize the
symbolic framework, for example, inclusive core ued and vision to
entrench inclusive education in their schools. Heevethe school’s culture
must be founded on a set of core values and beheatsinform all decision-
making, policies, and practices to achieve inckisaducation (Munk &

Dempsey, 2010).

Negative attitude toward diversity and the inclusie education approach
Most of the headteachers interviewed seemed todifiidulty in admitting
students with diverse needs especially those witinitive disabilities for
fear they would have a negative impact on acadesesiglts. Besides, some of
the headteachers indicated that students with tegndisabilities were
bound to demonstrate challenging behaviours. Thvess evidence that
majority of the headteachers made little consceftmrt to embrace diversity
since most of the school mottos reflected purdustcademic goals. Only few
schools had mission and vision statements, moswiuth exemplified
academic achievement and value for diversity. Hiusive reforms are to
succeed, then schools and their stakeholders muomiraee diversity.
Furthermore, Riehl (2000) asserts that school nefean only take place
when broad constituencies, including professiorsilgjents, parents, and the

general public embrace the reforms.
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4.

Insufficient professional supports and services

The study schools were characterized by insufficefessional supports
and services within and outside the education syste effectively
implement inclusive education. Different departnseand line ministries
provided the professional supports and servicesrdow to headteachers.
Services such as health, social services, ICT,sassnts, counselling and
rehabilitation, justice and many others were ndilgaaccessible in most
districts despite their pivotal role in promotingciusive education. Within
the educational system itself, key support services professionals such as
support teachers, special subjects teachers, p@lhysierapists, school
psychologists, speech and language pathologistsialsavorkers, and
communication specialists, among others, were matlable to support

inclusive education implementation.

Limited cohesive accountability systems

Cohesive accountability systems were limited in¢banty, the districts and
the schools to support inclusive education impleiatégon and sustainability.

This had resulted in inconsistent implementationnefusive education. For

example, whereas the goal of inclusive educatios twdave regular schools
educate all students, one of the districts had gindine status of two schools
by splitting them into regular and special schdsed on the notion that the
move provided for access to funding from the gowexnt. While the

thinking that informed the change of status maydl&, it went against the
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spirit of inclusion since it marginalizes the vestydents the system seeks to

include. A concerned teacher summed it this way:

My students were making good progress in the regidasroom. Just
seeing their typical peers raise their hands tevans question was
sufficient motivation for some of them to try. Thiegd come to bond
with each other and this was great. But all thatmaw changed. It is

like our students no longer matter and this iskirmwrong.

Issues of accountability also revolve around immetation of policies
related to inclusive education. There are manycpesdiand implemented by
different line ministries, which had resulted irsplirate responses that had
not produced the intended outcomes at the schoall. leThere was no
accountability framework to determine how differembhulti-pronged
approaches impacted on inclusive education andstabksh the level of
inclusiveness in each of the public primary schaokhe County. There were
no indicators developed by the districts in the ntputo determine the
effectiveness of inclusive implementation in stusighools. Instead, the
effectiveness of inclusion as described in therigisQuality Assurance and
Standards reports focused mainly on physical ituature in terms of

accessibility such as, number of ramps and disalgiimpliant toilets.
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6.

Inadequate collaborative planning time and implemetation framework
According to class teachers and headteachersboodiave teaming, which
they asserted was important for successful inctusarning, was provided
for sufficiently. The schools did not adequatelyusture time for staff to
collaboratively prepare lessons and plan instroeticstrategies, including
curriculum adaptions and accommodations. There wias inadequate
collaboration between the schools and districtsd@veloping innovative
strategies to make schools more inclusive. The DQ#ited time
constraints, transport challenges, inadequate peetoand other challenges.
There was insufficient collaboration in personmairting to support effective
implementation of inclusive education. In contrddtink & Dempsey (2010)
assert collaborative problem solving and plannireg aitical features in the

effective provision of inclusive education.

The high teacher pupil ratios

High teacher pupil ratios seem to have been congexithe problem of
implementation of inclusive education. The aver@geher—pupil ratio stood
at 1:50. This made it difficult for the teacher effectively individualize
learning to meet the needs of all students in thescoom. As a result, the
teachers tended to give priority to students ddiagier academically while
neglecting the weaker ones. Such an approach mge tlstudents with
learning disabilities, and other learning needs disadvantage. The problem
of high teacher-pupil ratio made it difficult foedachers to regularly assess

students’ progress. These findings are consistemMEBSCO (2005) report on
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the increases in the number of pupils in primaryosts against a growing
shortage of teachers. Saphier, Harry-Speca and G@®@@®8) assert that
students are more likely to succeed academicallgnteachers know them
individually, are aware of their backgrounds, ietds, characteristic
behaviours, and learning styles. However, higleheapupil ratios make it

difficult to ensure that instruction meets the dseeneeds of all students.

. Absence of specific inclusive education service dedry models

The schools operated without a clear inclusive atioe service delivery
model. As a consequence, effective inclusive eduegiractices, including
the use of multi-level instruction and intervensomere not being utilized to
meet the diverse leaning needs of students. Inv@usducation service
delivery frameworks such as, Universal Design foeatning (UDL)

Response-to-Intervention (RTI) were lacking in #lke study schools to

ensure that curriculum and instruction meet thelaed all learners.

Deficiencies with the existing policy framework

The Teachers Service Commission Act (2012), Sec8bn mandates the
professional development for teachers and headtemichhis mandate is not
specific to inclusive education and does not indichow professional

development in this area should be conducted. Thess no specific

requirement on the minimum number of professiomaletbpment hours that
the headteacher must acquire and the avenues thwhigh the development

must be accessed. There also seemed to be nopdkey on authorized
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sources of professional development and what @itar threshold a service
provider should meet to be licensed. As a reswdadkeachers received
professional development from varied sources widhicant differences on
their nature and focus. There were neither licemstgquirements nor
penalties for failing to acquire professional depehent. Furthermore, there
was no specific department charged with coordigatind harmonizing all
the professional development activities of headteex by various service

providers at the district level.

10. Teacher apathy and absenteeism

Interview data from DQASOs indicated that there washronic problem of
teacher apathy and absenteeism. Teachers in tm¢ycalisented themselves
due to various reasons such as, attending to pardomsinesses and
alcoholism. According to headteachers, this probédfacted the education
standards in schools, including inclusive programmeéhese results are
consistent with a World Bank report (Martin & Pirdhai, 2013) on service
delivery indicators in Kenya'’s public schools. Tdesrage absence in schools
was 16%. Furthermore, a fifth of schools had a schbsence rate between
20-40%, and for a tenth of schools it is above 40%e Téport found that
public teachers may be at school, but are 50% liksly/ to be in class
teaching.The implication is that for every term, a child anpublic school

receives 20 days less of teaching time.
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11.Limited support from the ministry’s field officers
The headteachers cited inadequate support fronMthestry of Education,
Science, and Technology field officers. They painteit that the officers did
not regularly visit their schools for the purposté emhancing inclusive
education. Instead, their visits were irregular amahy times only occurred
when the schools registered poor examination mesulthe DQASOs
acknowledged that they had limited capacity to magilar visits to schools
due to transport challenges and personnel available officers also
admitted that few among them were conversant wpgcisl education and
how to effectively include students with specialede The DQASOs
therefore relied on personnel from the EARCs foviea during quality
assurance visits. This led to the lack of adeqa&mountability for what
happened in special needs classes and the procesduaing them in the

regular education classroom.

176



4.11.2 Suggestions for successful inclusive educatimplementation
Headteachers made several suggestions regardiogssiigl inclusive education

implementation. Their suggestions are outlinedigufe 4.10:

FIGURE 4.10. Suggestions for Successful Inclusive Educationiémentation
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Legend. N =125; *Percentage¥f) = percentage of responses showing headteachers’ suggestions
for successful implementation of inclusive education.

The data above shows that all the headteachersestieghthey needed more
professional development targeted on inclusive atiolc implementation. There
was need for cohesive leadership system accordir@g6% of the respondents.
Over 57% of the respondents suggested more eféepta-service training would
improve performance in inclusive education. A digant 95.2% of the
headteachers called for a clear policy on inclugdecation for clarity on the

role of stakeholders. A majority of the headteashe®7.6%, called for
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availability of funds. Another 38.4% called for tégr monitoring and evaluation
of inclusive learning. According to 44.8%, thereswaeed for technology for
decision support systems. Furthermore, 89.6% cdtledinancial resources to

ensure adequate school infrastructure.

Notably, foregoing results suggest that the heatita in the study have viable
strategies for addressing the challenges they Vidtke implementing inclusive

education. The analysis of these findings alsoaksvihat headteachers view their
leadership development as important but not sefficito ensure successful
inclusive education implementation. However, thadieachers acknowledge the
integral role of effective leadership developmemtthe overall strategy. The
import of the suggestions by headteachers is thetteon needs to be focused on
effective leadership practices that lead to in@dastudent learning and
achievement. Leithwood and Louis (2012) while |lmkileadership to student
learning, allude to effective practices that proenstudent learning. These
transformational leadership practices involve sgttidirections, developing

people, refining and aligning the school organ@ati and improving the

instructional programme.

Darling-Hammond et al. (2010) postulate that exempprogrammes produce
headteachers with the capacity to engage in effedtiadership practices, which
promote student achievement. The searchlight, fitverebeams on the type,
contents, designs features, and delivery strategfeseadteacher leadership

development programmes. Moreover, Munk and Demp26%0) assert that
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effective leadership practices in inclusive corgextaximize access to and
success in general education classrooms, curriculand culture. They
recommend the adoption of distributed leadershigrale release” in order to
evolve school-wide and class-wide inclusive pragidistributed leadership is a
critical link to school leadership effectivenessalllhger & Heck, 2010; Harris,
2014). This collective leadership, as opposed tifathe headteacher alone,
provides expanded and sustainable avenues for pieghéhe conditions that

directly impact teaching and learning (HallingeH&ck, 2010).

The school complex reform process associated ivelusducation requires
effective school leadership capacity. Furthermdviarzano (2003) identifies
three principles of school reform namely: (a) refas a highly contextualized
phenomenon, which is “substantively different frechool to school” (p.158);
(b) is characterized by heavy emphasis on data dtermiine effective
interventions; and (c) ought to be approached omememental basis so that the
components of reform are spread over time. Conselyudased on the analysis
and interpretation of the suggestions made by keatiers and all the other
findings, the study has made conclusions and reaamdations for action and for

further research in chapter five.
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CHAPTER FIVE
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

5.1.0 Introduction

This chapter begins with a summary of the majodifigs in relation to the

influence of headteacher leadership developmemipiementation of inclusive

education in primary schools in Kiambu County, Kenyhe next section covers
the conclusions, which have been drawn from thdysfindings. Finally, the

study has made recommendations for action at twaldeThe first level focuses
on bold reform measures needed to restructure ¢melttr leadership
development, while the second level outlines coimgmnsive recommendations
for designing, implementing, and sustaining effextiinclusive education.

Recommendations for further research have also besde.The summary of

findings is covered under several sections:

5.2.1 Initial leadership development

The study established that headteachers in the skiddnot receive any formal
leadership preparation before their appointment hieadship. They were
appointed on the basis of their teaching experieftey therefore acquired
leadership skills on the job; sometimes throughl &ind error. This confirms the
findings by Bush and Oduro (2006) that headteadinefdrica, including Kenya

are appointed without formal leadership traininghwthe implicit assumption
that good teachers can become effective managerdéeaders without specific
preparation. Given that the preparation system waking implies that

headteachers’ in-service leadership development nesanchored on a firm
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foundation. Providing the case for a more cohedeadlership development
system, Peterson (2002) confirms the need deveil@pdes between in-service
and preparation programmes in developing a careaged professional

development system.

However, headteachers were exposed to teacherrébgueresponsibilities,
which they found helpful in facilitating inclusivéeadership skills. These
responsibilities included teacher leadership resibdities such as, deputy
headship and senior teacher positions. Othersqurslyi served as class teachers.
Still, others served in non-academic capacitieh &18; games and guidance and
counselling teachers. The respondents acknowledgaed having served as
teacher leaders was critical to their leadershimolusive education once they
became headteachers. This implies that prior tedelagership roles enhance
aspiring headteachers’ potential for leadershigas®. This is consistent with the
stance by Young, et al. (2009) that prior lead@rghxiperiences prepare teachers
to transition successfully into school administratipositions. To positively
influence inclusive education, teacher leadersirequprofessional development

system that is aligned with an effective inclusagication framework.

5.2.2 Induction Training

Induction programmes are fundamental in equippimgdbteachers with the
knowledge and skills to perform their job effectiven the initial years of
service. However, induction programmes were notdatory; hence the majority

of headteachers had not been formally inductedtheo roles. The programmes
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were also not systematic and lacked quality statsdaThese induction
programmes were also not part of coherent in-sensapport system for
headteachers aimed developing their capacity torawep learning for all
students. Young et al. (2009) observes the irgtity into headship can leads to
feelings of inadequacy among novice headteacherspart, due to poor
preparation. Consequently, the above findings, whtre majority of the
headteachers in the study sample had not receimgdiraduction, imply a
significant professional socialization gap. In madar, the gap impacts on the
complex process of leading the implementation o€lusive education.
Consistent with these findings, Bush and Oduro §20iffirm that inadequate
induction leaves beginning headteachers to haedléelrship tasks through trial

and error, which adversely affects the delivergdidicational services.

5.3.0 Types of in-service leadership development

There were no leadership development programmeseiaiteachers in the study
that specifically focused on inclusive educatiofeTmost common in-service
leadership development programmes included condegnworkshops, seminars,
symposiums, and the open and distance learninggoroge organized by KEMI.
While the headteachers deemed the programmes heipfcilitating inclusive
education leadership, their contents were not &ipeoiinclusive education. This
implies that, based on their contents, they weradequate in equipping
headteachers with the knowledge, skills, and dispas required to lead

complex school reform processes involved in thele@mentation of inclusive
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education. Besides, the design features and dglsteategies revealed structural

and systemic weaknesses.

The short in-service programmes were not part obagoing and systematic
professional leadership programme and infrastractlihey were organized on
an ad hoc basis. These findings are consistentthétiweaknesses of leadership
development programmes cited by Darling-Hammondl.e2010). In terms of
nature and impact, the programmes resonate witht &peck and Knipe (2010)
reference as awareness raising workshops and eowcf&s whose impact on
practice is less than 5%. Conversely, job-embeddedership development
programmes like mentoring and coaching, which wlaking in the study
schools, have an impact 85%-90% on practice. Caesely, a paradigm shift to
more job-embedded programmes is imperative foraguable implementation of

inclusive education.

Some of headteachers reported pursuing degreeiplodhd programmes offered
by institutions of higher learning, as part of theeérsonal initiatives to acquire
leadership development. Regarding these personadtives, an important
observation from the findings was that even thotlghheadteachers in the study
sample may have found them useful in the implentemaof inclusive
education, the programmes did not have sufficieciusive education leadership
focus. These development initiatives should be déssed to promote
headteachers’ personal career growth while aligtiiegn with school leadership

needs, including inclusive education implementation

183



Headteachers indicated belonging peer support mk$wdhe nature of peer
initiatives was mainly interschool visitations whehey learnt from each other’s
experiences and challenges. Headteachers werenaistiers of local, regional
and national headteachers’ associations. Thesedrpgatives involved attending

mainly workshops and conferences. The peer infgatwere not systematic and
ongoing. They were also not aligned to school atridit improvement plans.

These findings imply that peer networks were nat paa cohesive leadership
development system aligned with specific leadersitgmdards. They were not
well structured to effectively address school inyerment plans and the district
inclusive education mission. Conversely, Darlingaiiaond et al. (2010) observe
that exemplary programmes evolve more productivadteachers’ peer

initiatives that evolve into leadership learningrcounities.

The KEMI open and distance diploma course was destiby headteachers as
the most helpful. The programme was delivered thinoopen and distance
learning for the duration of one year. The desigd delivery strategy offered
flexibility by providing the opportunity to learmd attend to the many demands
of their job. It also saved them the cost of trhnglfrequently to access classes.
The course was designed to equip headteachersnaiagement and leadership
skills to implement policies, procedures and refeimthe education sector. The
programme utilized course modules with specificeobyes. Learning for each
module was structured to promote job-embedded ileg@nd problem solving.
This is consistent with the findings by Darling-Haond et al., (2010) that

effective programmes utilize problem-based learnsti@gtegies, such as case

184



methods, action research, and projects, which tmkory and practice and
support reflection. The use of cohorts of headteectvas yet another innovation
that enabled headteachers to collaborate duringeaed after the completion of
the programmes. Davis et al. (2005) affirms thaborb models provide for

collaboration, teamwork, and mutual support amaagigpants.

However, this study identified certain gaps witlgarl to the contents, design
and delivery strategies of the KEMI programme ilatien to the development of
inclusive leadership. The main gap was the faat the programme was not
specific to inclusive education. Inclusive educatwas covered under a broader
topic on emerging and cross cutting issues in dducarhe programme was not
career-staged and seemed to apply the conceptn&f-size fits all” since all
headteachers were admitted into the programme diegar of their length of
service. The programme does not utilize mentorimgdy @aching which implies
weak job-embedded component. According to majaritiieadteachers the one-
year timeline was insufficient to achieve the ceuwsbjectives. The course
delivery mode was mainly the lecture method dutimg face-to-face sessions.
The respondents reported that the programme waaathdazed by inadequate of

utilization of instructional technology.

5.4.0 Leadership development programmes’ contents
The majority of the headteachers in the study heidcovered very pertinent
content on inclusive education leadership and impl&ation. The portrait of the

existing programmes suggests that the leadershigl@@nent contents were
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more geared towards general education managemdnivia@reas headteachers
deemed it was helpful, it did not directly relateiiclusive education leadership,
implementation and sustainability. Service provsddetermined the leadership
development contents without a structured frameworkinformation gathering

from headteachers to enrich programme content.cbhéents were not tailored
to the specific context of the study schools butstiyodesigned for a wider

audience. The contents were also not based on ridapestandards that
determined the knowledge, skills and dispositioegeded by headteachers to
effectively implement inclusive education. Besidébere was no research
available on the efficacy of the contents, whichdmdhe existing leadership
development not evidence-based. The contents laskffitient differentiation

based career stages hence ignoring a critical agpadult learning.

The leadership development programmes lacked follpwto determine the
effectiveness of contents covered on the implentientaf inclusive education.
The existing scenario mirrors the weaknesses oflelship development
programmes suggested by Darling-Hammond et al.R0lhey also point to
significant gaps in the contents of headteachegrarames that need to be
addressed. It is also instructive that the majooityheadteachers in the study
(78.4%) indicated that a lack of focused leadersteépelopment was a major

challenge facing inclusive education implementation
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5.5.0 Leadership development programmes’ design feaes

In terms of design features, the leadership dewvedopt programmes did not have
a curriculum that was coherently organized to asilrieclusive education. In
contrast, Peterson (2002) affirms that within aotss programmes, curricula
should comprise of an integrated, carefully plansetl of topics, skills, and
conceptualizations derived from comprehensive amdl-sequenced learning
objectives. The programmes did not involve problessed learning, which
Davis et al. (2005) acknowledge is critical in praiing the integration of theory

and practice while improving the participants’ desh-solving capacity.

The leadership development programmes for headtemevere not designed for
systematic and ongoing implementation, which inisaa weak capacity to
leverage career-staged leadership learning. Aaogrth Young, et al. (2009),
effective development of school leaders is longaterplanned, and job-
embedded. On the contrary, the programmes for baeldérs in the study were
not effectively planned to provide for job—embeddedrning opportunities.
Furthermore, they did not involve expert mentoramgl coaching support. With
regard to mentoring, Davis et al. (2005) affirmttitdoridges the gap between the
learner’s independent problem-solving performanue @otential developmental
level achieved with expert guidance. Further, coaglis more effective when

training is comprehensive and specific (Bush, GipgeHarris, 2007).

Some of the programmes involved formative and sutmmassessment. These

were degree programmes and diploma courses. Wheleeispondents indicated
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that the programmes were helpful in building the&dership capacity, they were
not specific to inclusive education. The majorifytiee leadership development
programmes did not involve any follow up on evotyileadership knowledge,
skills and dispositions. This implies a lack ofustured framework to assess the
effectiveness of the programmes in meeting healdézacleadership needs. The
programmes were not designed to involve the heeldézand a team of teachers
in the school. Conversely, observe that headteacl¢tending exemplary
programmes participated more frequently in develepnactivities with teachers
from their schools; a practice is pivotal to instranal reform (Darling-

Hammond et al., 2010).

Again, the programmes were not aligned to speddiadership standards.
Darling-Hammond et al. (2010) asserts that exemplprogrammes use
professional standards to improve their programmegerson (2002) asserts that
the design of professional development is comple’ eequires thoughtful
planning to enhance quality and effectiveness. Hewethe above findings
suggest significant gaps in the design features @eitvery strategies of the
existing headteacher leadership development pragesn These gaps are
consistent with research-based criticisms levedigainst the design features and
delivery strategies of leadership development @ognes for headteachers,
including being fragmented, incoherent, not sust@jriacking in rigor and not
aligned with leadership standards (Darling-Hammendl., 2010; Davis et al.,
2005; Peters, 2002; Young et al. 2009). Converselgmplary programmes are

evidence-based; have coherent standard-based utumic emphasize on
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instructional leadership and school improvemerieaively integrate theory and
practice through problem based learning, actioreaedh and field-based
projects; provide experience in authentic contexsg cohort model and mentors
(Bush, 2009; Dauvis, et al. 2005; Darling-Hammondaket2010). Furthermore,
professional development of school leaders is lengy, planned and job-
embedded (Young, et al., 2009). According to Daeisal. (2005), effective
school leaders influence student achievement thirdwg important pathways:
the support and development of effective teachears the implementation of
effective organizational processes. It is therefonperative that headteacher
leadership development be designed and deliveredprtomote effective

leadership practices.

5.5.1 Evaluation of leadership development practice

There was no structured framework for regular eatadm of the leadership

development programmes, including contents, dedeatures and delivery

strategies for the by headteachers. The majorith@idevelopment activities did
not provide opportunities for headteachers to eatalthe quality, relevance,
presenters, materials, learning environments, amdtidn, among other crucial

service delivery indicators. In the absence of mn#d process to evaluate the
effectiveness of the programmes, it seemed thaf@my of evaluation was left

at the sole discretion of the service providerse Theadteachers were not
adequately involved in identifying their leadershipvelopment needs and in
shaping their learning experiences. This impliesréehwas no evidence-based

mechanism to match leadership development ac8vitie headteachers’
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leadership needs. There were no established sydmmsaformation sharing
between the leadership programmes’ service providerd the schools, the
districts or the county to provide feedback on tingpact of leadership

development on the implementation and sustainglaifiinclusive education.

Guskey (2000) provides the clear rationale for gsefonal development
evaluation as the basis for providing sufficiemyiable information for making

thoughtful and responsible decisions regarding gssibnal development
processes and their impact. In contrast, the egigituation in the study schools
suggests wide systemic, policy, and practice gapeelation to headteachers’
leadership development evaluation that needs talbdeessed. Moreover, the lack
of evaluation framework implies ineffective feedkamechanism that could
provide for more impactful leadership developmemt inplementation of

inclusive education.

5.6.0 Effectiveness of headteacher leadership demeinent on

implementation of inclusive education

Based on leadership development received, only b2%eadteachers in the
study perceived themselves to be competent enauddatd inclusive learning
practices while the majority (88%) did not. Thoséowvdeemed themselves
competent cited their special education backgroiinds appears to suggest that
those who feel competent to lead inclusive edunabiased their perceptions
inclusive education from the perspective of speetalcation. On the other hand,

only a small proportion (6%) of the headteachedicated that the leadership
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development they received was adequate to faeilééective implementation of
inclusive education. The majority (94%) rated tbadership development either
as effective to some extent (30%) or not effec{t4d%). These perceptions are
consistent with other findings regarding the natuwé their leadership
development. The findings of the study indicate deelopment programmes
were not specific to inclusive education. The paogmes were also not aligned
to specific standards. Besides, they were not atigto school, district, and

county inclusive education vision, mission, andggophy.

Headteachers cited several reasons for the way rtited the effectiveness of
leadership development in facilitating implemeratiof inclusive education.
The reasons cited included: the programmes’ contéiging not tailored

specifically towards inclusive education but gehesghool management. The
most common leadership development programmes starelalone workshop
type courses, which have an evidence-based impdes® than 5% on practice.
The more effective job-embedded approaches suchoashing and mentoring
with an evidence-based impact of 85-90% (Guske@02Qindstrom & Speck,

2004; Speck & Knipe, 2005; Zependa, 2008) on practiere not available.

Most of them especially the short courses wereroega on an ad hobasis.
Also, inclusive education was treated as one ofdhmerging or cross-cutting
issues in education hence minimal time was allatatethe modular based
programme for primary school headteachers organibgd KEMI. Most

leadership development activities took place awagmf schools hence
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headteachers did not have opportunities to utilieer school data and their own
unique circumstances during their leadership dewvetnt. Evidence from
effective programmes suggest that professional ldpreent is a deliberate
process driven by a well-defined vision and plangedls that determine its
content, process and procedures (Guskey, 2000)hdfarore, Zapeda (2008)
affirms that effective professional developmentjob-embedded, aligned to
reform initiatives and based on a collaborativerapph to learning. However, as
reported by headteachers in the study, these plascseemed to be lacking in

their leadership development.

Notably, some of the headteachers in the study igdemented inclusive

education programmes in their schools. These iiw#ia should be acknowledged
and supported. However, all the programmes refldnztt Marzano, et al. (2005)
refer as first-order changes or surface changes Mdw percentage of

headteachers reporting having initiated inclusivegmammes in their schools
implies that even surface changes themselves waited. On the other hand,
headteachers in the study did not reference engagiohanges, which Marzano
et al. (2005) define as second-order or deep clsaihge involve a paradigm shift

in ways of thinking and acting.

5.6.1 Inclusive education leadership development poy
The Basic Education Act (Republic of Kenya, 2013)d aleachers Service
Commission Act (Republic of Kenya, 2012) mandates tprofessional

development for headteachers. However, this priofiessdevelopment mandate
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is neither specific to inclusive education nor datespecify how professional
development in this area should be conducted. Theeee no specific
requirements on the minimum number of professialelelopment hours that
headteachers were expected accumulate in a givesdps# time. There was no
policy on authorized sources of leadership devekagnand threshold to be met
for a service provider to be licensed. As a reshkadteachers received
professional development from varied sources wigmicant differences on
their nature and focus. The headteachers facedmaiisns for failure to acquire
professional development. The county had no leageisstitutions to provide

professional development to its headteachers.

The county and the districts did not have a spedépartment or unit charged
with coordinating and harmonizing the leadershipeti@oment of headteachers.
A policy regarding the qualities, proficiencies ameadership skills that
headteachers were expected to attain was not oepla addition, a lack of
policy on evidence-based models for the deliverinofusive education services
such as Response to Intervention (RTI) and UniveBesign for Learning

(UDL) suggests a weak system upon which leadeddwelopment and inclusive

education leadership implementation had been aadhor

5.7.0 Inclusive practices in the study schools

The study investigated inclusive practices to daetee if they adequately met the

diverse needs of all students. The findings arensanzed under several themes:
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Inclusive education service delivery modelThe study schools fell into three
categories, namely regular schools, regular scheittsspecial units and special
schools. Each school enrolled students with a walege of diverse needs,
including those with mild and severe disabilitiés. the three categories of
schools, no specific service delivery model wadizetdl to provide a clear
framework for inclusive education implementatiomeTschools did not anchor
the implementation process on any particular evideérased models of service
delivery like the Universal Design for Learning (UDand Response to
Intervention (RTI). There were no collaborativenfieworks between the special
education and regular education teachers to prorteden teaching, design
accommodations, modifications and adaptations éoctirriculum. The current
framework did not provide for related services, s&s speech and language

pathology, occupational therapy, physical theramyg communication.

Assessment and placement servicesThere was no clear system of
identification and assessment of students with bdisas for placement in
inclusive settings. The students were either refefor assessment by schools or
directly by parents. Assessments were done atsbesament centres (EARCS) in
the districts. At the assessment centres, refemrgblacement decisions were
made. Most of the students with disabilities weoé placed in age-appropriate
regular education classroom. Besides, there sedmdsk no clear inclusive
approach to special education service deliveryesisttidents with disabilities

were mostly placed in special unit classes.
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Educational services and supportsWhile it was evident that many students,
particularly those with disabilities, required exteve supports and services
across many areas of the curriculum, such serviare either inadequate or
altogether lacking at the school level. Multi-d@oiary teams such as, speech
and language pathologists, communication experteysipal therapists,

audiologists, and school psychologists were noila@de to address students’
needs. There were also insufficient instructiongdp®rts such augmentative and
alternative communication (AAC) devices and otharnfs of assistive

technology (AT).

Educational settings and groupings:The perception among study participants
was that the schools were inclusive despite plastngents with disabilities in
the special unit, which is a more restrictive eawiment. Beliefs and stereotypes
seemed to play a major role in placement deciséots delivery of educational
services for students with disabilities. The spleciaits operated a cross-
categorical modality to special education deliveryhich students were mixed
together and provided with services based on iddali needs rather than their

identified disabilities.

Assistive and instructional technology:There was limited range utilization of
low technology in the classrooms. High technologswignificantly inadequate.
The limited range of high tech assistive technologyiuded, computers, voice
output devices, motorized wheel chairs, digitizesmmunication cards, and

educational software to support learners with dig@ls. The schools were
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grossly deficient in terms of integration of tectogy with the curriculum. Most

school staff lacked the technical capacity to primechnology integration.

Individualized education programmes (IEPs): The Basic Education Act
(Republic of Kenya, 2013) does not explicitly matedthat an IEP be delivered
to every learner with a disability to guide deliyeof special education and
related services. As a result, there was no framevar the development of
IEPs. Besides, parents, despite being key staketsldvere not actively
involved in the development and implementationE®$. There were no formal
IEP meeting to discuss the appropriate educatiothfo student and the supports
and related services needed to achievement thegtlas. There also were no
policy guidelines on accountability for each IEPveleped. There were no
records of the accommodations for students’ speabitions, which affected
their educational performance. The teachers regpdhat no IEP meetings were

held to review students’ progress.

5.8.0 Challenges facing inclusive education implemgtion

A myriad of challenges affected the implementabéimclusive education in the
study schools. The majority of the headteacherscateld that they lacked
sufficient knowledge and skills to implement inétus In most of schools, an
inclusive vision, mission, or philosophy did notidgi provision of education.
The pursuit of academic goals was emphasized atexpense of value for

diversity. Besides, most headteachers were notusiaistic about inclusion,
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especially of students with developmental and letghal disabilities. They

feared doing this would negatively influence ttshools’ academic outcomes.

A cohesive professional support services system isaking to facilitate
effective implementation of inclusive education.thii the educational system,
schools lacked critical support services staff sash support teachers, special
subjects’ teachers, physical therapists, schoathpdpgists, speech and language
pathologists, social workers, case managers, amdmemication specialists.
There was a lack of cohesive accountability systemniee county, the districts,
and the schools to facilitate consistent implenmt@maof inclusive education.
Different line ministries implemented many policiesddressing inclusive
education. This led to disparate responses, whi@demthe multi-pronged
approaches not to achieve the targeted impact arusie education
implementation. Also, no service delivery indicatoor models were utilized to

determine inclusive policies, cultures, and pradic

The challenge of implementing inclusive educatiogerss to have been
compounded by the fact that leadership developrf@nheadteachers was not
specific to inclusive education. Also, there wasabear policy on authorized
sources of leadership development or the competerbat headteachers were
expected to attain. Consequently, headteachersvegcéraining from diverse
sources with significant variations on their fochdoreover, the Ministry of

Education, Science and Technology field officers dot regularly visit schools
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to provide support for inclusive learning due inquigte staffing, transport,

among other challenges.

5.9.0 Conclusions

This research investigated the influence of heatiteraleadership development
on implementation of inclusive education. The stddgused on the types of
leadership development programmes for headteachiees,adequacy of the
programmes’ contents, and the effectiveness of tesign features in relation to
inclusive education. The study also examined thécg¥eness of the

programmes in facilitating inclusive education implkentation. Finally, the

research investigated policy and institutional Emges in the implementation

process. Based on the research findings, sevanalusions have been made:

5.9.1 Leadership development programmes and infragicture

Majority of the leadership development programmesilable to headteachers
were standalone conferences, workshops, and sesmiiampirical evidence

reveals that these types of programmes have lagss¥h impact on practice. On
the other hand, the more job-embedded leadershipitey opportunities such as,
mentoring and coaching that have 85-90% impact actigce (Guskey, 2000;
Lindstrom & Speck, 2004; Speck & Knipe, 2010) wewumavailable to

headteachers. Therefore, the study concludes thatlitéachers in the study
lacked comprehensive and well-integrated leaderdbi®lopment programmes

and systems to bolster inclusive education impleatem.
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From the study findings, the leadership developm@nbgrammes for
headteachers were not based on specific leadesshiglards. Therefore, the
programmes lacked an adequate framework to deterrtie competencies
required by headteachers to provide effective lesmie in the implementation of

the complex school reform processes associatednalbisive education.

The KEMI modular-based programme was deemed thet rhefpful in
facilitating inclusive education by the headteasheTherefore, the study
concludes that there is need to build upon the viatiee practices of the
programme such as, the use of the cohort modehlgmrebased learning, case
studies, and projects in order to enhance headtesicheadership skills.
Additionally, this research identified specific gapvhich are limited inclusive
schooling focus, non-alignment to leadership stedgjdack of mentoring and
coaching, and insufficient focus on career stagbese gaps should be addressed

in order enhance the effectiveness of the modwdaet programme.

In addition, some headteachers in the study weraled in diploma and degree
programmes, including masters’ degrees, as pdhenf own personal initiatives
to enhance leadership capacity. Thus, the studgledes that this trend should
not only be encouraged but should be structure@nsure these initiatives
adequately meet the headteachers’ personal andsgiohal growth needs while

being aligned to the inclusive education prioritéshe schools in the county.
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5.9.2 Leadership development contents

The study established that the majority of headiesschad not covered content
areas critical to inclusive education implementatieurthermore, the contents of
the leadership development programmes were notfgptecinclusive education.
The study therefore concludes that the contenteeoexisting programmes were
inadequate in meeting the inclusive leadership saddheadteachers. Besides,
the leadership programmes’ contents were not aligioe specific leadership
standards and did not sufficiently focus on schddfrict, or county inclusive
education goals. There was also a lack of diffésénh of contents by career
stages, meaning that the “one size fits all” appihoaas applied. Therefore, the
study concludes that these limitations adversefgcédd the capacity of the
programmes to adequately meet the leadership neédseadteachers for

effective implementation of inclusive education.

5.9.3 Leadership development programmes’ design feaes

Headteacher leadership development was not anchorédrmal pre-service

preparation in school leadership. On the other haémel in-service leadership
programmes were neither ongoing nor career stagbd. majority of these

programmes, especially the workshop-type coursee wet only standalone but
were also organized on an ad hoc basis. Therefmeestudy concludes that the
leadership programmes were not designed to prowidareer-long pathway to
headteachers’ leadership growth that was alignégtl wiclusive learning and

leadership development goals of the schools, distrand the county.
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Whereas the headteachers in the study belongestad, regional, and national
headteachers’ associations, these peer supporvmestivad not yet evolved into
professional learning communities. The networkseweot driven by specific
leadership development and inclusive learning gogtsis, it is concluded that
the existing peer support networks lacked adequegtacity to promote effective

professional learning opportunities, including peemntoring and coaching.

5.9.4 Effectiveness of the existing leadership déepment programmes

There were multiple weaknesses in the existing desidp development

programmes. For instance, the programmes werengttitng and career staged.
Also, they were not standard-based while their eotst were inadequate.
Moreover, the majority of the headteachers (88%)rdit feel competent to lead
inclusive education implementation. Therefore, dasa multiple triangulated

sources within and across schools, the study cdasluthat the multiple

weaknesses in the leadership development programnuesystems significantly

undermined the pace and quality of inclusive edanamplementation.

Related to service delivery, the Ministry’s fieltficers at the county and district
levels, focused primarily on administrative and ptiance duties than providing
headteachers with the support needed to improvdusive learning.

Consequently, the study concludes that the lacknofe focused leadership
development support for headteachers in the stabgads constituted a major

barrier to effective implementation and sustaingbdf inclusive education.
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5.9.5 Policy and institutional challenges facing iplementation of inclusive
education

Multiple policy and institutional challenges facimgplementation of inclusive
education were identified. In addition, the findnguggest a possible link
between these challenges and the deficiencies én ekisting leadership
development infrastructure. Thus, the study coresuthat absence of a coherent
leadership development system was a major bottkengc enhancing
headteachers’ capacity to provide the transformatideadership needed to

sustainably implement inclusive learning.

The study also established that the existing polieynework was weak. The
conclusion drawn is that the weak policy frameworklermines the evolvement
of a robust leadership infrastructure with the citgato positively influence

implementation of inclusive education. Moreoveis tiveak policy environment

contributed to insufficient funding for headteacideadership development.

5.10.0 Recommendations

A coordinated and multipronged action plan is neette reframe leadership
development programmes and systems in order to neehdeadteachers’
capacity to facilitate effective inclusive learning/hen implemented, the plan
should stimulate requisite policy reforms, systefignanents, and funding
strategies that will ensure effective implementatmd sustainability of inclusive

education. Consequently, recommendations have besle at two levels. The
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first level addresses headteacher leadership dawelot; the second aims at

designing and sustainably implementing inclusivecadion.

5.10.1 Restructuring headteacher leadership develagent

Based on the findings, the following are mutuatifiuential and interdependent

recommendations aimed at promoting the transfoomatof headteacher

leadership development in order to facilitate effec implementation of

inclusive education:

1.

In order to reframe headteacher leadership devedaprthe Teachers Service
Commission and the Ministry of Education, Scieraogj Technology should
collaboratively develop leadership standards toesexs indicators of the
knowledge, skills, and dispositions that headteecheeed to provide
effective leadership. The leadership standards pvidvide the impetus for
radical transformation of the leadership progranmmestents, designs, and

delivery strategies leading to greater programnadityuand effectiveness.

The Ministry of Education, Science and Technolobgwd develop formal
preparation programmes for aspiring headteachéis.sIrategy will ensure a
pipeline of potential headteachers with the retgif¢adership knowledge,
skills, and dispositions. To be effective, the pamgmes should employ a
research-based curriculum that is aligned with deslip standards and
coherently organized around headteachers’ core onsggplities. The

programmes should incorporate internships, mergpend coaching.
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3. The districts in the county should organize highalgy induction
programmes for headteachers with effective job-eldbd support structures,
such as mentorship programmes with trained merdads district support
teams, expert coaching, and performance evaluafitvese will ensure
effective professional socialization of novice headhers during their
formative years. The induction programme shouléedtat least two years to
provide a strong in-service foundation for leadgrgrowth that positively

impacts inclusive learning.

4. The Ministry of Education, Science and Technoldggudd design a policy to
spur collaborative frameworks between the countgtridts, and training
institutions. This will facilitate effective, corsient, and coherent
implementation of leadership preparation and dgareknt programmes. This
mutually beneficial collaboration will drive imprements in programmes’
quality and ensure access to expanded resourcH® iareas of research,

training, and funding.

5. The County Education Board should develop a le&derslevelopment
master plan and establish leadership developmenimtitees at the district
level to create the requisite infrastructure faoasistent source of leadership
development opportunities for headteachers, whitdctvely facilitates the

implementation and sustainability of inclusive eahimn in all schools.
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6. The county, through the devolved governance stractshould establish
policies that promote effective programme desigmugh certification,
licensure, and programme accreditation in ordemtprove the leadership
development of headteachers. This will foster stmed engagement with
headteacher preparation and development serviegdprs that will improve
the quality of services and their impact on heatdtees’ leadership

competencies.

7. The Ministry of Education, Science and Technolodyough the District
Education Boards, should design and utilize eviddvased headteacher
evaluation instruments to identify the gaps in klemge, skills, and
dispositions for purposes of designing leadersl@petbpment programmes
that systematically and comprehensively addressethgaps. To achieve
greater effectiveness, the boards should providententoring and coaching
of headteachers to address areas in need of impente Furthermore,
headteacher evaluation data is essential in infayrieéadership development

programme improvements.

8. The Ministry of Education, Science and Technologgwsd provide adequate
budgetary resources to facilitate the developméra cohesive leadership
development infrastructure that provides for maserdinated efforts among
all critical players in the educational leaderskystem. This will ensure
sustained and long-term improvements in headtedebdership quality and

a positive impact on inclusive education implemgataand sustainability.
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9. The Kenya Education Management Institute (KEMI)wdtddbe transformed
into a leadership institute and its mandate exparideoffer undergraduate
and graduate programmes in educational leadersidpn@anagement. The
programmes’ contents, design features, and deligtngtegies should be
reviewed to match the best practices in the fieldmieeting the needs of
trainees and their organizations. The institutaukhalso open a fully-fledged

campus in every county in Kenya.

5.10.2 Designing, implementing, and sustairgn effective inclusive
education

In view of the foregoing recommendations regarditige leadership

development of headteachers, this research undessdbe need for a

comprehensive framework to support sustainableeamphtation of inclusive

education. To this end, the following recommendeibave been made:

1. The Ministry of Education, Science and Technologpudd develop a
master plan for standard-based school reforms gestron clear inclusive
education vision and philosophy, policies, struesyrand practices. The
plan should be anchored on a cohesive leaderskiprayat all levels of
the education system, including at the county ridist and school level

to support sustainable implementation of inclusidecation.
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2. The County Education Board should establish anusieé education
coordinating committee. The committee should be dated to develop
structures and systems for sustainable implementatf inclusive
education. Through a stakeholder partnership, dinenaittee should work
to identify and eliminate policy, structural, angstmic barriers.
Simultaneously, it should promote policies and ficas that support
inclusive education. This committee should bolstegrnal accountability
and affirm the value for diversity within the edtioa system in order to

entrench inclusive reforms.

3. The County Education Board should promote the natisgn of effective
inclusive education service delivery models. Ursatr Design for
Learning (UDL) and Response to Intervention (RTipyide a clear
framework in ensuring inclusive learning adequatadgresses the needs
of all students. Effective service delivery modeifl help determine the
resources needed for inclusive education to bectafdy implemented
and provide a framework for optimal use of thossowmeces; human or

material.

4. In order to develop a robust infrastructure forlusore education
implementation in a devolved governance structines County Education
Board should redefine the role of the districtdeiadership development
and provision of individualized support to headteas. To enhance the

district’s education governance structure and dapée provide support
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to headteachers for sustainable implementatiomadtisive learning, the
Ministry of Education, Science and Technology sHoyursue a
legislative agenda that makes districts centradiacational development

in the county.

. The County Education Board should harmonize andd®n inter agency
collaboration and cooperation. The overarchinggypie of the initiative

is to ensure greater cooperation and coordinatiorservice delivery,
support, and funding critical to sustainable impdeation of inclusive
education. The multi-agency harmonization proces$ pvovide the

impetus for addressing systemic policy and progranimplementation
challenges within and across the layers of theipyiimary education

system in the county.

In order to fast track the implementation of inoheseducation, the
County Education Board should develop countywidelicators of
inclusive education and require school committeeautilize them in
designing and implementing school improvement pl#rshould also be
mandatory for school improvement plans to provide dlear timelines

and benchmarks.

. The county and districts quality assurance anddstas departments and
the audit units should be redesigned by the MiistrEducation Science

and Technology to bolster their capacity to effedti monitor and
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evaluate inclusive education implementation in tinty, including
headteachers’ performance in the implementatiomge® The resource
allocation to these departments should also beeved to provide for

greater effectiveness.

. The county should establish at least five moddusige schools in each
district. To this end, a well-resourced programmeldeted within each
district’s five-year development plan. As centrek excellence, the
schools will nurture, inspire, and support sustai@anclusive education
implementation. These schools’ innovative programna@d practices
when replicated in other schools will be a key @rito successful

inclusive learning.

In order to ensure efficient and effective impleta¢gion of inclusive
education, it is imperative that headteachers bt gou performance
contracts and be comprehensively evaluated oncey eyear using
evidence-based tools. Those headteachers who heestt performance
threshold should be given incentives to sustaigmss. Conversely, the
Ministry of Education, Science and Technology amel Teachers Service
Commission should also expeditiously take action nem-performing
headteachers in order to reduce the turnaroundogbpeen performing

and underperforming schools.
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5.11.0 Recommendations for further research
1. A study should be conducted to investigate theuerfte of the
administrative context of public primary schools ioclusive education

implementation and sustainability.

2. A similar study should be conducted within and asrother counties in
Kenya to provide comparative research-based infobomaon the
influence of headteacher leadership developmerihcnsive education

implementation.

3. A research should be done to evaluate the cohessgenf the leadership
development system within and across differentlfewé the education
system in Kenya and the influence on inclusive atdaon implementation

at the primary school level.
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APPENDIX A: PARTICIPANTS’ LETTER OF CONSENT
Information to be presented, and consent to bardatdrom the participants

prior to commencement of the questionnaire or unter

University of Nairobi

College of Education and External Studies
Department of Educational Administration and Plagni
P. O. Box 92-00902, KIKUYU

Date:

Contact person: JOHN MAINA
Telephone: +254726450134/+17813086092

Dear Participant:

You are being asked to participate in a researtatysin influence of headteacher
leadership development on implementation of inekiseducation in public
primary schools in Kiambu County, Kenya. You wile lprovided with the
necessary information, which will assist you to ersand the study and to
explain what will be expected of you. The risksnéfits, and the rights of the
participants will be explained to you. Please fee¢ to ask me, the researcher,
any question(s) regarding anything that is notrclegyou. You have the right to
guestion anything regarding the study any time.

Participation in this research is completely volugt The participant is not
obliged to take part in it. If s/he partakes, dias the right to withdraw from the
study at any given time, during the course of tneys without penalty or loss of
benefits. Should the participant withdraw from #tedy, s/he is kindly asked to
return for a final discussion in order that we d®iee the research was
conducted in an orderly and professional manner.

Although the participants’ identity will remain ciiciential at all times the results
of the research study may be presented at sceewtinferences or in specific
publications.

This informed consent statement has been preparedmpliance with current
statutory guidelines specified by the New Constitubf Kenya (2010).

| will participate
Date:
Signature:
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School code:

| decline to participate
Date:

Signature:

School code:
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APPENDIX B: HEADTEACHERS’ QUESTIONNAIRE

This questionnaire is being administered as pam oésearch focusing on the
influence of headteacher leadership developmempiementation of inclusive
education in public primary schools. By filling this questionnaire, you will
greatly contribute to the achievement of the staiad)djectives. Please be assured
that your identity as a participant in this studi tae strictly held in confidence.

Inclusive Education: Inclusive education is a process of addressing and
responding to the diversity of needs of all leasrtrough increasing

participation in learning, cultures, and commusitiand reducing exclusion
within and from education

[INSTRUCTIONS: Please tick [\] or fill in information as appropriate]
Background information
1. Indicate N] the type of school that you head:

Boys Boardingd Mixed DayQd Mixed Boardingd Girls Boardingd Girls DayUd
2. What is your school’s current pupil enrolment?

Male Female Total

3. What is the current number of teachers in your sitho

Male Female Total

Personal data

4. (a) Indicate] your age bracket: 20-29 30-390 40-490 50 and abov&l
(b) Indicate {/] your gender: Femal@ Malel

5. (a) What is your highest academic qualificaion

M.A.Q BAQO B.Scd B.Ed.Q Diplomald Other (specify)

(b) What is current level of your professional lifiation?

M.Ed.Q B.Ed.U ATSU Si10d P10 Other (specify)

Section A: Initial leadership development prior tobecoming a headteacher

6. (a) How long have you served as a headteacher? Years
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(b)How long have you been a headteacher in the custatibn? Years
7. (a) What responsibilities have you held prioalyappointment as a
headteacher that were useful in developing youtdeship skills in
inclusive education?
Class teachefd Subject teachdd Deputy Headteached Other
(b) Please explain how any responsibility yauéhidentified above developed

your inclusive education leadership skills:

8. (a) Was there any aspiring headteachers’ pragethat prepared you before
you assumed your headteacher’s job? Mes NoU
(b) Reflecting on your current job roles and resloilities give reason(s) why

such a programme is beneficial to aspiring heatiexac

9. (a) Did you go through any induction upon yopp@intment as a
headteacher? Yé&3d Nold
(b) If yes, explain how the induction process pregdayou for inclusive education

leadership
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Section B: In-service leadership development
10. (a) Tick N] the types of leadership development programntesdéd in the
last three years that you deemed beneficial inmeihg your inclusive
education leadership skills:
O Symposium
O Workshop
U Seminar
U Conference
U Modular based programme e.g. organized by Kenye&tn
Management Institute (KEMI), etc.
4 Coaching or mentoring programme
U Peer support initiative e.g. organized by the lladiatrict headteachers’
association, etc.
Q Personal initiative e.g. enrolled in a degreelatifa programme, etc.

U Others (Specify)

234



(b) For each type identified in item 10 (a) abgvease fill the table below for

specific leadership development courses attend#teitast three years.

Year | Type Organizers| Venue Duration | Content | Follow-up
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11. Indicate {] the leadership development course content armasgve so far

covered.

Topic in leadership Content covered
Yes No

a) The legal framework for inclusive education

b) Policy provisions for inclusive education

c) Behaviour management in inclusive contexts

d) Quality assurance for inclusive education

e) Instructional leadership for inclusive education

f) Professional development for teachers on inclusive
practices

g) Use of technology in curriculum and instruction

h) School improvement planning

i) Procurement of materials for inclusive education

j) Parent collaboration in inclusive settings

k) Collaboration between special education and regu
education teachers

[) Infrastructure design and development for inclusive
education

m) Community and resource mobilization for inclusive
education

n) Data-based decision making for instructional
improvement

0) Implementing school reforms for inclusive educati

p) Effective models of inclusive education
implementation e.g. Response to Intervention (RT
Universal Design for Learning (UD

g) Use of evidence-based practices to improve incus
education
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12. Use a ticky] to indicate the nature of leadership programnremolusive
education leadership that you have attended:

The programmes’ ..... SA A |U D SD

i) Contents were sequentially organized and
aligned to specific leadership standards.

j) Involved problem-based projects related
a headteacher’s job.

k) Involved practical activities related to
inclusive education leadership roles.

I) Have been systematic and ongoing.

m) Involved expert coaching and mentoring
support.

n) Involved formative and summative
assessment.

0) Involved follow up on evolving leadershig
knowledge, skills and dispositions.

p) Were school based (job embedded) with
purpose of improving instruction.

g) Usually involved the headteacher and a
team of teachers in the school.

Key.SA=Strongly Agree; A=Agree; U=Undecided; D=Disagree; SDer&jly Disagree.

13. (a) Please tick/] the categories of special needs as well as other
marginalized or vulnerable learners representgmim school and the number of
pupils in each category:

Special Need No. of pupils| Special Need No. of pigp

Hearing impairment Speech and languag
disorder

Visual impairment Albinism

Cerebral Palsy Gifted and Talented

Epilepsy Deaf Blind

Physical impairment Multiple handicap

Mental handicap Orphaned

Down’s syndrom Abuse(

Autism Living in the streets

Emotional Heading household

/behavioural disorder

Learning disabilities Internally displaced

(b) What are the other student characteristicsaok@rounds that affect

education in your school?
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Section C: Influence of headteachers’ leadership g@elopment on

implementation of inclusive education

14. (a) Based on your leadership development, ddgel competent enough to
lead inclusive practices in your school? Y¥&#s NoU

(b) Mention the inclusive education programmes rave implemented:

15. (a) Rate the influence of the leadership dgpraknt you have received in
facilitating implementation of inclusive educationyour school?
Highly effectivel Effectiveld Somewhat Effectivél Not effective

b) Give reasons for your answer to itemd)3apove

16. What specific support do you receive from thstfiizt Quality Assurance

officers to enhance your inclusive education lesltigrcapacity?

17. What specific support do you receive from teidation Advisory and

Resource Centres to enhance your inclusive educkt#alership capacity?
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Section D: Challenges and leadership developmenteds of headteachers
18. What are the most challenging aspects of sdeadership that you

experience related to implementation of inclusigaeation?

19. What barriers have you faced in accessing tehgedevelopment in

inclusive education?

20. What suggestions would you give to improve égskiip development for

successful inclusive education implementation?
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APPENDIX C: CLASS TEACHERS’' QUESTIONNAIRE
This questionnaire is being administered as paatlmoader research focusing on

the influence of headteacher leadership developnoentimplementation of
inclusive education in public primary schools. BWirfg in this questionnaire,
you will greatly contribute to the achievementioé study’s objectives. Please be
assured that your identity as a participant in #gtigdy will be strictly held in
confidence.

Inclusive Education: Inclusive education is a process of addressinc
responding to the diversity of needs of all leasrtrough increasing

participation in learning, cultures, and commusitiand reducing exclusio
within and from educatic

[INSTRUCTIONS: Please tick [\] or fill in information as appropriate]
Section A: Background information
1. Please indicate your;
a) Age bracket (in years): 20-2D 30-391d 40-491 50 and abovél
b) Gender: Femala MaleQ
c) Class: Standard Number of pupiigur class? Pupils
d) Highest professional qualification: P1LP S1,2 U ATS U4 B.

Ed. O M.Ed.Q Otherd (Specify)

e) Highest Academic qualification: Certificdik Diplomad B.Sc.d M.A

O Other QO (Specify)
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Section B: Students’ characteristics
2. Please tick\] the categories of special needs as well as othHeerable

learners represented in your class and the nunilstudents in each

category:
Special need No. of Special need No. of
pupils pupils

Hearing impairment Multiple handicap

Visual impairmets Albinism

Cerebral Palsy Deaf Blind

Epilepsy Gifted and Talented

Physical impairmel Speech and langua
disorder

Mental handicap Abused

Down’s syndrom Living in the streel

Autism Heading household

Emotional Internally displaced

/behavioural disorder

Learning disabilities Orphaned

O Others (Specify)

Section C: Inclusive education practices
3. How do you address the different academic neetiseastudents in your

class?
U Providing modified curricular goals e.g. adjustingtructional pacing,
similar content with more examples
U Providing alternate ways for students to demorestestrning
U Providing test modification e.g. reducing the léngf an exam

changing the format between essays, multiple cheice

O Providing assistive technologid Low /d advanced technology)
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O Providing instruction on functional skills in thertext of the
typical routines in the regular classroom

O Varying the method of instruction e.g. direct imstion, interactive
instruction, experiential learning, etc.

O Using support teachers, special education teachigpport services

O Providing instructional adaptations e.g. pre-teaglaind extra

teaching

O Others (specify)

4. How do you address the different behavioural ne¢dse students in your

class?
U Individualized behaviour support plans
0 Modification of rules and expectations
O Implementing anti bullying policy
U Cooperative learning strategies

O Others (specify)

5. How do you address the different social needsetthdents in your class?

U Social skills instruction
U Counselling supports
O Culturally responsive instruction

O Peer supports (e.g., facilitating friendships)

0 Others (specify)
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6. ldentify adaptations/ modifications to the physiealironment in your

classroom

U Furniture arrangement

U Specific seating arrangements

U Individualized furniture (e.g. chair, desk)

O Adaptive equipment

O Adjustments to sensory input (e.g., light, sound)

O Environmental Aids (e.g., sound ability, heatingntilation)
O Structural Aids (e.g., wheelchair accessibilityglgbars)

O Others (Specify)

Section D: Barriers to participation

7. What barriers do you feel currently interfere vtttle teaching of your
students?

() Physical

(i) Sociocultural

(iif) Economic

(iv) Others (specify)
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Section E: Teaching and learning resources
8. What types of resources would you need to includeerstudents with
special needs as well as other marginalized antevable learners in your

classroom?

9. What specific support do you receive from the Dis@Quality Assurance
and Standards officers to improve teaching andiegrof diverse learners

in your class?

10. What specific support do you receive from the Ediooal Assessment and
Resource Centres (EARCS) to improve teaching aarthileg of diverse

learners in your class?

Section F: Leadership development needs, teacherpport and headteacher
challenges
11.What types of information or training would be Helgn order to include
more students with special needs as well as othegimalized and

vulnerable learners in you classroom?
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12.What types of support do you receive from your le@cher in promoting

and sustaining inclusion of diverse learners inrydassroom?

13.What challenges do you feel your headteacher emewiim promoting and

sustaining inclusion of diverse leaners in the stho
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APPENDIX D: DISTRICT QUALITY ASSUARANCE AND STANDAR DS
OFFICERS’ INTERVIEW GUIDE

1. Explain briefly your role in enhancing public prirgaschool leadership.

2. Comment on the leadership development programmescbat enhancing

headteachers’ leadership competencies.

3. What is your view of inclusive education?

4. Comment on the performance of public primary heaatters in inclusive

education leadership

5. Evaluate the role of the district quality assuradepartment in promoting

effective inclusive education leadership

6. What challenges do headteachers face in implengeimaiusive education in

their schools?
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. Evaluate the role of EARCs in facilitating inclusilearning

. What challenges do you face in enhancing schodkleship, including those

related to inclusive education?

. What is your vision on the future directions of palprimary headteachers’

leadership professional development in inclusivecation?
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APPENDIX E: KENYA EDUCATION MANAGEMENT IINSTITUTE
(KEMI) TRAINERS' INTERVIEW GUIDE

1. Explain briefly KEMI's role in enhancing public pnary school leadership.

2. Comment on KEMI’s leadership development programaieeged at

enhancing headteachers’ leadership competencies.

3. (a) What is your view of inclusive education in Kars public primary

schools?

(b) Do you keep data on the number of headteachansging inclusive

schools?

4. Comment on the specific components of public prnteadteachers’

leadership development programmes in inclusive &ttt

5. (a) Evaluate the role of KEMI in promoting effe@iinclusive education

leadership
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(b) What organizations does KEMI collaborate witptomote effective

inclusive education leadership practices?

. What challenges do headteachers face in implengemtaiusive education in

their schools?

. What challenges does KEMI face in enhancing prinsatyool headteachers’

leadership capacity in inclusive education impletaton?

. What is your vision on the future directions of palprimary headteachers’

leadership development in inclusive education?
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APPENDIX F: RESEARCH AUTHORIZATION

NATIONAL COMMISSION FOR SCIENCE,
TECHNOLOGY AND INNOVATION

Telephone: +254-20-2213471, 9% Floor, Utalii House
2241349,310571,2219420 Uhuru Highway

Fax: +254-20-318245,318249 P.O. Box 30623-00100
Email: secretary@nacosti.go.ke NAIROBI-KENYA

Website: www.nacosti.go.ke
When replying please quote

Ref: No. Date:

24™ July, 2014
NACOSTI/P/14/1892/2473

John Irungu Maina
University of Nairobi
P.0O.Box 30197-00100
NAIROBL

RE: RESEARCH AUTHORIZATION

Following your application for authority to carry out research on “Influence
of headteacher leadership development on implementation of inclusive
education in public primary schools in Kiambu County, Kenya,”” 1 am
pleased to inform you that you have been authorized to undertake research in
Kiambu County for a period ending 31% December, 2014.

You are advised to report to the County Commissioner and the County
Director of Education, Kiambu County before embarking on the research
project. *

On completion of the research, you are expected to submit two hard copies
and one soft copy in pdf of the research report/thesis to our office.

DR. S. K. AT, OGW

FOR: SECRETARY/CEO

Copy to:
The County Commissioner

The County Director of Education -
Kiambu, County.
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