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ABSTRACT

This study is an evaluation of the teaching andnieg process for learners with
intellectual disability. It analyses how physicadlueation is taught in schools referred to
as schools for the mentally handicap. The purpdsthie study was to evaluate the
teaching and learning process in physical educafamn learners with intellectual
disability. To achieve this purpose, five specdigectives which guided the formation of
five research questions were designed. These vasedbon a five point criteria used to
lead this study. They included: rationale, effestigss, efficiency, relevance and impacts.
The target was the 44 schools for learners withtatdrandicap in Kenya. The study was
an evaluation research. The data for the studydreasn from: an interrogation of the
syllabus used to teach in schools for learners witikllectual disability , questionnaires
for 31 teachers from the 44 schools for learneth wtellectual disability, questionnaires
for 30 principals, interview schedules for 240 heas with intellectual disability
organised into 31 focus groups, interview schedites30 parents of former learners
from these schools for learners with intellectuahdility and interview schedules for 44
former learners from these schools of learners wittllectual disability. The data from
the questionnaires and interview schedules foieag principals, focus groups, syllabus
document was interrogated. It was found that, rms$eof rationale, there is need for
proper editing of this syllabus so that it meets thquired standards. Basics such as
capitalising the beginning of sentences and congpiedf the document as noted by
missing information under heading needs to be takém account, There is need to
realise that the field of physical education, raticm and leisure are distinct areas of
study and cannot be equated. The intellectual tiddbarner requires physical education
as it is correctly stated in the time tables. Wkimowledge acquired from physical
education, the learner can recreate and have deisarterms of effectiveness, it was
noted that the amount of time allocated to schoelsded to be standardized. It was
further noted that individualised learning was paictised by the teachers. In terms of
efficiency it was noted that funds allocated toimas disciplines in the schools for
learners with intellectual disability was arbittgrdone without any set criteria and varied
from school to school. This may have led to thetkoh equipment and facilities that in
turn could affect the number and choice of activiityleed it was noted that the repertoire
of activity provided may impact on the experienttesdt a teacher may be able to be offer.
In terms of relevance, the learners seem to hayeyeh the teaching of physical
education. In terms of impact, it was noted thasnhearners who go through the schools
for learners with intellectual disability have tewd to show positive changes in
behaviour. Former learners from such schools hantirmed to show physical literacy
hence confirming the finding that the learners aered physical education their best
subject at school. It was concluded that the sylafieeded to be reviewed. It was further
noted that learners with intellectual disabilitjkea a keen interest in number work
prompting the question whether it is possible thatlearner with intellectual disability is
still grossly misunderstood and there is need tp déieper to establish the underlying
potential for learners to excel in other areasdrntthnot considered such as number work.
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CHAPTER ONE

INTRODUCTION

1.1 Background to the Study

Globalization in all spheres of modern life calts the improvement of learning and
learning experiences provided at all levels in sth¢Stukalina, 2012; Dart, Didimalang
& Pilime, 2002). This is true across all discipbnencluding Physical Education (PE).
The United Nations declared 2005 an internatioeak yf Physical Education and Sports
with the expectation that everyone regardless oflge race or ability has the right to
participate in Physical Education and Sports (UWhitéations, 2005). This includes
persons with disability. The need for appropriateess and opportunities for persons
with disability to be addressed with similar empbaas that of their peers cannot be
overstated. Even persons with disability need wuae physical literacy which is the
development of fundamental movement through quaplitysical education rather than by

faux pasof nature (Hannon, 2005).

Both physical and intellectual disability account between 10 and 20 percent of the
world population (Veneman, 2007). Education Consiniss (Republic of Kenya, 1964,
Republic of Kenya, 1976), Sessional Papers (RepulfliKenya, 1964; Republic of
Kenya, 2005), an Act of Parliament (Laws of Ken¥880), a Working Party Report
(Republic of Kenya, 1981) and even policy documefepublic of Kenya, 2005;
Republic of Kenya, 2007) ranging from 1964 to 20@8e revealed that, the Government

of Kenya is cognizant of this special population. doordinate and streamline the issues



of Special Education, the Government establisheéslpacial Needs Education (SNE)
section in 1975 (Republic of Kenya, 2007). A SpkeE@ducation Inspector was appointed
in 1978 to be in charge of the SNE section and @uc&tional Assessment and Resource
Services (EARS), to ensure early identificationcbildren with special needs. All this
goes to show emphasis laid on special educatichdgovernment (Republic of Kenya,

2007).

The National Development Plan 2002-2008 (RepuliiKenya, 2002) states that, there
are approximately 1.8 million children with disatyilaged 0-19 years of whom only
100,000 or 5.5% have been assessed and only 22%0(Q2of those assessed are
enrolled in both regular and special schools. Lowoknent is caused by reasons such as,
the high cost of developing adequately trained hees; specialized equipment and

instructional material (Republic of Kenya, 2002).

Although the Government of Kenya is committed toyision of quality education to all
(Republic of Kenya, 2008). It is not certain thaistassumption holds true for learners
with intellectual disability. Traditionally learnerwith intellectual disability have been
affected by prejudice pegged on limitations in theiellectual functioning (Republic of
Kenya, 2009). The need for an evaluation of thgymme for learners with intellectual
disability is therefore a vital step towards addieg the root cause to ensure maximum

benefits for these learners.

Evaluations seek to functionally determine the iotpaf the intercalation processes and
outcome that take place in an institution (Andersk99). The purpose of an evaluation

is to collect data that helps make decisions abwitvalue, product and techniques of a



programme (Borg & Gall, 1979). Evaluations are ddoea number of reasons that
include assessment of planned, ongoing or compigézventions to determine their
relevance, efficiency, effectiveness, impact andtanability (Kusek & Rist, 2004).

Evaluation is a way of assessing whether or nottuwghbeing done is achieving desired
results, is appropriate or determines the consexmsenf a programme (Borg & Gall,
1979; Anderson & Arsenault2002; Kusek & Rist, 2004). A number of logical
frameworks have been used to evaluate educatioogigmmes (Anderson & Arsenault,
2002). One framework that has been of great utli$gs the principles of rationale,
effectiveness, efficiency, relevance, effect andpants to evaluate educational
programmes (Anderson & Arsenault, 2002; HammondykCdacquith and Hamilton,

2012). This study borrowed from the set criteriarafonale, effectiveness, efficiency,
relevance and impact to evaluate the teaching aarhihg of physical education for

learners with intellectual disability.

The National Development Plan (Republic of Keny@)2) states that the government is
committed to making curriculum content and teachimgthods more appropriate to the
needs of special learners. Syllabi usually holdrd#t®nale of a programme. Rationale is
a key principle in evaluation (Anderson & Arsena@®02) .When set out properly the
syllabus ensures the attainment of programme obgsctGlobally, a few studies have
been done on evaluating the curriculum of the kelamith disability (Faroog, Ajmal,

Rehman & Nafees, 2011; Hannon, 2005; Arjmandniaakdbaracee, 2011). In Africa as
well, researchers have sought to find the plac¢hefsyllabus vis-a-vis learners with
disability (Dart Didimalang & Pilime, 2002; Olivé&& Williams, 2005; Wekesa, Abosi &

Amusa, 1997). Nationally, a study has been dong¢hensyllabus of special education



(Kamere, 2004; Gathua, 1990), but, none of theseliex were on learners with
intellectual disability in Kenya. Some studies edllfor the need for a study in the
curriculum of special needs education (Kamere, 2@dthua, 1990). This study was
designed to establish the status of instructiorcgss, curriculum content and teaching

methods in Kenyan Schools for learners with intellal disability.

Another principal in the evaluation criteria by Asidon and Arsenault (2002) is
effectiveness. Effectiveness entails the achievémieprogramme goals. For many years
the quality of physical education teaching has lbmpesstioned (Daugherty, 1973; Brophy
& Good, 1974; Lee, 2002; Deventer, 2002; Fishbusand Hickson, 2003; Falson &

Porret, 2004; Marshal and Hardman, 2002; Fujiul@)72. Lee (2002) asserts that
physical education contributes not only to physittaless but also to mental alertness
and development of certain qualities like persaveza team spirit, leadership, and
obedience to rules, moderation in victory and bzdaim defeat. Lee (2002) goes on to
note that the essential points for the proper fonatg of a physical education

programme is timetable, equipment, the recordscbVity and the teacher. Lee (2002)
also observes that many times, Physical Educatiogrammes seem to suffer from low
status, lack of direction and failure to offer mieaful experience for learners, yet it is
categorical that the practice of physical educaisom fundamental right to all (UNESCO,
2005). This right includes that of learners witleltectual disability (UNESCO, 2005).

Classroom interaction plays a significant part neating classroom climate (Sifuna,
1977; Muthwii, 1981; Ganesh, Avinash, Unnikrishn&arKotian, 2011). However, no

study has been done locally on how teaching methagsact the learners with

intellectual disability hence the attempt by thisdy to fill this gap.



In December 2002, a new regime in Kenya, enerdgmed political transition following
the defeat of the first ruling party since indepamck declared that Free Primary
Education (FPE) would begin in January 2003, baaelyeek away from the start of the
school term (Republic of Kenya, 2004; UNESCO, 2005he response from the public
was overwhelming (Republic of Kenya, 2008). Theoément increased in public
primary schools from 5.9 million in December 20@2 6.9 million in January 2003
(Republic of Kenya, 2007). This increase creatddgastical challenge for learning in
terms of infrastructure, facilities and equipmedNESCO, 2005; Republic of Kenya,
2007). Most primary schools did not have sufficiéamtilities, equipment and teachers
were inadequate and not prepared to deal withnitreased enrolment (UNESCO, 2005).
In situations like these, children with special deeend up being the biggest losers

(UNESCO, 2005).

The third principal in the evaluation criteria bynderson and Arsenault (2002) is
efficiency. Efficiency entails utilisation of insictional resources from a cost effective
approach (Anderson & Arsenault, 2002). Utilisatadnnstructional resources depends on
the teacher (Lee, 2002). Regionally, studies haaenldone on efficiency of teaching
(Wekesa, Abosi, and Amusa 1997; Musangeya & DzimiB8y7; Telewa, 2004; Mecha,

2004). Locally, a number of studies on efficien@gvé been undertaken by various
researchers (Sifuna 1973; Njororai, 1990; Gath@0]1 Njororai & Gathua, 1997,

Njororai, Gathua & Owiye, 1997). None of these sadargets learners with intellectual

disability, hence the need for this study.

An assessment of the FPE in Kenya observes tlsainitumbent upon the government to

provide infrastructure for children with disabiliff/ NESCO, 2005). It was however

5



noted that the necessary systems were not in ptacapture information on children
with special learning needs (UNESCO, 2005), prongpthe conclusion that although
FPE had opened doors for many children to enrosdhools, it had not made any
provision for the needs of children with disabiliiy NESCO, 2005). Additionally,

records educed on children with disability tendléan more towards children with
physical disability (Republic of Kenya, 1976; Gadhid990; Republic of Kenya 2007;
Republic of Kenya, 2008), a factor that compelleid study to focus its investigation on

learners with intellectual disability.

It has been established that children with intéliat disability face great barriers in
accessing education (Veneman, 2007). For instadélCEF has tried to put
interventions in place to address or minimise sofmese barriers. These interventions
include, improving access to schools and specahieg facilities (UNESCO, 2005). It
is indicated that in the teaching and learning ess¢ it has taken long to realize that
learners with intellectual disability are underestted in terms of their intellectual
outputs (Spelling, 2007). Spelling further notedttstudents with disability of any nature
including intellectual could still achieve set edtional objectives in school. The
guestion that begs is what the stakeholders saytdbe relevance of what is going on in

regular schools for learners with intellectual digty.

Research on learners with intellectual disabilitpbglly have identified who the
stakeholders in the teaching/learning processMoigin, Khan, Dogers & Awan, 2011).
While regionally one study was done in Ethiopiadlwng stakeholders of learners with
intellectual disability (Admas, 2009), locally ntudy has been done on stakeholders of

education for learners with intellectual disability

6



Experiences from implementing FPE indicate thatodled out in Kenya free education
did not provide for the needs of children with speaeeds (UNESCO, 2005). Twelve
years later, it is important to gauge whether theaton is different. It is also imperative
to evaluate the situation of learning in Kenyanaosts for learners with intellectual
disability, to ascertain whether FPE provides veaddeition for this group of learners
(Republic of Kenya, 2004). For learners with irgetual disability, PE is considered a
main discipline of learning (Sandt, 2008). The ceadrf PE was based on the assumption
that this is an area that resonates with learnéis iwtellectual disability (Finkelstein,
2001). Literature on children with intellectual aglity indicates that involvement in
sports results in improvement in physical healttja skills and self-confidence, (Ying,
2007). This is sustained beyond the school pesmattested to by parents of learners
who have gone through schools for learners witlellexttual disability (Jowett &
Lavellee, 2007) and other stakeholders of the Brarwith intellectual disability such as
Special Olympics (Shriver, 2007). Other studies th@e been done globally on the
effects and impacts of former students of schomiddarners with intellectual disability
(Jowett & Lavellee, 2007; Broer, Doyle & Giangre@®05). No such studies have been

done in Kenya, hence the relevance of this study.

A number of interventions have been put in placaddress the teaching and learning of
students with intellectual disability. The Unitecatidns is focused on the needs for
learners with disability including persons withdhéctual disability (UNESCO, 2005).
The Government of Kenya has shown concern aboutdesawith intellectual disability
(Republic of Kenya, 2008) as evidenced througmingi of teachers and administrators

putting in place structures to address learners witellectual disability (Republic of



Kenya, 2008). Indeed, a syllabus to address leamath disability is in place and
national objectives have been proposed to addressoms with intellectual disability
(Republic of Kenya 1999). Families typically havapk in their children; these include
those with intellectual disability (Shriver, 200T)is however important to ponder what
is happening in schools for learners with disapibihd whether this ties in with the
various expectations of the learners, teachergaaudministrators, the teaching/learning
process, the syllabus and the family. Curriculursigigers want to have assurance that

the total system of instruction is valuable forrteag (Gagne, Briggs & Walter, 2005).

1.2 Statement of the Problem

The problem in this study is that no one knows whatctly in going on in the teaching
and learning process of physical education fornlea with intellectual disability in

Kenya. Despite the Government of Kenya taking cegmie of the need for inclusive
education through setting up of special classesater for children with special needs
(Republic of Kenya, 2007), the already overworked averstretched teachers involved
with FPE are unable to cope with additional taskdESCO, 2005). The situation is also
compounded by the fact that some teachers argained to handle various disabilities
and special learning needs including the hyperaaivd dyslectic children (Government

of Kenya, 2004).

The Government of Kenya emphasizes that the goadatation is to provide equal
opportunities for all children, including those Wwipecial needs. The various government
policies indicate that since independence spediat&ion category is not reflected in the

growth of education (Republic of Kenya, 2007). TiRkenyan government has stated



through Sessional Paper Number One of 2005 thatiapeducation is important for
human capital development as it prepares thoseamhanost likely to be dependent to
become self reliant (Republic of Kenya, 2005). Tiew Constitution of Kenya
recognises the need for all persons with disabibtyaccess educational institution and
facilities (Republic of Kenya, 2010). Whether theaching and learning process for
learners with intellectual disability also take o@msnce of this need for equal

opportunities is the subject of this evaluation.

Physical education has been documented as oneosee ttisciplines that would be
considered important for learners with intellectdeability (Ying, 2008). While FPE is

variously lauded for expanding opportunities to edion access for many pupils who
would have otherwise been left out of the schoastesy, notably the situation for the
learners with disability remains the same. From dheet, it is noted that FPE led to
congested classes and lack of motivation of thehexg (UNESCO, 2005), which has left
the classroom situation inexplicable (UNESCO, 200%pre so for children with

disability (UNESCO, 2005).

It is also worth noting that the Kenya Institute@dirriculum Development (KICD) has
one curriculum to cater for mental handicap, white essence there are various
intellectual disabilities (Republic of Kenya, 2009he fact that PE is not examined at
any level in primary and secondary schools meaasith status is not as significant as
that of examined subjects, including those of fhece&l needs learners. With this kind of
environment, how learning takes place in the ckssk children with intellectual

disability is definitely a matter of concern tolstholders.



In Kenya, vision 2030 forms the framework for th@evgrnment policy implementation
up to the year 2030 (Republic of Kenya, 2008). &tioa is considered as one of the
social pillars. It is noted that there are 26,8886 of the 1.8 million school-going age
population with special needs that are enrollethenfew special education schools, units
and integrated programmes (Republic of Kenya, 2008 recognised that there is need
to provide appropriate educational facilities, mats, equipment and a cadre of trained
teachers and other professionals as well as supaift (Republic of Kenya, 2008).
Whether this is the situation in institutions reéet to as schools for the mentally

handicapped is what this study designs set oustabbsh.

1.3 Purpose of the Study

The purpose of this study was to evaluate the tega@md learning processes during PE

lessons of learners with intellectual disabilitykianya.

1.4  Objectives of the Study

The objectives that guided this study were to:

I.  Appraise whether the programme made sense by amgdlke rationale for the
teaching and learning process of physical educdtotearners with intellectual
disability.

ii. Establish the extent to which the programme hasewet its objectives by
considering its effectiveness in the teaching asmriing process of physical

education for learners with intellectual disability
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1.5

Ascertain how well the programme was managed bghweg its efficiency in the
teaching and learning process of physical educdtotearners with intellectual
disability.

Assess whether the objectives of the programmeustinable by assessing the
relevance of the teaching and learning processhgéipal education for learners
with intellectually disability.

Establish what has transpired as a result of tbgrpmme by judging the impacts
of teaching and learning processes of physical a&duc for learners with

intellectual disability.

Research Questions

The study was guided by the following research tjoes.

What is the rationale for the teaching and learmpracess of physical education
for learners with intellectual disability?

How effective is the teaching and learning procesghysical education for

learners with intellectual disability?

How efficient is the teaching and learning proce$sphysical education for

learners with intellectual disability?

How relevant is the teaching and learning procdsghysical education for

learners with intellectual disability?

To what extent does the teaching and learning psocéd physical education

impact learners with intellectual disability?
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1.6 Significance of the Study

The findings of this study have implications foad¢hing and learning for learners with
intellectual disability. The findings could act as enlightenment on what transpires in
the classroom interaction of the learners with liettual disability. These findings
provide education stakeholders with informationttmaay hopefully guide policy
formulation regarding instruction for learners wiihtellectual disability to be more
results oriented. The findings should ideally betdeed into the training of teachers
being prepared for teaching children with learnthgability to make the learners more

productive at the end of the teaching/learning @ssc

Some of the strengths/weaknesses of the syllabed tmw learners with intellectual
disability are exposed to enhance the teachinghgéipal education. Resources used in
schools for learners with intellectual disabilitgre assessed to provide a basis for policy
advisers to recognize the situation on the grouase® on empirical findings. This
study’s findings will play a critical advocacy roler learners with intellectual disability
especially through dissemination at conferencesnirssgs and eventually journal

publications.

1.7 Limitations of the Study

The dynamics of classroom interaction are compBome dynamics that go on during
the teaching/learning process were difficult to toaeg due to the nature of human
behaviour. This situation could have been affe@edn more by the presence of an
observer in the classroom during the teaching mecé he researcher went out to assure

the sampled teachers, school principals, leardersjer students and parents that the
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information they gave was purely for research amald not affect them individually.
Finally, this study is a survey and hence it assedise situation of teaching and learning
process as it is now. This current situation magnge since there is no control about

what the future may hold after a few years.

1.8 Delimitations of the Study

This study is an evaluation of the physical edwrateaching and learning process for
learners with intellectual disability. Learners hwihtellectual disability are divided into

those with mild and moderate intellectual disapibdind those with severe and profane
intellectual disability. The mild and moderate leans are enrolled in normal primary
schools with special units. Those with severe amafape intellectual disability are

registered in schools referred to as special sshfwl the mentally handicapped. The
study was delimited to those learners who are kurah the special schools for the
mentally handicapped. This study was limited tchgahg data from learners, teachers,
schools administrators, parents of former learmerd former learners from 44 special

schools for learners with intellectual disability.

1.9 Basic Assumptions of the Study

The study was guided by the assumptions that palysducation is timetabled and taught
in the sampled schools according to the Ministryfedfication Science and Technology
guidelines. It was also assumed that stipulateceigouent regulations are used in the
teaching and learning of physical education in shenpled schools. Additionally, the
study assumed that the sampled teachers and thmisilators are academically and

professionally qualified to teach learners withellgctual disability. Further, it was
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assumed that learners’ sex does not affect théitegllearning process. Finally, it was

assumed that the sampled learners had all attaimalér cognitive abilities.

1.10 Operational Definition of Key Terms

The key terms in this study include:

Effectiveness:Assesses whether the teaching and learning achiesveljectives.

Efficiency:  Refers to how well the teaching and learning psedeas been managed,;
whether there are better ways of achieving theselteeat lesser costs;
Who is administering the teaching and learning ahith resources are

available.

Evaluation: Refers to the judgement value of the quality & thaching and learning
process. This takes cognisance of rationale, effautss, efficiency,
relevance and impact of the teaching of learnerth vimtellectually

disability.

Impacts: What has happened as a result of teaching/leariirg/80 measures the

sustainability of the programme.

Integration into society:  The learners beyond school becoming part of hurapitat

that society can benefit from.

Learners with intellectual disabilityLearners with sub-average intellectual functignin
existing concurrently with deficits in adoptive la&four; in the case of
this study, those who are severe and profound. édsidered as learners

with intellectual challenge, or learners in schdolsthe mental handicap.
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Mentally Impaired A term used by the Ministry of Education in Keni@arefer to

learners with intellectually disability.

Methods of teachingThe process and techniques of teaching which sesultearning

for learners with intellectual disability

Physical Education An educational process that uses physical déietsvas a means to
help individuals acquire skills, fithess, knowledgad attitude that

contribute to their optimal development and welhige

Primary Schools for learners with intellectual dislty: ~ Schools for Mentally
Handicapped Schools which are formal governmertashthat caters for

learners with intellectually disability who are se® and profound.

Professional Special training or skill especially one that d@ea high level of education

Rationale:  Does the programme make sense? What is the cooteahie syllabus

being implemented?

Relevance: Is the teaching and learning sustainable? Is ipsupd by stakeholders?

Are parents and the Government of Kenya happy abibut

Resources: Teaching facilities (such as field, tracks, aquddicilities, gymnasiums,
courts) and equipment (including bibs) for physieducation. This
includes changing rooms used before and aftercidumér participates in a

physical education class.

Schools Administratorg’rincipals/ Deputy Principal of handicapped sdboo
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Special Olympics An International organisation that provides ysarnd sports
training and athletics competition in a variety@iympic-type sports for

people eight years of age and older with intellactlisability.

Stakeholders All the people who feel attached or will bendfam the teaching/learning
of learners with intellectual disability. These luabe the parents, social
groups such as Special Olympics, the Governmemteofya and anyone

who is likely to reap benefits when this learnecdraes human capital.

Syllabus A programme of study created by the Ministryeafucation agencies that
is used to guide and standardize the teachingeardihg process, and in
which the objectives of the programme are embeduhethe case of this

study, that of learners with intellectual disalilit

Teaching/Learning processinstructional process between teacher and leannih the

intention of achieving predetermined objectives.

1.11 Organisation of the Study

The study’s report is presented in five chaptefsgfer one contains background of the
study, the statement of the problem, the purpogbeoftudy, the objectives and research
guestions. This is followed by significance of stady, limitations and delimitations of
the study. Further, basic assumptions and opegdtidefinition of key terms follow.
Chapter two comprises literature review, followeg @ discussion of the theoretical
framework. Chapter three describes the methodologyruments used in the study and

how data was collected and analysed. Chapter fomnpases the findings analysis and
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discussion of collected data. Chapter five constdtthe summary, conclusions and

recommendations.
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CHAPTER TWO

REVIEW OF RELATED LITERATURE

2.1 Introduction

Literature review is organised under the followihgadings: literature related to
evaluation of instruction, literature related ttionale of programmes, literature related
to the effectiveness of programmes, literatureteelato efficiency of programmes,
literature related to the relevance of programnfigsrature related to the effects and

impacts of programmes and finally, the theoreti@heworks that guided the study.

2.2 Literature Related to Evaluation of Instruction

According to Gagne, Briggs and Walter (2005), dasig of instruction want to have
assurance that the total system of instructioralaable for learning. Indications of how
well the system of instruction has performed artioled from systematically gathered
evidence (Gagne, Briggs & Walter, 2005). AccordiingStufflebeam and Shinkfield
(1985) this is referred to as an evaluation. Warthed Sanders (1987) pointed out that
any evaluation needs to determine what needs abe taddressed, what resources are

available, how well the plan is being implementad what results are to be obtained.

Over the years various frameworks to rationalisecational evaluations have been
developed (Stufflebeam & Shinkfield, 1985; AndergoArsenault,2002; Kusek & Rist,

2004). Stufflebeam and Shinkfield (1985) describeamnework referred to as Context
Input Process and Product (CIPP) model which viewsaluation as the process of

delineating, obtaining and providing useful infotioa. Worthen and Sanders (1987)
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suggested that, there is a logical structure feigiheng each type of evaluation by using
methods such as document reviews, interviews, mgsranalysis of human and material
resources and by performing both qualitative anantjtative analyses amongst others.
This study also utilises documents review, intemgeanalysis of human and material
resources and by performing both qualitative andngjtative analyses amongst other
methods of data collection and review. Kusek argdl 2004) noted that evaluation is an
assessment of a planned, ongoing or complete ariéon to determine its relevance,
efficiency, effectiveness, impact and sustaingbibf all concepts used in this study.
Anderson and Arsenault (2002) have developed a htlodeuses five criteria to evaluate
educational programmes. These criteria includeomate, effectiveness, efficiency,

relevance and impacts. This model shown in Appeidlixwas adapted for this study.

Kinyua (2001) undertook an evaluation of the impemation of environmental
education integrated curriculum in primary teadnaining colleges in Kenya. The study
analysed adequacy of syllabus content, resourcesl Uy tutors and techniques
emphasized by tutors. In the study, the tools tigembllect data included questionnaires,
interview guides and an observation schedule. Algihothis study is also an evaluation,
it chose to use a different criterion that analysleel rationale, relevance, efficiency,
effectiveness and impacts of the teaching/ learpnogess. The study evaluated learners
in a PE setting. Further, the learners in the cdghbis study are in schools for learners

with intellectual disability.

According to Hansen (2009) evaluations are a nbpad of everyday life. As a routine,
people judge almost nonstop whether something earohsidered good or bad. Hansen

noted that traditionally teachers have always ®meiuated. Hansen performed a study
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in Sweden, Denmark, and Norway and discovered thatluation practices are

systematic and organised and have become insttlised at all levels of the education
system. It was further noted that evaluations hexdived into policy strategy as well as a
tool for quality assurance. Hansen addressed twestiguns. One on whether the
Scandinavian countries had developed a common a@prm education evaluation and
secondly on the kind of dynamics that were pushimg process of institutionalised

evaluation. The study analysed public accessibteiments, policies, evaluation reports
and websites. Hansen separated evaluation intaoymeeso and macro evaluations. In
conclusion Hansen noted that the purpose of aruatiah is to produce evidence with a
purpose to promote well informed decisions abodtcpanitiatives and professional

practices. This study is also an evaluation of ggsibnal practices amongst Kenyan in
schools for learners with intellectually disabilignd also analysed public documents,
policies and practices in these schools. This shalyever went further to examine how
pupils in the schools of mentally handicapped gough the process of teaching and

learning. The data in this study thus, provideg\auation of the Kenyan situation.

Stukalina (2012) undertook a study that discuss$exl importance of using regular
educational environment evaluation which involveéddents’ indirect participation in

decision making. In the study, Stukalina noted thatimber of definitions existed for the
term “evaluation” in education. Stukalina charaizen evaluation in education as the
organised collection and analysis of data to previgedback on different aspects of
education. Stukalina’s study discussed the sigamite of utilizing systematic educational
environmental evaluation suggesting that studepdsticipation in evaluation played a

significant part in quality assurance. This wasnped out as a customer driven
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educational view point. This study opted to use é&sdn and Arsenault’$2002
definition of evaluation. Like in the case of Stlika this study also looked at students as
stakeholders picking vital information from themtul&lina concluded by noting that
educational evaluation is a complex multivariatgstem, a context also appreciated by
this study as noted by the fact that eight diffetenls were used to pick up data to meet

this multi-dimensional nature of evaluation.

Paulsen and Dailey (2002) undertook an evaluatiorelementary and middle schools.
They noted that an important function of an evatmtresearch is monitoring of
programme implementation. This they attributed tee tfact that evaluation of
implementation is essential in identification obplems before the end of a programme
since changes during programme implementation &seah opportunity for a more
directed impact. They note that to monitor a progree, one should spend some time
measuring the satisfaction rate of students, psyésachers and the challenges noted by
them. Paulsen and Dailey noted that a wide rangeetfiods may be used to gather data.
These include: observations, record of documengialsis, lesson plans, physical
facilities, information from school administratopgrents amongst others. They believed
evaluations keep programmes on track and act dgygcantrol and also notes whether
the programme works. This study is also an attetoptind out whether there is a
problem in the teaching and learning of studentt witellectual disability. The study
measured the perceptions of teachers, adminisstagturdents, parents, alongside those of
former students. Further, this study used eightstdao collect data. Some of these
included direct observations, analysis of syllabpslicy documents and use of

guestionnaires and interview schedules.
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2.3 Rationale for Teaching and Learning Process dthysical Education

According to Anderson and Arsenault (2002), thengple of rationale is to question
whether the programmes make sense. Further, iieguethether the attainment of the
objectives achieves the goals of the programmets Jtady looked at what is used to
guide learners with intellectual disability. Thdlalgus is an important prop in education.
Kamere (2004) observed that in Kenya, it has beemd that the special education
syllabus needs to be investigated to examine ig @pplicable to the learner. Wekesa,
Abosi and Amusa (1997) undertook a study in Botamahere it was observed that there
was lack of syllabus to cater for the needs ofdrkit with disability. Gathua (1990) also
decried the absence of an appropriate curriculunphysically challenged learners in
primary schools in Kenya. Gathua (1990) recommertitatithere was need for an apt
syllabus that makes sense and further researdteinged for specific syllabi for special
needs learners amongst other suggestions. Thig,stddle it looks at the syllabus, is
different in that it evaluated the physical edumatsyllabus for learners with intellectual

disability amongst other issues.

Faroog, Ajmal, Rehman and Nafees (2011) evaluated curriculum of vocational

subjects for learners with hearing impairment isezondary school in Pakistan. The
study consisted of 100 vocational teachers fomksa with hearing impairment. They
noted the curriculum used in the sampled schools that issued by the Ministry of
Education. They also noted that there was needrdvige teachers with pre and in
service training. The data was collected througred questionnaires. The study
concluded that the curriculum content of vocatios#bjects in Pakistan was apt for the

level of physical and mental maturity for the hagrimpaired. The study did however
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recommend that the curriculum needed to be revietwegheet the market and future
needs of the learners. This study looked at PEchoals for learners with intellectual

disability to see whether their curriculum was apt.

Hannon (2005) undertook a study on the promotiopeaiple with physical disability in
physical activity in Ireland. It was noted that fiers that contributed to low levels of
participation in physical activity by people withsdbility included: poor physical
education in schools, negative school experienaes feachers, families or peers, lack
of knowledge about what was available, poor comwation, poor facilities and lack of
access of facilities by persons with disabilitywasl as untrained staff, poor programmes
and, lack of a sports culture amongst other isdneeed Hannon noted that Ireland was
in danger of becoming a “spectator nation” owingtsofailure to involve its learners in
physical activities. From Hannon’s empirical resbaifive factors emerged as essential
for quality experiences for persons with disabilithese factors were: strong leadership,
improved and inclusive community facilities, adeiguand accessible information
services, comprehensive education training, cogchimgrammes that provide teachers
and others with required inclusive physical edwsatraining; other factors were the fact
that the physical education curriculum needs tanloelified and, impacts and outcomes
of the modification dully monitored until physicatlucation is of sufficient quality and
guantity to ensure everyone acquires physicakltgr This study also looked at some of
the aspects noted in Hannon’s study. This inclugedng leadership, facilities in terms
of quality, quantity, training of the teachers itwexd in teaching learners with intellectual

disability and the adequacy of the curriculum ukedthe learners. This study however
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dwelt on learners with intellectual disability apposed to learners with physical

disability.

Dart, Didimalang and Pilime (2002) undertook anlea@on of special units for children
with what they refer to as mental retardation indB@na. Amongst areas investigated by
Dart, et al. (2002) study was appropriate curriculum, teachamgl learning, parental
involvement, appropriate staff, appropriate infrasture, resources and funding. They
discussed the lack of a curriculum designed tordatechildren with mental disability as
an emerging issue. A curriculum adopted from SdAfifica was in use but there was
need to contextualise it to the Botswana situatidmey noted that many parents were
supportive, though a few showed poor attitude towdhe professionals who dealt with
the intellectually disabled learners. It was furtmoted that staff was adequate and
gualified to deal with learners with disability. i§hwas the first research done on the
learner with intellectual disability in Botswanalhe study used multiple methods to
gather data. Both quantitative and qualitative méshwere used through questionnaires,
observation of head teachers, teachers, parentspapds. Documents were also
analysed. This study also used similar methodeéd or data on teachers, pupils, head

teachers, parents and former students. In the Kecgse, a syllabus is in place.

Oliver and Williams (2005) researched on the cimgiés faced while teaching
intellectually disabled learners. They noted thesichers for special schools have the
responsibility to offer not only quality but highlindividualised and goal directed
instruction. They quantified the South African saiion where learners with special needs
are accommodated in special units. Further, thehSafrican Bill of Rights provides a

framework for inclusive education. The study sugggsthat the education of the
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mentally handicapped child must do much more tharwply follow a fixed prescribed
curriculum. They postulated that the educationhef intellectually disabled learner must

adapt to the specific and unique needs of eacH.chil

Oliver and Williams (2005) observed that the mdptalndicapped child has limited
reasoning power and conceptual ability, factorst thacessitate adjustment of the
curriculum accordingly. They recommended empathg aat pity for these children.

Oliver and Williams further pointed out that teacheof the mentally handicapped
children should not get over involved but play anptementary role to parents. They
concluded their study by noting, first, that thentti@apped child required much more
than the ordinary educational teaching and assistaSecondly, that the child with

intellectual disability is either neglected or oypeotected by parents.

From Olivier and Williams (2005) study the issueseeging include: the need for strong
leadership in the teaching of the mentally hangeap need for resources, need for
teachers of special education to display uniqudittesa significance of the special needs
parent in the teaching learning process, desiradergroup appropriate curriculum and,
need to keep an appropriate individualised recgsties for each child. Whether these
issues are similar on the Kenyan scene is whatsthidy had gone out to investigate in
schools for learners with intellectual disability mterrogating the syllabus, teachers,
leadership, parents, learners and resources amotigst issues as reported in chapter

four of this thesis.

Arjmandnia and Kakabaracee (2011) evaluated thesipdly education curriculum in

special schools that teach students with mentatdation in Iran. The research sampled
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physical educators, school managers, content, ssgpece, equipment and the teaching
learning process. This study also sampled the daoters alongside former students of
schools for learners with intellectual disabilitydatheir parents as in the Kenyan

situation.

Arjmandnia and Kakabaracee (2011) used 20 manag@rphysical educators from 20
schools in Tehran. Within the content, they analyske curriculum in terms of
components such as goals, content selection, aaf#om styles and teaching experiences
in conjunction with the teacher’s guidebooks. Isvadserved that physical education led
to decrease in risk for diseases such as chroract liiseases and diabetes amongst
others. It was further noted that physical educati@as not free play, and that motor
skills picked from physical education are importacimponents of growth and

personality.

Arjmandnia and Kakabaracee (2011) postulated tmatntost fundamental benefits of
training motor skills for intellectually disableddrners relates to the fact that these are
functioning skills related to essential movemerteyl note that skills that should have
been picked at the age of 5 years and below dra stiallenge for some individuals with
intellectual disability into adulthood. They obsehat the intellectually disabled learner
in Tehran suffers from growth delay, small bodyakenuscles, retarded motor skills,
alongside suffering from limited access to suitablgportunities to develop these
deficiencies. They used questionnaires to pickrtligita. They concluded that the
physical education curriculum for the intellectyadlisabled is not only weak, but also

needs to be reviewed. Further the study noted piigfsical education teachers were not
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skilful, not familiar with the mentally retardedsagiation but also not satisfied with their

salaries. All these issues were also sought instiidy to get a Kenyan perspective.

2.4 Effectiveness of Teaching and Learning Proces$ Physical Education

Effectiveness determines whether a programme Haevad its objectives (Anderson &
Arsenault, 2002). Does what is going on in the progne create a situation for the
achievement of the programme’s objectives? Sifut@/3), Sifuna (1977), Muthwii
(1981), Abidtha (1982) and Wasanga (1982) undertstoklies around the theme of
classroom interaction. These studies were seekingntover the complex classroom
situation to enable the factors that shape anduenfie pupils’ experiences to be
acknowledged. The main tools that have been useshltxk these complex classroom
environments are observation schedules that falleuiwo main groups: interaction
analysis and systematic-observations (Muthwii, 1381chcock & Hughes, 1989). This
is an attempt to produce an objective and systenmtcount of what happens in a
classroom. Researchers have used terms such aolasinteraction patterns (Muthwii,
1981), classroom climate, quality teaching (Abidth882) and, teacher effectiveness
(Wamukuru, Kamau & Ochola, 2006) in order to trg aecipher the complex classroom
environment and achievement of the teaching /laegrobjectives. None of the studies
mentioned above were however carried out on leawéh intellectual disability. This
study is an evaluation of the current status ofostsh for learners with intellectual

disability in Kenya.

Muniu (1986) in a study to evaluate the efficacytted Physical Education curriculum in

Diploma Colleges established that staffing, timmaited to PE and facilities were
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amongst the causes in reduction of effectivenesshefimplementation of the PE
Diploma syllabus. This study was similar to thatMuiniu in that it looked at a syllabus,
but different in the sense that the syllabus instjoa is that for learners with intellectual

disability.

Ganesh, Avinash, Unnikrishnan and Kotian (2011)alstudy on the mentally disabled
adolescents. In the study it was noted that irdellE disability accounts for about a
quarter of the world’s persons with disability. @ah,et al (2011) noted that the quality
of life is more significant for persons with dishtyi than the constant psychosocial
discrimination. The study was conducted with thgeciive of grading disability.
Students between the ages of 12 and 18 in spechaols were sampled. Mental
disability was assessed using the Indian DisabHtaluation and Assessment Scale
(IDEAS). It was noted that students with intelledtdisability are capable of learning a
great deal only that they need to be taught sydteatig and creatively. The results from
this study indicated that social skills neededhsy learner with intellectual disability can
be enhanced through appropriate methodology. It fwdker noted that if the level of
intelligence of the learner is low, the usual methof classroom interaction may not
suffice. Finally Ganestet al (2011) concluded by noting that life skills shoblel made

part of the curriculum in special schools for thentally disabled learners.

2.5 Efficiency of the Teaching and Learning Processf Physical Education

Anderson and Arsenault (2002) note that efficiegayges how well a programme has
been managed and whether the most cost effectithoae have been used. Who is

involved in the teaching of the programme? In thgard, the perceptions of the teachers,
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gualification of the teachers, administrators amdilability of the resources play a
crucial role in the efficiency of the programmeud@ées have been carried out on different
kinds of teachers in classrooms. These includergupguality versus moderate teachers
(Sifuna, 1973), direct or autocratic versus indirec democratic teachers (Muthwii,
1981), teachers with undesirable behaviour versashiers with desirable behaviour
(Wasanga, 1982) and flexible teachers (Abidtha,2)198lone of these studies has
however dealt with teachers of learners with ietlial disability especially in PE.
Different variables were used to gauge what kinfiseachers exist in the classroom
(Sifuna, 1973, Muthwii, 1981 & Abidtha, 1982). Aeding to Abidtha (1982), even the
trained teachers seem to display anomalies in ttesching patterns. It becomes
imperative to examine how teachers in schools darrlers with intellectual disability

classrooms communicate and how the learners respond

According to Lee (2002), in the teaching and leagrof PE, the teacher is central in what
goes on in the classroom. Further, Lee remarkstta@hers create the right atmosphere
for students to be involved in learning. This stuadgo went out to note what kind of
atmosphere is created in classrooms of learnens intellectual disability. Njororai
(1990), in a study to assess PE resources in sclieobmmended the need to further
establish those who taught PE in schools. It waechthat location, that is, whether PE
was taught in rural or urban setting, made a diffee. This studget out to establish
who is teaching PE in schools of learners withliettual disability. Secondly, the study
also evaluated the use of the instructional ressuic the teaching of PE for learners
with intellectual disability and attempted to resdoto Njororai's call for research on

who is teaching PE by looking at the case of learméth intellectual disability in Kenya.
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Gathua, (1990) undertook a study attempting tobéistathe actual practice in schools
during PE lesson. It was established that, thoughtabled, PE is sometimes not taught
and that where it is taught, the availability obgmg facilities and equipment greatly
influenced the choice and eventual involvementhsf kearners. Gathua assessed the
instructional constraints experienced in the teagtof PE in schools for learners with
physical disability in Kenya. Questionnaires, aisavation tool and interview schedules
were used to collect data. It was found that amibimggructional constraints identified
were lack of equipment tailored for use by learngith physical disability, lack of a
distinct syllabus for learners with physical diséj trained teachers and time allocated
to PE. This study used questionnaires, observabois and interview schedules to
collect data. It however dealt with learners wittiellectual disability unlike Gathua

(1990).

Wekesa, Abosi and Amusa (1997) noted that thereeésl for teachers to be trained in
special education. Whether teachers of PE dealiith Vearners with intellectual

disability are trained in special education wasnaportant concern in this study. Asembo
(1997) noted that coaches of persons with intelkdctlisability also acknowledge how
sports improve self-perception and develop sodi@ptability and self-reliance of the
disabled. To achieve this however, there is neead tfaining of the teachers in

philosophy, principles and structures that enhaREe and special education (Mold,
1993). Njororai (1990) had established similar itssas Mold (1993). This study sought
to establish the professional qualification of tears for learners with intellectual
disability. Wasonga (1997) noted that school adstiators play a crucial role in

allocating finances hence the kind of facilitiesl aguipment available for the teaching
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of PE. None of the studies from Gathua (1990), Wgad1997) or Njororai (1990) dealt
with school administrators of learners with intetleal disability. This study was an

attempt to fill this gap.

Musangeya and Dzimba (1997) and Telewa (2004) aelithat literature on the use of
resources for quality teaching abounds. Mecha (R@@knowledges that the use of
resources and the quality of teaching go hand imdh&logeni, (2004) undertook a study
on utilization of teaching resources. To gauge iuaf the teacher, Mogeni investigated
curriculum, methodology, teacher/tutor qualificatidghe use of teaching resources and
facilities. The instruments used in the studiescciitbove which were survey researches
include: interview guides, classroom observatiohescles, questionnaires, resources
checklists and analysis of documents manifests @dgeya & Dzimba, 1997; Mecha,
2004; Mogeni, 2004; Telewa, 2004). None of theadist were done in PE. Further they
seem to have concentrated only on the teacher,thdwmh significant, is not the only

player in the classroom.

Wamukuru, Kamau and Ochola (2006) in a study onrtipgementation of Free Primary

Education in Kenya and its effect on teacher exgredi found that numbers of learners
influence the use of teaching and learning rescsurddey argue that the larger the
numbers, the less effectual the teacher will beat\the teachers say about use and
availability of resources is one of the questionmis study addresses to highlight how

efficient the teaching and learning of PE is.

31



2.6 Relevance of the Teaching and Learning ProcestEPhysical Education

According to Anderson and Arsenault (2002) releeaoancerns whether the objectives
are still appropriate and whether the programnsugported by stakeholders. This begs
the question, how sustainable is the programmethB®dtearners feel that the programme
is still pertinent in the Kenyan situation? YingO@) noted that, studies in special
education indicate the incongruity with which lezns with disability compare to those

without. According to Falson and Porret (2004)xaxi results have been found relating

to the amounts of physical activity between chitdwath disability and those without.

Wekesa, Abosi and Amusa (1997) noted that in Batswdeaching persons with
disability presented several challenges to thehgacThis study went out to evaluate
whether the challenges reported in Botswana are pievalent in Kenyan primary

schools for the intellectually disabled learners.

Asembo (1997) noted that learners with intellectliahbility benefit from lessons in PE
and further noted that learners with intellectusladility cannot be taught in the same
way as normal children. This establishes the relesaof the teaching/learning process
for schools with learners with intellectual dis@giand became a matter of focus for this

study.

According to Wekesa, Abosi and Amusa (1997) for bemefits to be credible, the
teacher must be trained. Further, Wekesal (1997) recommended training for teachers
of persons with intellectual disability due to tkect that learners with intellectual

disability tend to function at the concrete stagéearning. This means that they tend to
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have little or no ability to generalize knowled@éis study also investigated whether the

teachers in schools for learners with intellectlishbility were trained.

Mohsin, Khan, Dogers and Awan (2011) researchedhenrole parents play in the
training of children with intellectual disability.hey identified the multiple roles parents
play in the education of children with intellectuhsability. Notably parents play a vital
role in the training and development of childrerthwintellectual disability. They are
considered fundamental mentors for children inyel#ié as well as later in life. Mohsin,
et al (2011) used two students and two parents for teeidy. They used various
instruments to collect their data, which includedriés to monitor children. The study
concluded that parents are equal partners witthégadn the training of children with
intellectual disability. These conclusions were nally felt at the designing stage of this

study hence the use of parents as a sample isttldy.

Admas (2009) studied intervention practices in gdegnits in Ethiopia. The study
focused on a special unit for children with intetleal disability. The data was collected
through interviews of three teachers who had sefee®0 years in the units. Admas
(2009) noted that children with intellectual diddbineed to learn different behaviours
alongside academic skills that would help them In@ependently. It was further noted
that children with intellectual disability need @ff, time, resources, trained manpower
and other things that are prominent to bring abchénge in their lives. Physical
education was used to address the learners’ plyBmdations as well as their
communication and social skills. It was acknowledighat children who found difficulty
in sitting and walking benefited from the teachionfy physical education. Parents’

involvement in the schooling of children with idegdtual disability was a challenge.
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Some parents were not willing to take part in titerivention process. Many parents want
to see improvement without their input. It was wlotkat the Ministry of Education in
Ethiopia showed little concern by not monitoring tpings on. The study concluded by
taking cognisance of the fact that the learnemsveld improvement in self care, safety
and communication skills after being in a schoaoll&arners with intellectual disability
for a few years. This study also sought to find widtether it would draw similar
conclusions given that its focus was on learners Wad attended schools for learners

with intellectual disability in Kenya.

2.7 Impacts of Teaching and Learning Process of Phical Education

Anderson and Arsenault, (2002) illustrated thae@8 and impacts measure what has
happened as a result of the programme. What arernpknned effects and long term
programme consequences (Anderson and Arsenaul®)208ccording to Jowett and
Lavellee (2007) in the formative years of learnipgrents play a crucial role in the
learners’ achievements. Indeed, learners’ fundéamherew of themselves as competent
and socially acceptable is related to their peroaptf how they think their parents view
them. Families of Special Olympics athletes inticsignificant improvements in their
children’s health, social skills and self-confidendue to their involvement in sporting
activities (Jowett & Lavellee, 2007). These are ialportant attributes in PE (Ying,
2008). These studies (Jowett & Lavellee, 2007; Yid@08) were done out of Kenya.
This study looked at the impacts of teaching/leagrof physical education in schools for
learners with intellectual disability in Kenya.wias interesting to involve the families of

learners with intellectual disability in Kenya inb& to corroborate the findings above.
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The attitudes of families of the learners in thegard were indicators of whether the

programme had an impact on the learners.

According to Shriver (2007) Special Olympics isadatyst force in developing the world
for people with intellectual disability. It is fumér noted that Special Olympics can play a
role in helping the United Nations fulfil its globdevelopment goals (Shriver, 2007).
Shriver (2007) acknowledged efforts of Special Qdyes and noted that the United
Nations explicitly recognises the important roleie can play in the lives of persons
with disability. In this regard Special Olympicsthe ultimate a learner with intellectual
disability would expect after being involved in PEhis study goes out to investigate
learners who have transited from the PE class&pézial Olympics as a way to gauge

what has happened as a result of the programme.

Broer, Doyle and Giangreco (2005) undertook a studyhe perspective of students with
intellectual disability about their experienceshwtaraprofessionals. In developing their
study it was noted that 23 studies had been caouédn special education between 1997
and 2004. To rationalise their study Brogtral (2005) noted that none of these 23 studies
included the voice of the students. Their studycdbed the perspective of young adults
with intellectual disability about their experienakreceiving paraprofessional support in
general education. They further noted that exptpnoerspectives of former students
yielded important information about service deliveissues that can inform the
educational situation. They used 16 young add#stified through the assistance of two
advocacy organisations. Interviews were audio-tapad transcribed verbatim and
reviewed. The finding of the study presented pgudints positive, negative and

sometimes ambivalent perspectives about paraprofeds as mother, friends, protectors
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and primary teachers. They concluded by observirag &lthough a small number of
respondents recalled their school experiences feitbness, the vast majority of former
students expressed powerful messages of disenfsamebént, embarrassment, rejection,
fear and stigmatization. This study tried to capttine feelings of former pupils of

schools for learners with intellectual disabilityKenya.

2.8 Theoretical Framework

Evaluations are criteria-based methods of systealbtigathering worthy information.

This study is informed by a multiple evaluation eggrhes. This entails the use of a
combination of evaluation theories for design o 8tudy. According to Bledsoe and
Graham (2005) the use of multiple evaluation apgtenhances the viability and fidelity

of programme evaluation.

Specifically two theories informed this study. Eirsirkpatrick evaluation theory which
involves a four level approach to evaluation. Maggod evaluations still derive
inspiration from this four criteria model (Foxon KBybrand, 1989). This theory uses
reaction, learning, behaviour and results as theldefor evaluation. Based on these four
levels it captures the dynamics and interactionthefvarious dimensions and attributes

of a programme (Eseryel, 2002).

The second theory that informs this study is theoti driven evaluation. This theory
uses the syntheses of both stake holders progrdogiteand social science theories to
explain the programmes integration of the how, whétcts and outcomes (Bledsoe &
Graham, 2005). Carter (2012) notes that theoryedrigvaluations is an approach that

examines underlying assumptions all the way fropuinto outcome and finally to
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impact. Sharpe (2011) explains this theory by ngptihat, theory based evaluation
creates basis of evaluating relatively uncontrolfgdgrammes. Further, it supplies a
conceptual basis for reforms and improvements daitvetists. Coryne, Noakes, Westine
and Schroter (2011) acknowledged that evaluatieonrthdescribes and prescribes what

evaluators do or should do when conducting evalnati

These two theories, viz, Kirkpatrick’s four levikebry and the theory driven evaluation,
contextualise the Anderson and Arsenualt (2002)luetian criteria of rationale,
effectiveness, efficiency, relevance and impactlwthe researcher chose to use in this

study.
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CHAPTER THREE

RESEARCH METHODOLOGY

3.1 Introduction

This section is divided into eleven subsectionsesehare: Introduction, the research
design, the target population, sample size and kagnprocedures, research instruments,
validity of the research instrument, reliability thie research instruments, data collection

procedures, data analysis techniques and ethioakcos.

3.2 Research Design

This study is an evaluation of the teaching andnieg of PE for learners with
intellectual disability. This is an evaluation rasgh involving descriptive survey.
Evaluations utilize the same methodology as tradi social research (Trochim, 2006).
This is a design which involves determining thewseor practices of a group through
interviews and questionnaires (Baumgartner, Str8nddensley, 2002). Evaluations
assess the worthiness of a programme through deiagra number of elements. For an
evaluation to be complete, it must assess the diiloes of a programme that include
rationale of the programme, its effectiveness, cefficy, relevance and impacts
(Anderson & Arsenault, 2002; Gagne, Briggs & Wal@&h05). Additionally, evaluations
focus mainly on making decisions about programmesjucts and practices (Gay, Mills
& Aivasion, 2006). Evaluation falls under both qgtatlve and quantitative methods of
data collection (Hitchcock & Hughes, 1995). Thisidst investigated how rationale,

effectiveness, efficiency, relevance and impactscafthe teaching and learning process
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of PE and how this related with the syllabus ardestholders expectations with regards

to learners with intellectual disability.

3.3  Target Population

Schools for the Mentally Handicapped are spreadaatlund the country. These
institutions cater for learners who, by virtue béir intellectual disability, are rated as
either severe or profound. There are 44 such utistits in Kenya (Appendix IX) catering

for 42,864 mentally impaired learners (Republick&nya, 2009). This study targeted
principals, teachers and learners from the 44 dshtmr learners with intellectual

disability, former learners of schools with intelieal disability and their parents. This
study targeted the final year learners since theyexpected to graduate from these

institutions.

Learners with intellectual disability are clasgifiento mild, moderate, severe and
profound. These terms emphasise the levels oflactell functioning of the learner
(Republic of Kenya, 2009). Two main kinds of sclsoohter for these learners. First,
special schools set-aside for learners with intali@l disability rated as severe and
profound; these are also referred to as schoolgh®rmentally handicapped. Second
normal schools with special units catering for teas with intellectual disability amongst
other disabilities. Learners with mild to moderatgellectual disability are usually
enrolled into these normal primary schools withcsgleunits. This study targeted learners
from mentally handicapped schools. Out of the 4doets mentally handicapped in

Kenya (Republic of Kenya, 2009) targeted by thiglgt35 schools were surveyed.
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3.4  Sample Size and Sampling Procedure

Simple random sampling was used in this study. Jémaple was developed from an
alphabetical list of schools. Using random numkisg’oriah, 2004) out of the 44

schools for learners with intellectual disabili8f schools were selected. A group of 30
(n=30) is usually considered an acceptable mininsample size (Baumgartner, Strong
& Hensley, 2002). Four of out of the 35 schools eveandomly selected for the pilot

study. Those schools used for the pilot study wetaused for the final study.

Once an institution was selected the teachersedfiial year group in those schools were
sampled during the teaching of the PE lessons.s@hgpled classes were put into small
groups of five to twelve children for the focusadup discussion. This depended on the

size of the class.

In the case of families, 34 parents were randoralgcted from a list of 40 provided by
administrators of schools. This list was compilgdlie researcher. These parents’ names
were numbered alphabetically as per the first naafies which the 34 were randomly
selected using a list of random numbers. Out of3thgparents sampled, four were used

for the pilot study. Those used in the pilot stwdgre not used in the main study.

In the case of former students, 48 were randoanyed. The aim was to use 50 former
learners. However, two of these former learnersewsot coherent enough and the
information gathered from them could not be usedirFormer students were used in the

pilot study. Those four were not used in the fistady.

40



3.5 Research Instruments

The teaching learning process is a compound exethat entails a number of formal

procedures, people and activities. This includgialsus, teachers, school administrators,
learners and their parents. This process beingraluation, even former learners had to
be part of this search to understand the teacleaging process. In this regard and due

to the nature of this research, eight instrumemisewleveloped.

A syllabus review documentary analysis form wasettgyed (Appendix ) to critique the
syllabus. The items were developed using RalphrEyl@odel on curriculum design.
From the original four questions in Ralph Tylersadel, 17 items were developed for

this study (Anderson and Arsenault, 2002).

Data from the teachers was collected using a cquesire for teachers (Appendix 1),
and a separate one for principals/ deputy prinsigd@ppendix Ill). Questionnaires have
the advantage of collecting large samples of infdram (Kombo & Tromp, 2006). In the
case of the questionnaire for teachers, the questice was divided up into three
sections. In section A of the questionnaire the data of the teacher was captured, in
section B, information on teaching physical eduwsatwas captured while section C
captured information on instruction. Further, tieeaarcher sought to find out about the
teachers years of services, the use of lesson,glamadherence of the lesson plan to the
scheme of work, the classroom climate created byehcher, and finally information on
constraints the teacher faced when seeking foreodninformation, equipment and

facilities. There was a section D, where the redearsought to find how the teacher felt
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about exposure of the learners to external gameb sporting agents. In the

guestionnaire for principals (Appendix Ill) the eascher sought to find how the

On the question of school principals/ deputy ppats the questionnaire sought to find
out about the goals of physical education in theet; the principals’ knowledge on the
teaching of physical education in the school ankestision of the teaching of physical
education. Further the questionnaire sought to fiog the principals allocated funds to
different subjects in the school, policy of goveemnon funds allocation, government
input in the school, consistency of governmentuh pumber of facilities in the school,

the proposals principals’ had for physical edugatiothe following year, the principals’

training and parents’ input in the schools.

Data was also collected using an observation tAppéndix IV). The essence of this
observation is to capture what actually happenslasses of physical education during
the teaching and learning process. The tool usedd&ssroom observation was informed
by two processes. One, the fact that a physicataohn class runs through six distinct
phases, and two, that there are some expectatiahmust be fulfilled by the teacher that
lend to a successful lesson. The six phases ddsareare initiated by a warm up phase
where the learner's muscles are prepared for thieites that will follow. This is
specific to the muscles that will be used in thpexted activities. This is followed by a
compensatory phase where flexibility exercisesdange to prepare the joints that will be
used in the activities. The third phase entailsatttesal teaching of a new skill. Phase four
is practice of the new skill and reinforcing of pieusly taught skills in groups to allow
the teacher to see each individual practise thghtaskill as well as some of the recently

taught skills. Phase five is a games session foyarent by the learners as they continue
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to practice the taught skills in controlled gami&e ksession. The class is brought to an
end by the sixth phase which entails a cool dovesiea to allow the learners to get their

breath back and also allow for active recovery.

The observation tool also captured other dynanties happen in classrooms. These
dynamics include expectations of teachers that pmppa lesson which include: the
dressing, personality, audibility, capacity to mgmaliscipline, use of a lesson plan,
mastery of content by the teacher, the use ofiiaehd, the use of equipment during the
lesson. These expectations were conceptualisedtfterourrent assessment tool used to
observe the student teachers from the Universitjafobi during teaching practice and

modified to take cognisance of the dynamics of dd3kon.

For the availability of resources, an inventory p&pdix V) was used. The intention of
the inventory was to find out about all the equipmmand facilities available to the

teacher for the teaching of physical education.

Learner’s perceptions were collected via an ineawschedule for learners (Appendix
VI). Interview schedules have the advantage of fgavpen ended questions, flexible
enough for the researcher to note unexpected respoand proceed with further
exploration (Baumgartner, Strong & Hensley, 20B2ixther, the learners were organised
into focus groups to allow the learners to actiyayticipate in discussions. Focus groups
allow the participants to freely express themsel(gsumgartner, Strong & Hensley,
2002). The interview schedule sought informatiortf@nlearners feeling while in classes
of physical education, the school subject learnsost enjoyed, most appreciated part of

the lesson, learners’ and motivation for the phglstclucation lesson.
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An interview schedule was used for family expeotagi (Appendix VIl) and for former

learners’ transition to Special Olympics (Appendidl). The interview schedule for

former learners with intellectual disability sougbtfind out how long ago the former
learners had left school, the sports played wttilechool and after leaving school, level
of participation, current frequency and level aftipation in sporting activity, distance
of current playing facility from former learnersheml, who administers the current
sporting activity and, the level of current pagigiion of the former learner’s parents’ in

the sporting activities of these former learners.

The family interview schedule sought informationwhether the learners were different
after going through the programme at school, ineolent of former learners with
Special Olympics and continued parental particgratin the sporting lives of these

former learners.

3.6 Validity of Research Instruments

Validity concerns whether what is intended to beasueed is what is actually being
measured by the instrument (Nachmias & Nachmia96)19The two questionnaires

(Appendices Il and IlIl), the document analysis fofAppendix 1), the three interview

schedules (Appendix VI, VII and VIIl) and a clasBservation schedule used for this
study were subjected to a validity test. Initialthe questionnaires and the interview
schedules were given to at least five lectureth@nSchool of Education at the University
of Nairobi. This captured concepts that the redearanay have missed out. The
interview schedules were considered by the sameirtes to determine whether the

guestions asked were at the level of the learpenents and former students. The idea
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behind this validation exercise was to find out thiee the questionnaire, the syllabus
review document and the interview schedule measwhkdt they were intended to
measure. Both the Observation tool (Appendix M) #re resource availability inventory

(Appendix V) were given to three PE lecturers teathon content validity.

Seven instruments- the questionnaire for teaclygiesstionnaire for principals, interview
schedules for parents, interview schedule for forlearners, interview schedule for the
learners and the observation tool and the resounvestory were each piloted in four
schools. Random sampling method was used to sbledchools and participants of the
pilot study. The schools that were used for thetpstudy were not used in the main
study. Four parents and four of former studentsewesed to pilot the interview on the
family. This helped the researcher to find out wieetthe instruments developed were
able to answer the research questions set fostiily. For the syllabus review document

a syllabus for the visual impaired was used tohese well it worked.

3.7 Reliability of Research Instruments

Reliability is the extent to which an instrumenntans variable errors. Out of the eight
tools developed for this study, the two questioresaior principals and teachers and,
observation tool used test-retest to seek outdbls treliability (Nachmias & Nachmias,
1996). The retest was done after a period of tweks. Two of the schools selected for
the pilot study were used for test retest. Theifigsl from the two tests were compared to
ascertain reliability. A retest reliability of a¢dst 0.6 was sought. A population Pearson

correlation coefficient was computed using the folan

r2 = Total variation — Unexplained Variation
Total Variation
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The study found correlation efficiency for the dqu@snaires tools and the observation

tool:
I.  Questionnaire for teachers 0.89
ii.  Questionnaire for principals/ deputy Principals 910.
iii.  Observation tool 0.96

For the three interview schedules for learneran@rlearners and parents, the reliability
was determined by restating the questions afterirthi@l encounter. For the syllabus
review document that was used to interrogate tHakays, the syllabus for learners with
visual impairment (Republic of Kenya, 2001) wasdis€he researcher and a lecturer
from the physical education department at the Usitseof Nairobi both used this tool to
interrogate the syllabus for the learners with aismpairment. A comparison of the two
results computed using the Pearson correlationficmeft found a coefficient of 0.95.
The eighth tool the inventory had extra space fiiuza whatever else may have arisen in

the field.

3.8 Data Collection Procedures

Initially, permission was sought from the Ministof Higher Education Science and
Technology, whose mandate it is to authorize rebesr Kenya. A permit was issued.
Once this was done, the Ministry of Education wasntapproached for permission to
carry out research within institutions. Administnat of the schools were consulted and
the relevant teachers of physical education idedtifand alerted about the study.

Participants were requested to volunteer to padteiin the study.
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Questionnaires were administered by the reseaditestly to the teachers and schools’
administrators. Class Observation tool was usednwit@ss was in progress. Learners
were organized as focus groups of about five tdvievior discussions. The consensus of
the learners was captured. Parents of former leaared former learners were identified
through the administrators of schools for learneith intellectual disability and the
interview schedule was administered to them indiglly. Where information not in the

interview scheduled was offered, the researchd fietd notes to enrich the study.

3.9 Data Analysis Techniques

Data captured by the syllabus review document (Adpel) was dealt with qualitatively
(Miles & Huberman, 1994). Questionnaires on thechea (Appendix II), school
principals (Appendix II) and resource inventory (&mdix V) were summarized and

analysed qualitatively and quantitatively.

Data captured through the classroom observatioh(fgependix IV) was qualitatively
analysed. This was followed by cross tabulating es@mhthe observations with a few

items from the findings derived from the questidrman teachers (Appendix II).

Interview schedule for the pupils, for the familiesd for former students was analysed
both qualitatively and quantitatively. For the tjadive data, content analysis was done
to identify similar and different characteristicenerging from the data. For the

guantitative data, the information was computed ifnequencies and percentages. For

the data from the observations tool (Appendix I¥i)equare was used.

Chi-square tests were done on the data collecteddh the classroom observation tool.
Chi-square is an inferential test whose null hypeth claims the absence of any
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relationship between the variables of interest.akwated statistic is assessed alongside
the critical statistic at the corresponding degreeBeedom. If the calculated statistic is
greater than the critical statistic (in which cagmificance is established at 0.01 levels or
0.05 levels or 0.1 level of testing), then the rylpothesis is rejected. It is important to
note that only the relationships that were fountidcstatistically significant are reported
in each level of the five activities from the indtectory to the final stage. Further, for the
chi-square test, it is assumed that the samplansam, the population is normally

distributed and observations are independent.

3.10 Ethical Concerns

Permission to conduct this research was soughtgareh by the National Research
Council. Before the researcher collected any datther permission was sought from the
principals of schools where the fact that this wassearch for the purpose of pursuing a
degree was explained to each principal individudliywas noted that the information
given would be treated confidentially, no namesirmtitution would be mentioned
anywhere in the thesis thus the use of pseudo-nantsoding was deemed appropriate
for this study. The research also approached eaabhér, former learner and their
parents and gave similar explanations and assurbatme embarking on the data
collection exercise. For the learners, a consdtdrlgvas given asking them to raise any

objection if unwilling to take part in the study.
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CHAPTER FOUR

FINDINGS AND DISCUSSIONS

4:1 Introduction

This chapter presents results of analysis of th@ dallected based on the research
guestions documented in section 1.5. This is pestaditially by background of the

participants.

4.2 Demographic Information on Participants

Schools for the mentally handicapped cater fornlear with severe and profound
intellectual disability. Learners with either mittt moderate intellectual disability are
catered for in special units found in primary sdsoall over Kenya. The teachers in
schools for the mentally handicapped are suppasdthve qualification of at least P1
Certificate and a further qualification from Kenlwsstitute of Special Education (KISE)

in the teaching of special needs education.

All the teachers from 35 sampled schools cooperatighl the researcher in offering
information. Out of these 31 were used for thelfstady while four schools were used
for the pilot study. The four schools used for phiet study were excluded from the final
study. All the 31 schools sampled responded togtiestionnaire. This was due to the
fact that the researcher was willing to come backeeond and third time until the
information was collected. One principal was howesway on study leave and the
acting principal categorically refused to offeranmhation on his behalf even though he

allowed the researcher access to the teacherdhandarners. This accounted for a return
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rate of 100% for all the questionnaires and obsmmatools directly related to the
schools, except the case of the principals whezeréturn rate was 96.77%. Of the 50
former learners who sought to participate in thisdg, 48 were used. Four former
students were used in the pilot study and all gawveprehensive responses. Two learners
were not coherent. This gave a return rate of @b.6The four former students used in
the pilot study were not used in the main study. saimpled 34 parents of the former
learners with intellectual disability cooperatedighgiving a return rate of 100%. Four

parents used in the pilot study were not usedamthin study.

4.3 Findings on Research Question One: What is thationale for teaching and

learning process of physical education for learnersith intellectual disability?

The rationale of a programme goes out to answerqtiestion whether or not the
programme makes sense and whether or not it vdinathe objectives embedded in the
programme to ensure that the set goals are achidVesl study went out to interrogate
the syllabus and seek views of principals and tei@chbout the syllabus document. In
this regard the study sought what is considered gheironmental context of the
programme. It also sought to find out to what ektie teachers’ interpretation of the
syllabus during the teaching/learning process makese and ensures attainment of the
set objectives for learners with intellectual disgb Finally parental input and feelings

of the learners about physical education teachiag sought.

A syllabus is a plan for learning experiences #ratprovided by a school (Oliva, 2009).
It carries the directions of a programme; hencarzalysis of the syllabus should be able

to answer the question whether or not the programaiees sense. The study established
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that the Kenya Institute of Curriculum Developm@ukCD) has a special needs syllabus
for learners with mental handicap in line with tiegional goals of education (Appendix
X). These national goals are reflected in the dhjes of special needs education and
implemented through objectives for learners witmtakhandicap (Republic of Kenya,
2009). The syllabus is a cardinal document thdicates to the Ministry in charge of
education that aspirations of Kenyans, capturettheénobjectives of education, including
for learners with intellectual disability, is acliyataught as expected. The teacher in
schools for learners with intellectual disabilisysupposed to be the guide that ascertains

that objectives set out in the syllabus are atthine

The syllabus contains the overriding national gadl®ducation which are captured in
Appendix X. These are well thought out goals tregitare the aspirations of the Kenyan
people. These goals seek to create a well rounaedlinupright patriotic citizen who is

a self driven individual. The goals also seek tmnpote socially responsible,
environmentally and health conscious people withositive attitude. This implies that
the goals in the syllabus are cascaded down framona goals and these goals meet the
aspirations of the Kenyan people. This suggeststiiese goals make sense for learners

with intellectual disability.

Objectives of special needs education are derivesh the national goals of education
which are captured in Appendix X. These are whatesobjectives that to a large extent,
if followed by the teachers of learners with intetiual disability, will create the human
capital that the government of Kenya envisageddigcation system to create. These
objectives contextualise the spiritual, mental,isoand physical needs of the learners.

The objectives’ intentions are to equip learnershwsuitable basic foundation, self
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concept, attitudes, and analytical skills whichlallow the learners to excel in future.
The objectives also aim to equip learners withlskhat will rehabilitate and promote
independent living of the learners. These objestiwdich are domesticated from the
national goals of education, presume that disghgitnot inability hence, make sense to

learners with intellectual disability.

Objectives of education for learners with mentaldieap are developed from objectives
of special needs education. These are crosscuttijectives, an indication that the
programme taught in schools for learners with digghmakes sense. As long as the
teachers adhere to these objectives, the attainmienbhese objectives will lead to
attainment of the goals of this programme for leesnwith intellectual disability. The
objectives of education for learners with mentatdieap, as the Ministry of Education
refers to learners with intellectual disability,eacaptured in Appendix X. These
objectives include: to equip the learners to bee dblinteract with their peer, acquire
skills that enable learners to earn a living, @assisleveloping emotional security, equip
learners with literacy and numeracy skills, occtipym in leisure, develop independence,
self adjustment skills and, enable them to becorodyztive in society. This implies that
these objectives are wholesome and achievablendruthese objectives domesticate and
mirror the objectives of special needs educatiopp@ndix X). Based on Appendix X,
the objectives that are set for learners with letélial disability are commensurate with
learners with intellectual disability. This agregsgh a study by Faroog, Ajmal, Rehman
and Nafees (2011), who found similar results whesy tinterrogated the curriculum of
the learners with hearing impairment in Pakist&aroog,et al (2011) used the word apt

to indicate that the curriculum that had been moggited was commensurate with the
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relevant level of learners. Further Faro&g, al (2011) implied that the programme
investigated made sense. This study returns sirfildings on the Kenyan situation as

well, further suggesting that the outlined objeetivmake sense.

An analysis of the syllabus (Appendix X) for schealith learners’ with intellectual
disability noted that the syllabus placed physedication under recreation and leisure.
The content is brief and incomplete. In fact thedtsub-heading on content which states,
“factors to consider in choosing leisure and retimeaactivities”, has the content missing.
The physical education section of the syllabus IlEarners with mental handicap
(Republic of Kenya, 2009) is called recreation daetsure. This may lead to the
conclusion that there is need to review and edst ithportant document. In one of the
schools visited, one of the teachers observedpghgsical education is different from
leisure and recreation as stated in the syllabhis. Wias captured as part of the field notes
by the researcher. This suggests that achievinglfectives of the content of leisure
may not lead to the attainment of the goals focheay physical education to learners

with intellectual disability.

This study set out to seek the situation eviderganools for learners with intellectual
disability on whether teachers adhere to the syHathat had been developed by the

educational authorities. Table 1 shows the resiiltse data.
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Table 1: Teachers’ Adherence to Physical Educatiobyllabus for Learners with
Intellectual Disability

Adherence Frequency Percentage
Yes 11 35.48
No 3 9.68
Adapt 17 54.84
Total 31 100.00

Table 1 shows that only 35.48% (n=11) of the teexlwaimed they adhered to the
syllabus while 54.84 % (n=17) adapted the syllabuke issues on the ground. However
9.68% (n=3) of the teachers do not adhere to thabs)s. This suggests that the majority
of the teachers (64.52%) claimed they may not laNered to the syllabus document for

learners with intellectual disability.

This implies that about two thirds of the teacherslearners with intellectual disability

teaching physical education do not see the senadharing to the syllabus while about
one third of them feel that the syllabus is adegj@aid either chose to use it or modify it
to meet the needs of teaching physical educatibrs dlso implies that approximately a
third of these teachers in schools of learners initklect disability claim to adhere to the
syllabus, an indication that the teachers may higlefaith in the activities set out in the

syllabus. Ideally, the syllabus should be the guiole all teachers and they should

therefore adhere to it if indeed they believe ikesasense.

Each teacher must use this syllabus document tatamaithe standards set by the
government. The fact that the majority of teacttBdsnot feel the need to adhere to this
proclaimed guide may indicate that there is an dyithg challenge with the syllabus.

Also, the fact that a majority of teachers chosadapt to something else is also telling of
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what these teachers feel about this syllabus fmnkrs with intellectual disability. This
may imply that teachers at schools for learner$ witellectual disability have thought
through and have decided that adhering to thislsyll as it is may not meet the needs of
learners with intellectual disability, hence, theed for adaption. This could be a pointer
to the fact that teachers do not think that théabyls meets the rationale set out for

learners with intellectual disability.

In the field notes captured by the researcher, ainthe teachers made the observation
that the syllabus is not quite thought throughemts of activities hence may not give
clear direction to the teacher. The same teach#heiuindicated that it is difficult to

teach activities based on the syllabus as struttufaother teacher noted that he did not
bother to use the syllabus because it offers rextion yet another teacher acknowledged

that he has never seen the syllabus.

Kamere (2004) in a study in Kenya on educationléarners with physical disability
suggested that, there was need to examine whekigerspecial needs syllabus is
applicable to the learner. Kamere’s study implibdttsometimes a syllabus may be
present, but may not apply to the learners it [gpssed to serve. This study notes that,
while there is a syllabus in place for the learneith intellectual disability, majority of
teachers in these schools still opt to adapt ratem use the authorised syllabus. This
implies that the syllabus used currently may noapg hence justifying Kamere’s (2004)
suggestion to examine whether special needs sghabare applicable to the population
they intend to serve. The findings of this studgoatoncur with Gathua (1990) and

Wekesa, Abosi and Amusa (1997) who had also exgdessncern that there was a
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tendency by teachers to adapt instead of using whatin the syllabus for learners with

special needs.

The study also sought to find out the activitieagtat in schools for learners with
intellectual disability. These activities would dinate whether the programmes

objectives make sense as set out in the syllathesrdsults are shown in Table 2.

Table 2: Sports Skills Taught in Schools for Learnis with Intellectual Disability

Skills Taught Frequency Percentage
Handball 2 6.45
Athletics 5 16.13
Soccer 18 58.06
Netball 3 9.67
Softball 1 3.23
Basketball 1 3.23
Volleyball 1 3.23
Total 31 100.0

Table 2 indicates that 6.45% (n=2) of the teachaught handball, while 9.67% (n=3)
taught netball, 3.23% (n=1) taught softball, 3.2@%1) taught basketball, 3.23% (n=1)

taught volleyball, 16.13 %( n=5) taught athletiosl 858.06% (n=18) taught soccer.

This finding suggests that a majority of teachech a variety of big ball sports with

soccer (58.06%) being the most popular though yhalsis had suggested activities such
as singing and play. It is imperative to note thane of the teachers actually adhered to
the syllabus on the day they were observed bydbkearcher, even though 35.48 (n=11)
had stipulated that they adhere to the syllabuss 3lmows a disconnect between what is
on the ground and what is proposed in the syllabbg suggests that there is need to

review the curriculum to meet contemporary demaitie need to review the syllabus
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tends to agree with Faroog, Ajmal, Rehman and Ndaf2@11) in a study in Pakistan in
schools for learners with hearing impairment wherey recommended the need to
review the curriculum from time to time to meet ketrand contemporary needs. When
the syllabus for learners with intellectual disdigit was analysed, it was not clear why
the teachers chose to teach ball games yet they &eayected to teach recreation that
included singing, storytelling, dance, hosting,yplaaking cards and cleaning pets. This
anomaly may have been created by the fact thahéesovere taught how to teach

physical education and not leisure and recreatsostated in the syllabus.

Sentiments from the teachers about adherence ta\tlebus attempt to explain the
situation on the ground. Two teachers noted thatethare inadequate facilities and
equipment to be able to follow a structured progremin this regard, teachers tend to
flow with what is available. Another teacher notédt resources within the school are
overstretched, and that since physical educatioroisa priority, provision for it is not
given preference. These statements were obliviotiset facts that the syllabus suggested
more basic and less costly set of activities coexgban the ball games the teachers opted

for.

The syllabus contains the objectives that the ailitb® within the realms of education
are expected to impart. When the teachers who apposed to be the agents to
implement these objectives choose purposely totadapomething different, then the
need to question the syllabus becomes justifiables indicates a possible disconnect
between the syllabus and what teachers for leamghsintellectual disability feel the

objectives should be. These arguments suggestatimagjority of the teachers do not

believe that the syllabus provides an opporturiigt tmeets the objectives of learners
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with intellectual disability. This could also implghat these teachers in schools for

learners with intellectual disability are not certthat this syllabus makes sense.

The specific objectives of physical education for intellectually disabled learners are as
captured in Appendix X. They include identificatiohleisure and recreational activities
and making choices of activities for enjoyment gratticipation in excursions and
camps. This implies that the catch phrases in tbbgectives are to identify state, make
choices and patrticipate. All these are verbs trat@easurable. If the teachers in schools
of learners with intellectual disability apply tieesbjectives as stated they should be able
to identify these actions. The specific objectiveet out, even though they could be

interpreted by different teachers in many diffenealys, are actually measurable.

It is noted that in schools for learners with itgetual disability, chronological age is not
a significant factor (Republic of Kenya, 2004). te&xs are quantified by their mental
and health age. In a class their diversificatiom@é ranges from 7 years to 21 years. In
this regard it is left to the teacher to providarfeng opportunities that are at the mental
and health level of the learner. The syllabus (Apulde X) seems to take this issue into
account and to offer activities that cut cross lages even though, as noted earlier, these
activities are in the area of leisure and not iggptal education. This suggests that the
syllabus for learners with mental handicap takegn=ance of the age differences in

classes for learners with intellectual disability.

To conclude about the syllabus in relation to #iteonale criteria, in the current state, the
syllabus document caters for activities in leisarel recreation while the discipline

taught at the schools for learners with intellectdesability is physical education
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(Republic of Kenya, 2009). In this regard the doenimseems ambiguous and may not
meet the interests of the learners. Suffice het@doefore state that the syllabus used in
the teaching of physical education in schools éarmers with intellectual disability does

not meet the interests of the learners.

While singing, storytelling and play are a sigraint part of growing up, this could also
be captured in the area of teaching language. iliesvthat develop the physical fithess
component of these learners could have been mgm@ate here. Indeed it is noted
that teachers of learners with intellectual disgbilave tended to recognise this anomaly
and have chosen big ball sports as noted in Talas @pposed to singing, storytelling

and play.

The school principals play a significant part irctdting the environment in which
physical education operates (Dart, Didimalang &nfl, 2002). Thenode operandof
the institution depends on what is allocated tospial education. This is expressed
through what the principals believe the goals efgbhool are. When the principals of the
schools for intellectually disabled learners weskea what they believed the goals of
physical education were in their institutions tleeyne up with the following statements

as captured in Table 3.
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Table 3: Goals of Physical Education as Noted lnycirals in Schools for Learners with
Intellectual Disability.

Goals of Physical Education Frequency Percentage
Enjoyment 3 10.00
Fitness 12 40.00
Learning New Skills 7 23.33
Health 2 6.67
Mobility 4 13.33
Holistic Education 2 6.67

Total 30 100

All these items listed in Table 3 are the rich gaafl physical education. This implies that
the principals of schools for the intellectuallgabled learners understand the importance
of physical education which is education through phhysical. These are: enjoyment
(10.00%- n=3), fitness skill development (40.0096=-12), health (6.67%- n=2), mobility
(13.33%-n=4), holistic education (6.67%-n=2) anarténg of new skills (23.33%-n=7).
These concepts are embedded in the teaching ofcphyducation for learners with

intellectual disability.

This suggests that principals of schools of learwéth intellectual disability appreciate
the holistic nature of physical education and reds® the values of the multifaceted
capacity of learning that is activated while teaghphysical education. This is a positive
attribute that needs to be encouraged. This imphas the principals believe that this

programme makes sense.

Principals were asked for the input of parentsléarners with intellectual disability.

Input of parents is an indicator on whether theept assume that the programme makes
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sense to them. Parents of the learners with ictelé disability are amongst the main

stake holders. Table 4 shows the parental inpnbted by the principals.

Table 4: Parental Input in Schools for learners wih Intellectual Disability

Parents Input Frequency Percentage
Fees 20 66.66
Transport 3 10.00
Social Support 5 16.67
Nothing 2 6.67

Total 30 100.00

The information in Table 4 indicates that paremgut is basically obligatory, that is,
school fees (66.66%- n=20), transport (10.00%-raR) social support (16.67%-n=5) to
take care of issues directly related to the leasoeh as first aid and incidentals. Other

than that the schools receive no other financippett from the parents.

This implies that apart from the obligatory feesrgmts of learners with intellectual
disability do not make any further input in therl@ag of their children. This is an
indication that parents for learners with intelleadtdisability make minimum financial
input to schools for learners with intellectualabgity. This may suggest that the parents

do not believe that this programme makes sense.

Other issues related to parents that were raisd@teoprincipals included lack of interest
in the wellbeing of the learners once they werevdetd to school. One principal

intimated that parental support was limited and tiagn It was noted by one teacher that
some learners were even physically abused by plaegnts. Another challenge noted was

inconsistence of learners’ attendance of classéh wo explanations. One teacher
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quipped that parents are non-cooperative, assuth@gesponsibility usually shift to
government once the child is admitted to schoolothar teacher noted that since there
were no examinations for these learners, parentaatidoother to follow up once the
students are admitted to the school. This showsdaiterest by parents in whether the

learners achieve the objectives of the programrhis dnds up demoralising the teachers.

Admas (2009) found similar traits by parents inigpa. Admas noted the significance
of parents in the schooling system for learnerf witellectual disability, but decried the
unwillingness of parents to be directly involvedthre learning of their children with
intellectual disability. Admas (2009) concludeddiyserving that these parents expected
to see improvement without their input. Jowett draellee (2007) also noted that
parents play a crucial role in learners’ achieveimand that learner’s view of themselves
as competent and socially acceptable people is gaeg@my their perception of their
parents’ approval. This suggests that althoughralee of the parents in the learning and
general progress of learners with intellectual lilgg is crucial, these parents do not

value the programme for learners with intellectliahbility.

The learners were asked how they felt while un#tertaphysical education classes.

Table 5 shows their responses.

62



Table 5: Learners Expressing the Feelings of Attendg a Physical Education Lesson
in Schools for Learners with Intellectual Disability.

Expression for Class Frequency Percentage
Enjoyment 18 58.07

Fun 2 6.45

Good 5 16.13
Happy 4 12.90
Excitement 2 6.45

Total 31 100.00

It is noted from Table 5 that all the expressiossdiby the students to describe their
feelings during the physical education lesson vedir¢100%- n=100) positive oriented,
whether it was about enjoyment (58.07%-n=18), haggs (12.90%-n=4), good

(16.13%-n=5), excitement (6.45%-n=2) or simply {6m5%-n=2).

This may also indicate that the students felt sattraction towards physical education.
This suggests that learners feel positively abdwat atmosphere created during the
physical education lesson in schools for learnath imtellectual disability. The feeling
the learners get while in a classroom plays a parthe creation of a conducive
atmosphere for learning. Whether the learners appyor sad enables learning to take
place or not to take place respectively. Implicitigrefore pupils in school for learners

with intellectual disability believe that this pmagnme makes sense.

Findings which answer the questions on whetheptbgramme made sense and whether
attainment of programme objectives ensured attammiethe programme goals can thus

be summarised as follows:

I.  The syllabus document provided for learners witmtalehandicap has objectives
for the learners with intellectual disability caded from the national goals. The
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syllabus was however incomplete, implying the néed its review. Further

interrogation of the syllabus document indicates:th

a. This syllabus was for the teaching of leisure aacreation while what
was taught and timetabled for in schools for theliectually disabled is
physical education. This implies teachers traimethe traditional physical
education system may find it difficult to concegise the exact needs of
this syllabus. The specific objectives while meable tended to be for
leisure and recreation and not for physical edooatfhe implication for

this is the need to review this syllabus so thatakes sense to the teacher.

b. The educational goals set out by the syllabus dectmwere
commensurate with the learners of intellectual wigg which are to
develop human capital by socialising these learn€hss implies that
attainment of the syllabus objectives would ensat@inment of the

programmes goals.

c. The syllabus was able to identify activities thatild be used at all ages
for both intellectual and chronological ages. Téedting also allows for

the varied ages that are standard in these clasgestaken care of.

The content was broad and may allow for many imeggtions depending on
background, training and experience. Some termd sseh as ‘play’ are too
broad and need further quantification. This implies need to create a syllabus

that allows for a standard interpretation by adicteers.
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ii. In terms of adherence to the syllabus, a majoritthe teachers noted that they
did not adhere to the syllabus document in thegtesf their schemes of work
and lesson plans. They attributed this lack of esliee to a number of reasons,
one which included not having seen the syllabuss irhplies that there is need
for better supervision by the principals and gyabissurance staff from the

Ministry of Education.

iv.  Principals who lead institutions for learners wiitkellectual disability appreciate
that physical education plays a part in creatinlistio education for the learner
with intellectual disability hence suggesting tllhais programme makes sense.
This implies that the teaching and learning prodessphysical education in

schools for learners with intellectual disabilitissn good hands.

v. Parents of learners with intellectual disabilitpydeto show little concern for their
children once they deliver them to the school. Thiggests that parents may not
feel that this education is sufficiently signific¢arfior their children with
intellectual disability. This may also point to ighiten parents about the
significance of their roles in the teaching andmé&gay process of learners with

intellectual disability.

vi. Learners with intellectual disability believe thahysical education is an
enjoyable discipline and consider it their favoaitésson implying they believe it

makes sense.

The implication of the findings on the criteria rationale thus suggests that a syllabus,

which is a policy document, is in place to guide téachers and administrators in schools
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for learners with intellectual disability. However majority of teachers have opted not to
use it blaming the structured inadequacies inharetitis policy document. Overall, key
stakeholders except the parents involved with dehéar learners with intellectual
disability lend support to this programme suggestin makes sense and that the
attainment of the programmes’ objectives ensured attainment of the programmes

goals.

4.4  Findings on Research Question Two: How effeee is the teaching and

learning process of physical education for learnersith intellectual disability?

Effectiveness entails achievement of objectives.tHis regard stakeholders in the
teaching and learning process for learners witbllgttual disability must be involved in
assessing whether the said objectives have beaeavadh The overarching objective of
the programme for learners with intellectual digbis to create human capital out of
the products of this programme. To achieve thigailve a number of indicators are
used. This includes: development of individualiseaning through the policies in the
syllabus, classroom climate as created by the ipais; teachers, learners, availability of
resources and the parents’ interest in the teadbharging process of these learners with

intellectual disability.

The essence of education is to create an indivigdalg, 2008). One method of

achieving this is through individualised instruatidivisioning is a process used to sort
out players by level of capacity of skill where laths are graduated in terms of
competency so that each athlete is able to plalgisther own level of competence

(Shriver, 2007). Divisioning is an attempt to indalize learning so that the learner is

66



not discouraged by participating in an activityttial discourage the learner due to the
difficulty of the task and the competition arourtk tlearner. The syllabus for the
intellectually disabled learner is set out broaahyl does not seem to take cognisance or
demand that the teacher takes care of the issdiisfoning. The content in the syllabus
is laid out in terms of song, dance, play, hostmgking cards and cleaning pets. Based
on these arguments it may be suggested that tlabgglas cited does not take care of the

issue of divisioning.

Oliver and Williams (2005) in their study on chaliges that face the teaching of learners
with intellectual disability noted that educationh this level must be more than just
following a prescribed curriculum. They went onstgggest that it was the responsibility
of the teacher to provide quality and highly indivalised goal directed instruction. This
study also discovered that the syllabus does nobweage individual instruction. One
teacher decried the fact that the syllabus didtak¢ cognisance of the fact that these
learners had varied skill levels. The teacher ssiggethe need for divisioning otherwise
some learners would be denied the opportunity t@tntleeir potential in classes of

physical education.

While the syllabus (Appendix X) set out for therleax with intellectual disability does
not necessarily lay out resources, the activitiesimed tend to suggest the use of basic
resources. Singing and dancing are not high resgomane activities. This implies that
the current syllabus for learners with intellectdedability as laid out currently suggests

the use of basic resources in the teaching of palysducation.
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The teachers were asked whether they consideredehehing to be individualised. It is
noted that 80.65% (n=25) of the teachers beliewaé tthe instruction they are delivering
constitute individualized instruction while 19.35=6) did not think so. This implies
that a majority of the teachers in schools fordeas with intellectual disability felt that

they offer individualised learning.

The essence of education is to create individualeeaend of the process (Ying, 2008).
To achieve this, the lessons taught need to takeafandividual differences. A majority
of the teachers of physical education for learméth intellectual disability believe they
cater for individualized learning. The fact thateyh recognized this need for
individualized learning is important as learnervehaaried capacities and capabilities.
The teacher’s responsibility is to attempt to bgnefe learners by exploiting these
individual strengths and weakness. To achieve thesteacher tries to make learning as
individualised as possible. While the teacherstfedy offered individualised instruction,
the lack of divisioning is an indicator that teachim schools for learners with intellectual
disability tend to offer generalised as opposethtiividualised instruction. This implies
that to some extend generalised teaching may mat 1e individual learners that the

objectives of education strive to create.

The climate in a class is created by the teachwer,irstruction method and the other
learners in the class. The learners were askedtwéathought of their classmates. Up to
77.42% (n=24) of the learners with intellectualathidity are confident that their peers are
their friends while the other 22.58 % (n=7) do ttuhk all the other learners are their
friends. This suggests that a majority (77.42%-n=#4the learners in the class believe

that their peers like them hence creating a waasstbom environment.
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Peer relation is a component of classroom climitaKelstein, 2001). Other learners
dictate whether a particular learner will enjoy/hés class experience or not. If the other
learners are friendly then the experiences in aldde pleasant for the learner. If the
other learners are unfriendly, the climate in tles< will be negative, making the class a
hostile environment for a learner. In this regaithtever the programme would have set
out to achieve will not be achieved. In the caséhaf study, a majority of the learners
felt that the classroom climate created by thearpeas positive. That is conducive for
the learners (Flinkelstein, 2001). In the Maslowrarchy of needs, love is designated
below self esteem and self actualization (Flinkeatst2001). This indicates the need for a
warm classroom atmosphere before the developmeselbfesteem that education is
supposed to inculcate. This is more so in the ca$earners with intellectual disability.
Hannon (2005) would seem to agree with these fgwlioy noting that negative school

experiences from peers amongst others, impactasndes with physical disability.

Another important component of classroom climatéhes quality of communication by
the teacher. Appropriate communication createsrdialoclassroom environment. If the
teacher is a good communicator, the chance of@alaelation between the learners and
the teacher is more apparent. The learners weredaskether they understood their
teacher clearly. The responses from all (100.00831hfocus groups acknowledged that
the teacher was well understood and there was siogée voice that felt different. Based
on this argument, it may be stated that teachetsawhers with intellectual disabilities
have clear communication skills. This suggests twaatever the teacher sets to
communicate gets appreciated by the learners. mhis point to the achievement of set

objectives.
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The amount of time allocated to teaching of physeducation is significant in the
achievement of the objectives set out. Table 6 shibe& number of hours allocated to the
teaching of physical education in schools for leasnwith intellectual disability as

recorded by the principals.

Table 6: Time Allocated to PE in Schools for Learnes with Intellectual Disability.

Time allocation in hours Frequency Percentage
15 2 06.67
2.0 8 26.67
2.5 8 26.67
3.0 4 13.33
3.5 3 10.00
4.0 4 13.33
5.0 1 03.33
Total 30 100.00

From Table 6, it can be noted that 26.67% (n=8hefschools allocate two hours a week
which works to four half hour lessons per week. #eo 26.67% (n=8) gives two and a
half hours which works out as half an hour each dde other times allocated was one
and a half hours a week (6.67%-n=2), three howsek (13.33%-n=4), three and a half
hours a week (10.00%-n=3), four hours a week (F3-834) and five hours a week
(3.33%-n=1). This shows a lack of pattern. It sedhe different schools allocated
different periods for the teaching of physical eatiem hence no rationale is found in the
time allocation for the teaching of physical eduwatin schools for learners with
intellectual disability. The varied timings alloedt by different schools imply that the
policy of half an hour a day for 5 days is not agldeto by the schools of learners with

intellectual disability.
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Time allocation is a component of classroom climategher than prescribed time
allocations could be due to the fact that physemaication could be connected to play.
The school administration would probably feel tha learners are better off playing
than being involved in structured lessons. This llawork counter to trying to achieve
the creation of human capital out of the studentschools for learner with intellectual
disability. Half an hour per day should providee tteacher with an opportunity to
provide experience that the learners would enjand\of the studies reviewed quantified
time as a significant resource in the teachingeafriers with intellectual disability.
Arjmandnia and Kakabaracee (2011) in an evaluatdnthe physical education
curriculum in Iran stated that physical educatieasbns should not be considered free

play periods since this means that the programmetisreated to meet its objectives.

Asked what kind of climate they created in the siaem, all (100%-n=31) of the
teachers claimed they provided an atmosphere shaleasant. This proposes that all the
teachers of physical education in schools for leernvith intellectual disability feel they
create an atmosphere conducive for learning. Hsearcher noted that the learners
tended to enjoy their lesson as exemplified bydtwecentration that was evident in the
games session of the lesson. While the creatianmé&asant atmosphere in class by the
teachers may just be perception, the fact is tiedd teachers recognize this is important.
The teacher creates classroom climate either bgsaom or commission (Lee, 2002). The
kind of classroom climate depends on the teachiathads the teacher uses and the way
the learners react to these methods. Lee (2088)ratognized the significance of the

teacher as the central factor in the developmetiteofight atmosphere in the classroom.
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Teaching entails trying to achieve preset objestivin this respect teachers were asked

whether the objectives they set out were achiefedording to all the teachers, 100.00%

(n=31) of the objectives set were achieved. Thetfet teachers are aware that they have

set out objectives which they feel were achievedmgortant to the learner. The

teacher’s years of experience and time at traimsfjtutions all tie in to the fact that the

teacher feels that it is important for the objessiset out to be achieved.

In conclusion, on research question two on thecéffeness of teaching and learning of

physical education for learners with intellectuaadbility, the following is the summary

of the findings:

It is recognised that individualisation of instrioct is fundamental in the attempt
to achieve the programme’s objectives. This impied the content as laid out in
the syllabus does not recognise this individuabsaand neither does the syllabus

suggest activities that could be used in achietliegobjectives.

Divisioning is the process of graduating learnemnpetencies to enable them to
compete with peer at their level to avoid frustratduring play. This creates the
possibility of individualised learning. This impdiehat this individualisation of

instruction did not come out clearly in the syllabdocument or even in the
conceptualisation of teaching. Individualised teaghwas also noted as a

challenge to teaching by one of the principalsrinésved.

It was noted that different timings were allocatedthe teaching of physical
education, from one and a half hours to five h@uvgeek. This pointed to lack of

a policy that informs consistency in time allocatedthe teaching of physical
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education in schools for learners with intellectdelability. This may imply that
the teaching of PE is not taken seriously hences#tiea hours allocated because

the syllabus is elastic and does not need to beradHo.

iv.  Classroom climate plays a significant part in aechment of programme
objectives. All the teachers believed they creatplemsant atmosphere in the
class. All the learners supported this assertidns implies that the programme

objectives can be achieved in this kind of envirenin

v. Learners purported to have enjoyed their classraderaction, a precursor to

achievement of programme goals.

The implication of the findings on the criteria effectiveness which entails an
assessment of whether the programme has achiegedorls thus suggests that
individualisation of instruction is not addressetk@uately. This may be attributed to
lack of policy framework. Lack of guideline frometlsyllabus and lack of a document to
underpin timing in the teaching of physical edumatihas negatively affected
achievement of the programmes’ objectives. Howeler positive classroom climate
created by both teachers and learners provides maluctve atmosphere for the

achievement of the programmes objectives.

4.5 Findings on Research Question Three: How effient is the teaching and

learning process of physical education for learnersiith intellectual disability?

Efficiency of learning entails the management & thaching and learning process for
learners with intellectual disability. It involvesow well this teaching and learning
process has been managed. It queries whether dherketter ways of achieving these
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results at a lesser cosipw and who is administering the teaching and iagtnwvhich
methods are currently being used in the teachiamieg process and which resources
are available at schools for the intellectuallyatied learners to make the teaching and
learning process successful. The factors in managem these regard are: the syllabus,
the principles managing the schools, the teachersaging the class and, the resources
available to make these learning experiences woftrylearners with intellectual

disability.

According to the syllabus (Appendix X), educatioeaperiences that are supposed to
cater for the objectives offered include: songrie) dance, play, hosting, making cards
and print, cleaning pets, storytelling, practicewrsong, dancing and role play (Republic
of Kenya, 2009). These are quantified under thedinga “leisure and recreation

activity”. The content given is fairly broad and timat respect could actually serve the
purpose. However, it may also be too broad, allgwimany interpretations to the level

that it may not offer sufficient guidance to thadker to allow this content to be of value
to the learners. In that respect it may not prowdacational experiences that are likely

to attain the expected purposes for learners wttilectual disability.

Maybe the lack of adherence to the syllabus asdnmteTable 1 by a majority of the

teachers and the fact that only a third of thelteex opted to choose their activity from
the syllabus as shown in Table 2 is informed byg thck of tidiness of the syllabus of
physical education used in schools for learnerf witellectual disability. This calls for

the need to review the syllabus in line with a mrecommendation by Faroog, Ajmal,
Rehman and Nafees (2011) in a study in Pakistathencurriculum for schools for

learners with hearing impairment.
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This suggests many possibilities that could lead ttumber of questions. As noted in
Appendix X, terms such as ‘play’ are broad and rfeetier quantification to make sense
for instance the teachers expected to use ballsysrto define the extent of this play?
Are the stories in 1.2.1 different from Storyteffim 1.2.2 or is it repetition? Is Dance in
1.2.1 different from Dancing in 1.2.2 or is it a meonjugation of the term? Is ‘song’
found in 1.2.1 cardinally different from ‘practiggmew song’ in 1.2.2? May? Whatever
the situation, the content suggested provideséithguidance to the teacher. This may be
the reason why the students with intellectual digglseem to be taught a large variety
of activities during the same period of learningha school term. The item, ‘hosting’, is
ambiguous in terms of content and needs to be autisted otherwise it is hanging and
appears out of place. From the information abaveeems that the specific objectives as
set out in the syllabus document relate to leisun@ recreation while what is time tabled
in schools for learners with intellectual disalilis physical education. This may be an
anomaly that needs to be corrected as various Ecimoay end up teaching different
aspects, making the syllabus not unify the teachimg) learning process in the Kenyan

schools.

This study also sought to find qualifications ofypttal education teachers in schools for
the learners with intellectual disability. The mapaalified the teachers the better they are
able to interpret the syllabus and administer ttoggamme (Faroog, Ajmal, Rehman and

Nafees, 2011). The results are shown in Table 8.
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Table 7: Teachers’ Qualifications in Schools for Larners with Intellectual
Disability

Educational Level Frequency Percentage
P-1 Certificate 1 3.23
Diploma in Education 8 25.81
Bachelors of Education 15 48.38
Masters of Education 7 22.58
Total 31 100.00

Table 7 shows that 3.23% (n=1) of the teachers laold-1 certificate in education,
25.81% (n=8) hold a diploma in education, 48.38%1&) hold a bachelor of education
degree while 22.58% (n=7) of the teachers hold atens in education degree. This
implies that 70.96% (n=22) of the teachers involvadthe instruction of physical
education are graduates and only 3.23% (n=1) hd&&-eertficate. This implies that all
teachers have the required professional qualiboato handle physical education in
schools for learners with intellectual disabilifyhis suggests that these teachers ideally

would have no problem interpreting the syllabusuthoent.

One of the teachers noted that they were all ap@tety trained. However, there was
lack of support staff hence these well trained ieex are forced to occasionally double
up as support staff. Another teacher noted thaketinere no incentives accrued from
training beyond the minimum required stage. Yet tla@o teacher noted that this
programme for learners with intellectual disabilitpade a lot of sense but the
government did not take it seriously as noted lak laf incentives for teachers in this

area of teaching. With lack of incentives for tearsh the situation begs the question
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whether government cares about the achievemenbjettoves that have been set for

learners with intellectual disability.

This finding ties in well with proposals made byré@g, Ajmal, Rehman and Nafees
(2011) that teachers need to be provided with preise and in-service training. Hannon
(2005) also noted that in the promotion of peopléhvwhysical disability in Ireland,
untrained staff was a major barrier contributinglda levels of participation. Being
professionally trained and qualified empowers #acher to render quality service to the

learners (Hannon, 2005).

Higher qualification of the teachers is indicatfethe fact that teachers are likely to be
motivated to teach PE. The Teachers Service Conmomi¢$SC) is in-charge of posting

most teachers to schools in Kenya. Usually thistipgsis based on qualification of

teachers. To have been posted to these schoolByidkea teachers required a P-1
certificate, while a diploma from the Kenya Inst&wf Special Education (KISE) is an
added advantage. For some of the teachers to ldwevad a bachelor of education
degree and subsequently a masters of educatioealdtpey must have put in their own
extra effort. In this regard it is quite clear thaaichers in schools for learners with

intellectual disability have what it takes to oftBe best to their pupils.

The principals were asked what criterion was usedllocate the funds received to

different disciplines their responses were captundeble 9.
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Table 8: Cash Allocation Criteria per Discipline fa Learners with Intellectual

Disability.
Allocations Frequency Percentage
Non Quantified 5 16.67
Depends on Priority 5 16.67
Depends on Needs 11 36.66
Quantified 2%-7% 6 20.00
Unknown 1 3.33
Vote Based 2 6.67
Total 30 100

Table 8 shows that up to 36.66% (n=11) of the moeds said that the allocation of cash

per discipline depended on priorities, 16.67% (nelajmed it was based on the votes
while 20.00% (n=6) of them allocate 2%-7% per giboe. Another 16.67% (n=>5) of the

principals are not able to actually quantify howamwvas allocated to each subject taught
at the school while 3.33% (n=1) principals were able to clearly state how much was
allocated to each discipline. Only 6.67% (n=2) desdl they based the allocation for
funds on vote heads, meaning each vote head wasatdt at least a percentage of the

money received.

It is noted that a number of procedures are usadldoate funds per discipline. This may
lead to the conclusion that there was no cleacpan the allocation of funds at schools
for learners with intellectual disability. The alkttion of resources to different activities
in schools of the intellectually disabled learnésusually left to the principal. The
principal at the school level makes all the decisitn terms of allocation of resources.
This includes fiscal, physical and social resourc&be principal’'s work entails

overseeing the running of the institution, makimg/er the cardinal management factor
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in the administration of the school. In this regéate principal has a significant stake in

the efficiency of teaching and learning for leamerth intellectual disability.

Without a clear policy on funds allocation, it mag assumed that the development of the
physical education department is left to the whohshe principal. Where the principal
considers physical education important, the aliocais bound to be higher compared to
where physical education is considered insignificdhis means that disciplines such as
physical education are likely to be left to indiwad whims of the principals. For the
teachers of physical education this cannot be aatable position to be in. This could
be the reason why a majority of teachers have chtwsteach basic big ball games since
they are cheaper to teach. The need for strongeishigh in the teaching of physical
education in schools for learners with intellectuh$ability can therefore not be
overemphasised. Olivier and Williams (2005) in@dgton the challenges facing special
schools agreed with the need for strong leaderahg availability of resources, both
which play a crucial role in the provision of lesrg experiences for learners with

intellectual disability.

Table 9 shows the fiscal resources distributionepatindicating what was allocated by

principals to different disciplines.
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Table 9: Cash Allocation to Different Disciplines ly the Principals of Schools for
Learners with Intellectual Disability.

Allocations Frequency Percentages
Not Quantified 6 20.00
Depends on Needs 10 33.33
Prioritised 5 16.67

1% to 5% of Cash Received 6 20.00
Depends on Capitation 3 10.00
Total 30 100.00

Table 9 indicates the allocations as follows: 1666(h=5) depends on priority of the
school, 33.33% (n=10) depends on needs, 20.00%) (wa6 not quantified, 10.00%
(n=3) depends on capitation and 20.00% (n=6) oftithe the allocation was pegged on
1-5% per discipline. These allocations show thare¢ was no clear criterion and the

tendency seems to be more on a case by case aantiside

This suggests a number of possibilities includitige need for proper training of the
principals to understand the need to create autini funding allocation, the need for
training of principals in the area of physical edfien so as to capture underlying needs
and challenges and, the need for qualified selfedriprofessionals of physical education
to be able to articulate the need to prioritize gt education against other burning
priorities. Based on the argument above, it is ietplthat there is no policy on the
allocations of funds to various disciplines in solsofor learners with intellectual
disability. The principals’ arbitral allocation é&finds depended on unqualified and un-
qguantified criteria. The amount of money allocateda discipline dictates the kind of

resources that would be available. The type ofruicsbnal material the teacher uses

80



impacts the academic success of students withapeseds (Marilyn and Bursuck, 2006)

hence the criterion of how much is allocated tchesaubject becomes fundamental.

The principals were asked whether their allocapoticy was commensurate with the
government policy on allocations of funds at schofdr the intellectually disabled

learner and their responses were recorded in Tdble

Table 10: Whether Allocations are based on Governnm¢ Policy in Schools for
Learners with Intellectual Disability.

Policy Allocations Based on Frequency Percerga
Yes Government Policy 15 50.00
Not Government Policy 2 6.67
Free Primary Education Policy 8 26.67
Schools’ Own Policy 7 6.67
Principals Self Created Policy 3 10.00
Total 30 100.00

Table 10 indicates that 50.00% (n=15) of principai$e that the allocation of funds is a
government policy, 6.67% (n=2) said it was not0D%6 (n=3) of the principals felt this
was self created, 6.67% (n=2) attributed this &rtechool policy, while 26.67% (n=8)
of the principles interviewed linked the allocatitimthe Free Primary Education policy.
Based on notes taken in the field, two principatéed that fund interfered with the
efficiency of the implementation of the programme schools for learners with
intellectual disability. One other principal fehat the funds from government were not
enough and that disbursement was erratic. Anothecipal noted that while funds were
disbursed in the same manner as was done for réguimal primary schools learners
with intellectual disability have many more needsnpared to those that attend normal

primary schools. A principal from a school in thgormal settlement areas of Nairobi
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claimed they had been promised support by a foréaror but had inadequate land for
new projects. This principal further noted that gwernment had only made allocation
under the Free Primary Education docket and praovide further funds beyond that.
Another principal noted that a prominent bank hadrered with his school as part of
the banks cooperate social responsibility. The baostructed a few buildings helping

ease the facility situation at the school.

This information tends to suggest too many vameion funds allocation, an indication
that there is no clear government policy on howosthunds are used at schools for
learners with intellectual disability. From Tabld it is noted that there is no clear
evidence of where the policy on funds allocated ghscipline originates from. This
suggests that principals are cardinal in the waysigll education is viewed in schools
for learners with intellectual disability. The atltion given to the head of the department
for physical education is an indicator of how muick principal values this discipline. A
government policy would compel principals to allicinances based on criteria that can
be justified and that would be standard at schfwvl$earners with intellectual disability.
In this regard the Government of Kenya would asieigome control on the allocation of
finances and ensure a clear pattern is adheredtasonga (1997) established the same
result that administrators play a crucial role lloeating funding in schools, a factor that
directly affects the kind of facilities and equipm@vailable for the teaching of physical

education.

Table 11 indicates the number of facilities in smlofor the intellectually disabled

learners in Kenya.
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Table 11: Number of Sports Facilities in Schools foLearners with Intellectual

Disability.
Number of Sports Facilities Frequency Percentage
1 1 3.33
2 11 36.68
3 13 43.33
4 1 3.33
5 3 10.00
6 1 3.33
Total 30 100.00

Table 11 indicates that at 43.33% (n=13) most sishbave three facilities for sports.
Other schools had: six (3.33%-n=1), five (10.009%8xn+our (3.33%-n=1), two facilities
(36.68%-n=11) and one facility (3.33%-n=1) for teaching of physical education. A
majority of the institutions (80.00%-n=24) haveheit two or three facilities for the

teaching of physical education.

The sports facilities in an institution provide ttaitude for the teacher to be able to
express his/her professionalism in the provisionewperiences for the learner. That
means the higher the number of facilities the béttethe learner. As was noted in Table
2, most of the teachers taught soccer (58.06%-n=tBletics (16.13%-n=5) and Netball
(9.67%-n=3). This may not allow much latitude fbe tteacher in terms of possibilities.
This may have been due to choices that were almikabthe teachers. The lack of
facilities such as a gymnasia and an aquatic faaiplies that only a limited number of
skills and learning experience can be offered. Ajonity (80.65%-n=25) of the

institutions for learners with intellectual disatyilhave limited sports facilities to teach

physical education.
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The principals were asked about whether they haeea krained in physical education for
the learner with intellectual disability. Up to 80% (n=24) of the principals are trained
to teach physical education to learners with iatgllal disability while 20.00% (n=6) of
the principals are not trained to teach physicaication to these learners. The fact that
such a large number of principals are trained igsmal education for special needs
education is an indicator that these schools areapable hands. This is a positive
attribute implying that at least 80% of the managaeading schools for learners with
intellectual disability have the capacity to contpged the bigger picture of the needs of
physical education. Training in physical educatisrthus crucial to help the principal
understand the intricacies of teaching this suligethe challenged learner and to develop
the bigger picture of what to expect in this aréaliscipline. This is because trained
personnel understand the need for an adequatestt@sas well as the need for a sensible
learner equipment ratio. This ties down with thet filhat up to half (50%-n=15) of the

principals felt the need to procure new equipmerthair proposal for the following year.

The principals were asked how many years of trgirtimy had received. Table 12

depicts the answers given.

Table 12: Years of Training of Principals in Schod for Learners with Intellectual
Disability.

Years of Training Frequency Percentage
2 Years 14 46.67

3 Years 7 23.33

4 Years 6 20.00

6 Years 2 6.67

7 Years 1 3.33

Total 30 100.00



Table 12 indicates that most principals had reckizeleast two years (46.67%-n=14),
three years (23.33%-n=7) and four years (20.00%mf@daining. It was interesting to
note however, that a few principals had actualbgneed six years (6.67%n=2) and seven
years (3.33%-n=1) of training, an indication thedls of competence of principals in
these schools for the learners with intellectuaability is high. This implies that a
majority (53.33%) of the principals in charge ohgols for learners with intellectual
disability have more than three years of trainiRgncipals, it seems, are adequately
prepared for the task of handling schools for leestwith intellectual disability. It was
notable that about 10% of the teachers have owverysars of training. These are
indications of depth in training for these teacheatere so if this training was all towards
preparation to teach in schools for learners witteliectual disability. The number of
years of training can be equated to competenceciedlpeif this training is in tertiary
institutions. Ideally the higher the number of yeaf training the more competent one is

expected to become.

Further, the principals were asked about the nunmbgears of experience they have had

after training (Table 13).

Table 13: Principals’ Years of Experience in Schoslfor Learners with Intellectual
Disability.

Years of Experience Frequency Percentage
1-2 Years 4 13.33
3-5Years 8 26.67
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6-9 Years 11 36.67
10 Years and More 7 23.33
Total 30 100.00

Table 13 shows that 13.33% (n=4) of the princifeld one to two years of experience,
26.67% (n==8) of the principals had three to fivangeof experience, 36.67 % (n=11) of
the principals had six to nine years of experiead 23.33% (n=7) had more than ten
years of experience. This indicates that there mmecipals with varied years of

experience in running schools for the intellectpalisabled learners. Of this, 60.00%
(n=18) of the teachers have over six years of egpee while, 86.67% (n=26) have over

three years of experience in teaching.

Next to the amount of training one gets, the nundfeyears after training is a good
gauge of the sheer experience one has accumulspedially if the experience is at an
institution or the discipline one has been traimedin effect three years and more of
experience promotes competence and adds valuadbeies in schools for learners with
intellectual disability. It is noted that a majgriof principals have three years and or
more of teaching experience in schools of learmétl intellectual disability. This is

valuable experience that can create opportunitiesdh learning experiences.

Principals were asked whether they had taught palysducation in the schools. Up to
80.00% (n=24) of the principals heading institutiofor learners with intellectual

disability have actually taught physical educationthe schools they are currently
heading while only 20.00% (n=6) of the principaldmot taught physical education in
their current schools. This implies that a mayo(80.00%) of the principals understood

the kind of challenges their particular school vadhe teaching of physical education.
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This therefore suggests that 80.00% of the pritgipmderstand the challenges of

teaching physical education in the institutions/th@nage.

The fact that the principal of the school had taygtysical education suggests that the
principal is aware of the challenges that physedlication teachers face. He/she is
therefore likely to try to address emerging chajlenin a bid to influence the climate
created in the classes of teachers of physicalatiducfor the intellectually disabled

learner. Hannon (2005) also agrees with this desewhen he points out that strong
informed leadership is a factor for provision os@wtial and quality experiences for

learners with physical disability.

The principal is the cardinal supervisor of thecte:. In schools for learners with
intellectual disability, lessons need to be plansedhat the experiences offered to the
learners are well thought through. In this reggmdncipals were asked whether the
teachers who taught physical education used legkos. All (100.00%) indicated that

they did. This implies lessons of physical educatce actually said to be planned for.

Planned lessons provide rich learning opportunitieslearners. An important part of
teaching is the planning of what will be taught.téacher does this through various
accepted tools. The scheme of work gives guidamdhen school term teaching plan.
Based on this, the lesson plan is derived and gquegance on the daily teaching plan.
Since this is a plan derived from the scheme, adtoer and use of the lesson plan is an
indicator that the teacher is sticking to a prdsmliplan and is not simply running the

lesson without direction.
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The researcher used the observation tool in Appeidito physically observe the
teachers. Table 15 shows what the researcher @ismbvs going on during the physical
education lesson in schools for learners with letélal disability as it pertains to the use

of a lesson plan.

Table 14: Use of Lesson Plan by the Teacher of PB Bchools for Learners with
Intellectual Disability.

Item Frequency Percentage
Very poor 1 3.23

Poor 16 51.61
Satisfactory 12 38.71
Good 2 6.45

Total 31 100.00

From Table 14 the researcher observed that, 3.28%) (of the teachers were rated as
very poor in the use of a lesson plan, while 51.6h%16) were considered poor. Only
38.71% (n=12) were considered satisfactory anditaygg45% (n=2) rated as good. No
teachers were rated as very good in the use afsameplan. This suggests that a majority
(54.84%-n=17) of the teachers were less than aat@ly in the use of a lesson plan
during the period of actual teaching of physicali@dion in schools for learners with

intellectual disability.

This implies that teachers in schools for learmdgth intellectual disability do not see the
value of investing in planning for the physical edtion lesson. This result is verified by
the fact that when teachers were asked about whersource for the choice of activity
originated from, 64.52% (n=20-Table 4) said thdhei looked at what was available at
school or simply adapted to the situation. Thismpoto lack of systematic planning for

the lesson, and thus agrees with the findings ghandnia and Kakabaracee (2010) that
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physical education teachers in Iran dealing witarers in schools for intellectual

disability were not skilful during their lessons.

This implies that the assertions by the princighlt all lessons taught at schools for
learners with intellectual disability are plannexnt through a lesson plan may not be a
true reflection of what happens on the ground. feoe that a majority (54.84%-n=17)
were observed to not use a lesson plan pointsetoé¢led for head teachers to be more
vigilant in supervision. Hannon (2005), while degliwith learners with physical
disability in Ireland, had noted that poor progra@smact as barriers and end up

contributing to low levels of participation in sp&r

While the principals’ claim that the lesson planused at 100% of the lessons it is
imperative that this is supervised. In this regamdncipals were asked how often they
checked that the lesson plan they claim are us@&oldi the time physical education was

taught are in fact used (Table 15).

Table 15: Frequency of Checks on Lesson Plans by iRcipals in Schools for
Learners with Intellectual Disability.

Checking Trends Frequency Percentage
Weekly 13 43.37
Monthly 11 36.67
Once per term 6 20.00
Total 30 100

Table 15 shows that while the weekly (43.37%-n=dl39ck may make demands on the
teacher, the monthly (36.67%-n=11) and once per {0.00%-n=6) check may actually
create a lee way for teachers to supervise themsellhat means in a term 56.67%
(n=17) of the principals check the use of a legdan three times or less.
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This pattern of supervision contradicts that nated’able 14 where a majorityf the
teachers were observed to have poor use of lessms.pThis could mean that the
principals are not as vigilant as they purport & Bhis may compromise the quality
work. While principals of schools for learners wititellectual disability indicate that
they supervise the use of the lesson plan, a nhaddaim they do this on a monthly and
termly (56.67%-n=17) basis. This suggests thatstiygervision may not be very strict.
Oliver and Williams (2005) had noted that specidli@ation teachers were under the
obligation to offer quality and goal directed ingttion. Arjmandnia and Kakabaracee
(2011) had also noted that teachers of physicatadn in Iran were not very skillful

which could have been attributed to lack of appedprplanning.

Principals of schools for learners with intelledtdeability were asked whether teachers
who they supervise while teaching physical eduoatised schemes of work. All
(100.00%-n=30) the principals asserted that allttfaehers in the schools used a scheme
of work. On whether the scheme of work was checRédb7% (n=29) of the principals
noted they did check this at least once a terns IBxtommensurate with the expectations
especially if this is done at the end of the telimwas noted that 3.33% (n=1) of the

schools checked the scheme of work once annually.

A majority of the schemes of work were checked opee term. This still creates
possibility for abuse in that a teacher could ds fthanning only at the end of the term. A
monthly check on the scheme of work would suffiGhecks once annually may not
really meet the required standards hence the 3@8%) principals who checked these
schemes once a year may need to review their vastialh of the issue of checking the

schemes of work.
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This suggests that while the majority of the pnrats checked the schemes of work at
least once a term, this kind of supervision is sabjo abuse since the column on remarks
is filled at the end of every physical educatiosstEn which should be five times a week,
hence a weekly check would be more effective. Wusld indicate whether teachers are
covering the required information and the respawsthe lesson by the learners since

these are both captured in the remarks columneo$theme of work.

Principals were asked how frequently they receivedcapitation (Table 16). While the
government, which is the biggest sponsor of mosibals, may transfer funds, the

frequency and timing of the disbursement is impurta

Table 16: Frequency of Receipt of Funds in Schoofer Learners with Intellectual
Disability.

Frequency of Receipt of Funds Frequency Percentag
Per Term 13 43.33
Annually 1 3.33
Erratically 16 53.33
Total 30 99.99

Table 16 shows that in 53.33 %( n=16) of the catbesfrequency of the funds remitted
to schools is unpredictable, in 43.33% (n=13) & time the frequency was once per
term, while in 3.33% (n=1) of the time the remittarwas annually. The unpredictability

of receiving funds could end up deterring projetsithat the school may have set.

While the government dispenses its capitation istnsectors per month, funds allocated
through FPE are done per term. Further, as notedgh responses by the principals, this

can also be largely unpredictable. Some of thecratis asserted that it even comes in
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unpredictably small portions; hence it cannot sebk banked on. This makes planning
with government finances a complex affair. This e that in a majority (53.33%-
n=16) of cases, financial planning in schools fearhers with intellectual disability is

affected by the unpredictable remittance of caipitaby the government.

In schools for learners with intellectual disalyilthe allocation of funds to physical
education depends on principals. The principalevesked what percentage of cash they
allocated to physical education in their schoolseil responses were captured in Table

17.

Table 17: Percentage of Capitation Allocated to PEn Schools for Learners with
Intellectual Disability.

Percentage of capitation Allocated to PE Frequency Percentage
1-5% 18 60.00
6-10% 4 13.33
Unquantifiable 5 16.67

On Needs Basis 3 10.00
Total 30 100.00

In effect this means that 60.00% (n=18) of insiitag allocate less than five percent
capitation to physical education, while 13.33 %4nallocate 6-10% to the teaching of
physical education. Next to that, up to 16.67% {naliocate unquantifiable amounts
while 10.00% (n=3) allocate on a needs basis. iFh@ies that 73.33% (n=22) of the
schools for learners with intellectual disabilifyend between 1-10% on equipment and
facilities of teaching physical education. Two prpals noted that the resources allocated
to the schools were inadequate. Further, it wasdhtitat needs such as medical facilities
and personnel, though relevant, were unaffordabteniost schools. The quality of

experiences that are offered in physical educadepend on a number of issues that are
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pegged on the finances available. Since there &disktiplines taught in these schools,
this implies that in most schools for learners witttellectual disability physical
education is considered sufficiently significanhbe gets a considerable percentage of
capitation. This information suggests that in aanj of the cases physical education is
considered significant enough to get between 1-b0%e capitation received in schools

for learners with intellectual disability.

It was imperative to investigate the programme Whilte government uses to disburse
funds to schools for learners with intellectualatiigity. On the question of government
input, all the principals’ responses indicated tthet government only supports schools
for learners with intellectual disability throughet Free Primary Education policy. This
policy rates all learners as the same irrespedtitbe kind of institution they attend. The
schools receive no further funding to deal with thequality that may arise from the
nature of the schools. One principal noted thairmlown school may need to repair or
rebuild facilities but the government does not sifgsthis aspect of inequalities as
significant. One principal lamented that schools ggpitation based on the number of
students in the school. This capitation is the s&oneall primary schools and is not

increased due to the fact that these are spe@dblreducation institutions.

The number of times the schools have been involuedxternal sports indicates the
exposure that the learners have received. The times the school is involved the better
for the learners. Only 6.45% (n=2) of the schodsehnot been exposed to external
fixtures whether national or international. The etl®3.55% (n=29) teachers claim to
have exposed their learners to external competitiany times. This is an indicator that

schools for learners with intellectual disabilityvest in exposing their learners to
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external fixtures. Notably therefore schools farteers with intellectual disability tend to
expose their learners to external fixtures manyesmrhis exposure provides a rich
learning environment for these learners that hetpapliment what the teachers share

during class.

This study went on to find out about the equipmaand facilities available to teachers of
learners with intellectual disability. The type ioktructional material the teacher uses
impacts on the academic success that was intereohd and Bursuck, 2006). Further
the more facilities and equipment available thegbrgthe repertoire of instructional

methods that the teacher can use. This meansablegeis able to provide more learning

experiences.

The researchers created an inventory of all thépemgnt found in schools for learners
with intellectual disability. As noted in Appendkl, most schools tend to have soccer
balls, volleyballs, netballs and bibs. These andyfbasic equipment. With this on offer,
the teachers are limited to what they may be ablprésent. The implication of this is
that teachers tend to depend on the school for dboequipment. There is need for
teachers to be innovative and create their ownpegemnt. This can be done over the years

so that equipment is not limited to the little timbffered by the school.

Skipping ropes, self made balls and such like eqeit will tend to increase the
repertoire of activities that will be availablettee teacher making the learning process for
the learners with intellectual disability richer damore meaningful and enjoyable.
Schools for learners with intellectual disabilignt to have basic equipment such as

soccer balls, volleyballs, netballs and bibs. Fenmtht is noted that there are few
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improvised equipment which means teachers may @ohterested in creating any new

equipment to enrich their learners.

Facilities are basically considered capital develept. It is a requirement by the
Government of Kenya that for a school to be offigiaegistered it must have a certain
amount of acreage. Most schools do have a grourassgge for playing fields. These are
usually converted into soccer fields which mairgguire simple levelling. The number
and kind of facilities to a large extent dictate thptions available to the teacher. The
larger the number and type of facilities the mopéiams a teacher has to provide for
learners with intellectual disability. Figure 1 taq@s the situation of facilities in schools

for learners with disability in Kenya

Sports Facilities Found in Schools

| Situation of Sports Facilities

93.54

Figure 1: Kind of Sports Facilities Found per Insttution in Schools for Learners

with Intellectual Disability.
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From Figure 1, up to 93.54% (n=29) of the schoa@lgehsoccer pitches, 58.07% (n=18)
have athletics tracks and 51.61% (n=16) have Hetbalts. It is noted that only 3.23%
(n=1) actually have changing rooms though this ¢dut compensated by the use of
toilets which are available in a 100% (n=31) of fithools. It was noted that only 3.23%
(n=1) of the sampled institutions actually own guatic facility of any kind. This could

be attributed to the sheer expense of buildingiengving pool or even maintaining one.

Thus it is suggested that a majority of the schémidearners with intellectual disability
lack a variety of sports facilities. All schoolsveabasic sports facilities that include
soccer fields, athletics tracks and netball coudtswever few schools have changing
rooms or aquatic facilities. It was noted by vasdeachers interviewed that, the facilities
were inadequate, and further, there were no firhmesources or room for expansion of
these facilities. According to these teachers #udifies such as changing rooms near the
sporting facilities were basically a luxury thaesle schools for learners with intellectual
disability could ill afford. Gathua (1990) establkesl that availability of sporting facilities

and equipment greatly influenced the choice andtena involvement of the learners.

It was also imperative to find out what actuallyegmn in physical education classes of
learners with intellectual disability including wher there were better ways to
administer classes. In this regard the researclsert wut to observe how classes are
actually conducted to gauge the efficiency of thegpamme. An observation tool

(Appendix IV) was used to discover what methodolegg being used in the classroom.
The physical education class is divided into siag#s. These are: introductory activity,

compensatory activity, class activity, group at¢givgame and, final activity.
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The observation tool used a likert scale with tb#oWing items: very poor, poor,

satisfactory, good and excellent. A chi-squaftest statistics was conducted to test for
a relationship between teacher characteristicserexpce and how well the teacher is
able to perform the PE class during the variougirdis phases of the lesson. The
Statistical Package for the Social Sciences (SR&S)used for this study to compute and

analyze all the inferential statistics.

The introductory activity phase in the classroomsigpposed to provide a warm up

session for the learners. Observations recordethi®phase are captured in (Table 18).

Table 18: Observation of Introductory Phase of a PE.esson in Schools for Learners

with Intellectual Disability.

ltem Frequency Percentage
Poor 5 16.13
Satisfactory 18 58.06
Good 8 25.81
Total 31 100.00

Table 18 shows 16.13% (n=5) of the teachers weserobd as poor during the warm up
session of the lesson, 58.06% (n=18) were obseasezhtisfactory, while 25.81 % (n=8)
were observed as good. This suggests that a nya{868t87%-n=26) of the teachers in
schools for learners with intellectual disabiligopide sufficient warm up in both quality

and quantity for their learners at the beginningadh lesson.

Here the teacher who has planned the lesson spoaNile a warm up that prepares the
muscles that will be used in the activity to followhe muscles would be warmed up

systematically starting with the bigger muscleghte smaller ones. Further, this should
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be interesting enough to catch the learners’ cityibsst they get bored. Warm ups plays
a crucial part in making sure the learners do motigured during the lesson. The warm
up activates the muscles and provides both the hpséygical and physiological
motivation for subsequent phases of the physicaic&ibn lesson. Injuries, usually
muscle pulls occur due to insufficient and low dyawarm up. Arjmandnia and
Kakabaracee (2011) had observed in Tehran thabhdearwith intellectual disability
tended to suffer from growth delays, small body amebk muscles amongst other
physically oriented anomalies hence the signifiean€ the warm up cannot be over

emphasised in learners with intellectual disability

This study also sought to find out the relationdb@ween the experience of the teachers
and the performance of the first phase of the tiegobf physical education referred to as
the introductory activity phase. Findings of thei-Shuare test of relationship between

experience (years of service) and introductoryégtare displayed in Table 20.
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Table 19: A Cross-Tabulation of Introductory Activity and Experience of Teachers

of Physical Education for Learners with Intellectud Disability

Rating of Introductory Activity

Very Total

poor Poor Satisfactory Good %

% % % %

- 3.30 . 3.30 6.70
5 - 3.30 - - 3.30
9 - - - 3.30 3.30
10 - 3.30 6.70 6.70 16.70
12 - - 3.30 - 3.30
Years of Service 13 ) ) ) 3.30 3.30
14 - - 10.00 3.30 13.30
15 - - 6.70 - 6.70
18 - - 10.00 - 10.00
20 - - 13.30 3.30 16.70
21 - - 3.30 - 3.30
22 3.30 - - - 3.30
24 - - 3.30 3.30 6.70
28 - - 3.30 - 3.30
Total 3.3 10.0 60.0 26.7 100.0

No of obs.= 31; Pearson Chi-Square=57.521 (d.f., 28ymp. Sig. (2-sided)=0.28

Experience, measured by number of years of serlime,a significant relationship with
teachers facilitation of the introductory activitys, 4. =55.639, p<0.05). Teachers with
more experience on the job tend to perform bettethe introductory activity than their
less experienced counterparts. This relationshis \eatablished at 5% level of
significance. Gender, age, type of school, schocdtion and most other attributes of the
teacher and school do not seem to have influendbkeoteaching process of learners with

intellectual disability.
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The second phase of the physical education lesstimei compensatory activity phase.
Table 20 shows the results that were found durlmg abservation of the physical
education lesson in schools for learners with letthal disability during the

compensatory activity phase.

Table 20: Observation of Compensatory Activity Phas of a PE Lesson in Schools
for Learners with Intellectual Disability.

ltem Frequency Percentage
Very poor 28 90.32
Satisfactory 2 6.45

Good 1 3.23

Total 31 100.00

The results in Table 20 show that 90.32% (n=28hefteachers are very poor at taking
the learners through stretching activities. Howe8et5% (n=2) of teachers showed
satisfactory and 3.23% (n=1) of the teachers pray@atl in the compensatory activity.
This suggests that most teachers in schools fonées with intellectual disability do not

think highly about compensatory activity.

In this phase after the muscles have been warnetdty is taken through a phase of
stretching muscles and joints that will be useth& upcoming activities. The stretching
session is usually first static then dynamic. $trietg provides preparation for the joints
that will be used for the preceding activities. Bteetching also helps avoid injuries. The
value of stretching before an event cannot be ewgrhasised. The fact that stretching is
not considered important implies that either thackers do not understand the
physiological significance of this or somethinghiuit the preparation of teachers ignored

this cardinal phase of a physical education les3ts may also be a pointer to the
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guality of teachings going on at schools for leesneith intellectual disability. Hannon

(2005) had noted in a study done in Ireland thatctuntry was in danger of becoming a
spectator nation if the quality of the physical emlion lessons was not watched. Just
like the warm up stage, this compensatory phaskeophysical education lesson plays a

part in the creation of a quality physical eduaagwogramme.

Findings of the Chi-square test of relationshipaeetn experience during compensatory
activity phase and the use of lesson plan by teaabfephysical education for learners

with intellectual disability are displayed in Taldé.

Table 21: A Cross-Tabulation of Compensatory Actiiy and use of Lesson Plan
during Teaching of Physical Education for Learnerswith Intellectual disability

Rating of Compensatory Activity

Very poor Poor Satisfactory Good Total
% % % % %
Did you use a lesson pla Yes 21.7 26.1 30.4 4.3 82.6
No - 8.7 - 8.7 17.4
Total 21.7 34.8 30.4 13.0 100.0

No of obs.= 31; Pearson Chi-Square=7.919 (d.f.Aymp. Sig. (2-sided)=0.048

Table 21 shows the rating of compensatory actiaisp had a relationship with use of
lesson plan, as evidenced by a Chi-square stat$tic.919, significant at 5% and 3
degrees of freedom. Teachers who used a lessorhatasignificantly better ratings for
how well they conducted the compensatory actiigntthose who did not use a lesson
plan. This is probably because the use of the tegdan indicates what the teacher is
supposed to do, at what period of the lesson. Tay have slipped the memory of

teachers who did not use lesson plans.
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The third phase of the physical education lessarlass activity phase. Table 22 shows
what was observed during the class activity phdste physical education lesson in

schools for learners with intellectual disability.

Table 22: Observation of Class Activity Phase of &@E Lesson in Schools for
Learners with Intellectual Disability.

ltem Frequency Percentage
Poor 6 19.35
Satisfactory 13 41.94
Good 12 38.71
Total 31 100.00

Table 22 notes that no teachers were indicate@@spoor, 19.35% (n=6) were recorded
as poor, 41.94% (n=13) were recorded as satistacudrile 38.71% (n=12) were
recorded as good. No teachers were recorded asgeed. A majority (80.65%) of the
teachers can thus be said to have taught the ni#wpbkkse of the physical education

lesson well.

At this phase the teacher imparts a new skill. Td@ners are called round and the
teacher uses this phase to demonstrate a newlsditners are given a few opportunities
to practice the new skill. This new knowledge playpart in the physical literacy that
teachers of physical education attempt to impara d@arner. During this phase learners
are given a demonstration by the teacher and aortpypty to demonstrate in return. The
amount of demonstration time and opportunitieslaie to the learners depends on the
availability of equipment. Obviously the more equgnt available the more
demonstrations a learner can undertake. Due tertfa#l number of learners available, it

was noted that most teachers actually give an opipity to all learners to try out the new
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skills. These skills, depending on how the teagiterides them, create an opportunity

for quality learning experience.

Findings of the Chi-square test of relationshipugetin experience in the class activity
phase and the use of scheme of work and the Igdanrby teachers of physical

education for learners with intellectual disabilise displayed in Table 23.

Table 23: A Cross-Tabulation of Class Activity anduse of Lesson Plan during the
Teaching of Physical Education in Schools for Learers with Intellectual Disability

Rating of Class Activity

Chi-square
Poor  Satisfactory Good statistic
% % % o)

Is what you taught in scheme of Yes 16.7 46.7 26.7 5.758*
work?

No - - 10.0
Did you adhere to the lesson pla Yes 16.7 43.3 23.3 4.987*
to scheme of work?

No - 3.3 13.3

No of obs.= 31; *** significant at 0.01 level, **gnificant at 0.05 level, *significant at 0.01 level

According to Table 23 there existed a statisticalynificant relationshipyf. ¢:=5.758,
p<0.1) between rating of class activity and adhezeio the scheme of work. A similar
relationship was observed between rating of classity and having matched the lesson
plan to the scheme of work? 4:=4.987, p<0.1). Thus, teachers who had aligned thei
lesson plan to the scheme of work received sigitiy higher ratings on the five point

scale (1=very poor to 5=excellent) as comparetidsd¢ who did not.

After the class activity phase of the lesson whier@ners are given a chance to
demonstrate a new skill, the next session is calle®l group activity phase. The

information on what transpired in this sessionaptared in Table 24.
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Table 24: Observation of Group Activity Phase of PELesson in Schools for
Learners with Intellectual Disability.

ltem Frequency Percentage
Very poor 2 6.45

Poor 2 6.45
Satisfactory 19 61.29
Good 8 25.81

Total 31 100.00

As noted in Table 24 above, 6.45% (n=2) of the heex showed very poor tendencies
while 6.45% (n=2) showed poor. Meanwhile, 61.29%1®) of the teachers were

recorded as satisfactory while 25.81 (n=8) wer@nd®d as good. This suggests that a
majority (87.10%-n=27) of the teachers were obsekrie have an above satisfactory

result in the teaching of the group phase of playgducation.

In the group activity phase, the learners get anxchao practise the new skill as they
reinforce the skills previously taught dependingtba number of groups. The classes
were divided into two groups depending on the nunabdearners. It was observed that
the dual challenge of few pieces of equipment &edsimall number of learners played
against this phase of the class being considergdgaond, hence, the ‘very poor and
‘poor recorded against the 12.9% (n=4) of the teehThe teachers were unable to
create a clear demarcation between the two phdselsiss activity and group activity
since splitting up the class could have createdggdhat would have been too small to
have been of consequence. Further, lack of equipmesome cases meant that some
learners were idle for long periods as the otheugrtried out their skills. The need for
quality experiences has been noted variously hemgeeing with this finding. For

instance Lee (2002) noted that for proper functigrof a physical education programme
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to happen, the need for meaningful experiencesapparent. Hannon (2005) in a study
carried out in physical education in Ireland algpead that quality experiences for
persons with disability played a part in the depetent of physical literacy. Oliver and
Williams (2005) also decried the need for qualibd dighly individualised instruction.
All these findings point to the need for the teaabfephysical education for learners with
intellectual disability to invest in the class msition to create quality experiences for the

learners.

The next phase after the group activity phase jpinysical education lesson is the game
session. Table 25 captured what was observed gsedafor learners with intellectual

disability.

Table 25: Observation of Game Phase of PE Lesson 8chools for Learners with
Intellectual Disability.

ltem Frequency Percentage
Satisfactory 14 45.16
Good 13 41.94
Very Good 4 12.90
Total 31 100.00

Table 25 indicates that no teachers were recordegtiy poor or poor. All the teachers
were recorded as satisfactory (45.16%-n=14), gotti94%-n=13) and very good
(12.90%-n=4), an indication that all teachers (1a©881) provide a rich opportunity for

the learners to have a session that could be eshghyeng the physical education lesson.

The game session entails a game or continuousagiaye the learners are given lee way

to exploit whatever talent they may have learnbhad come into the lesson with. In the
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games phase the learners did not necessarily bavsetthe skills taught in the lesson of
the day. Depending on the equipment available tieeedeacher could introduce some
form of relay which provides the learners with gmpent. This ties with the observation

made when the principals were asked what the obgeof physical education were in

the school. Only 10% (n=3) noted they were forldaners to enjoy themselves. Further
when the learners were asked how they felt abaufptiysical education lesson, 100%
(n=30) felt that lesson was well worth it. They digerms such as, enjoyment, fun, good,

and exciting to describe what they felt.

Findings of the Chi-square test of relationshipuaein experience and the game activity
phase by teachers of physical education for learwéh intellectual disability are

displayed in Table 26.
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Table 26: A Cross-Tabulation of Game phase of a Phkical Education Class and
Experience of the Teacher in Schools for Learner wh Intellectual Disability

Rating of Game instruction

Satisfactory Good Excellent Total
% % % %
2 3.20 3.20 - 6.50
5 3.20 - - 3.20
8 - - 3.20 3.20
10 16.10 - - 16.10
12 - 3.20 - 3.20
_ 13 - 3.20 - 3.20
Years of Service 14 12.90 i i 12.90
15 - 6.50 - 6.50
18 6.50 3.20 - 9.70
20 9.70 3.20 3.20 16.10
21 - 3.20 - 3.20
22 - - 3.20 3.20
24 - 3.20 3.20 6.50
28 - 3.20 - 3.20
Total 51.6 32.3 16.1 100.0

No of obs.= 31; Pearson Chi-Square=41.708 (d.f., Z&ymp. Sig. (2-sided)=0.046

Overall, teachers performed very well on instruttad games phase. Nevertheless there
was some observed variance relative to individuedracteristics. Most notably, the
number of years of service has a relationship wite rating of games phase of
instruction such that, teachers with more yearsxgferience perform better than those
who are less experienced. These observations seenply that as the teachers get more
experienced, they tend to invest more in the optenmd quality of the games phase of the
teaching of physical education. This suggestseaRkperience of the teachers is a positive
attribute in the teaching and learning processcimosls for learners with intellectual

disability.
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The last phase of the physical education lessdaheidinal activity phase. In this phase
the teacher takes the learner through a lumber d@ssion to enable the learner to calm
down sufficiently to be able to go to the next tessTable 27 shows what was recorded

for teachers of physical education in schoolsdarmers with intellectual disability.

Table 27: Observation of Final Activity Phase of PB_esson in Schools for Learners
with Intellectual Disability .

ltem Frequency Percentage
Very poor 2 6.45

Poor 3 9.68
Satisfactory 20 64.52
Good 6 19.35

Total 31 100.00

Table 27 shows that 6.45% (n=2) of the teachers vadiserved as very poor while,
9.68% (n=3) were recorded as poor. The rest wetednto be above average with
64.52% (n=20) observed as satisfactory while 19.8%%6) were observed as good. This
suggests that a majority (83.87%-n=26) of teachlesshools of learners with intellectual

disability appreciate the place of the final adtivih the physical education lesson.

The final activity, if carried out properly, hasnwsdits to the learners. These benefits
include the fact that the learners will physioladig be given an opportunity to have an
active recovery. This helps against accumulationiactic acid in the muscle hence
causing pain the day after. Secondly, this findlvag helps to cool off the learners
psychologically so that the competitive atmosphénas may have been generated by the

game phase are channelled into positive thouglhs.fact that a majority of the teachers
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gave this phase its due consideration indicatessthmrificance of this session in a

physical education lesson.

Findings of the Chi-square test of relationshipnaen the final activity phase and the
use of lesson plan by teachers of physical educatio learners with intellectual

disability phase activity are displayed in Table 28

Table 28: A Cross-Tabulation of Final Activity and Use of Lesson Plan during

Physical Education in Schools for Learners with Ingllectual Disability

Rating of final Activity

Very poor Poor Satisfactory Good Total
% % % % %
Did you use a lesson pla Yes 3.6 7.1 64.3 14.3 89.3
No - 3.6 - 7.1 10.7
Total 3.6 10.7 64.3 21.4 100.0

No of obs.= 31; Pearson Chi-Square=7.093 (d.f.Aymp. Sig. (2-sided)=0.069

Table 28 shows that the final activity was alsalyawell rated with the most prominent
variance occurring with respect to how well thechemas used the lesson plan.
Specifically, teachers who had used the lesson attined better ratings on the final
activity than teachers who did not. This relatiapsis verified by a significant Chi-
square statistic of 7.093 at 10% and 3 degreeseetibm. This implies that teachers who
planned performed significantly better in the fim&kivity. The lumber down plays the
significant role of both psychologically and physwgically preparing the learners for the
next class after physical education. It may be kaled that learners who come from
lessons that were planned well and hence the tedate lesson plan may have been

better prepared to attend the next session of sicawol day.
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A summary comparative rating of key physical ediecatlesson of learners with

intellectual disabilities was done and is preseimebable 29.

Table 29: Comparative Analysis of Core Physical Edeation Activities

Very Poor Satisfactory Good Excellent

Type of activity poor % % % % Mean
% Score

Introductory 4.4 9.7 58.8 26.9 -

activity 61.56

Class activity - 17.1 47.2 35.5 - 63.56

Group activity 6.5 6.5 54.8 32.3 - 62.62

51.6 32.3 16.1
Game ) 0 729
Final activity 3.3 10.0 66.7 20.0 - 60.68

Table 29 shows that overall, the physical educatis@athing and learning process attain
favourable ratings on a 5-point scale (1=very ptwoih= excellent). The teachers of
learners with intellectual disability were subjett® an assessment based on five class
activities: introductory activity, class activitgroup activity, game and final activity.
Results show that the best rated activity is gaates mean score of 72.9% followed by
class activity at a mean score of 63.56%. The lovatgg came from the final activity of
the physical education class (60.68% mean scota} ihdicates that the tendencies
observed are towards satisfactory in all five phaseteaching the physical education
lessons. This implies that teachers in schoolgafmlers with intellectual disability tend

to teach satisfactorily.

Alongside lesson sessions being observed, thedgaajeneral characteristics were also
observed and recorded since this plays a pareicration of classroom climate in terms

of dressing, personality of the teachers, audyhildiscipline and mastery of content.
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Table 30 indicates the dressing of the teacherendiilending to the physical education

lesson.

Table 30: Observed Dress Code of the Teacher of RE Schools for Learners with
Intellectual Disability.

ltem Frequency Percentage
Satisfactory 20 64.51
Good 8 25.81

Very Good 3 9.68

Total 31 100.00

Table 31 indicates that no teacher scored very pogpoor in terms of dress code.
Indeed, the observation indicates that 64.51% (h=i2(the teachers had satisfactory
dressing, 25.81% (n=8) qualified to be rated gotilen9.68% (n=3) were rated as very
good. This implies that all (100%-n=31) teachergbysical education in schools for
learners with intellectual disability invest in dseng that is considered suitable for

teaching the lesson.

Dressing plays a part in creating the correct aphese in a classroom. For a teacher of
physical education appropriate dressing entailsaektsuit or other appropriate sports
attire that will enable the teachers to be abled@amonstrate skills without any

encumbrance. The fact that all these teachershfelheed to dress up correctly implies

that they take the lesson seriously.

Personality is that outward character that otheag note about you and can be qualified
as great, awful, pleasant, unpleasant, horridabkee and unlikable and so on. This plays

an important part on how one is viewed and can anpa classroom climate. Table 31
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shows what was observed as personality of the éeadi physical education as noted by

the researcher.

Table 31: Observed Personality of the Teacher of Pl Schools for Learners with
Intellectual Disability.

ltem Frequency Percentage
Satisfactory 12 38.71
Good 17 54.84

Very Good 2 6.45

Total 31 100.00

Table 31 indicates that none of the teachers’ pegy was viewed as very poor or poor.
It was noted that 38.71% (n=12) of the teachersewecorded as having satisfactory
personality, 54.84% (n=17) as having good perstnhahd 6.45% (n=2) were indicated
as having very good personality. This implies th#dt(100%-n=31) the teachers of

physical education had personality that was qealifis satisfactory, good or very good.

This suggests that teachers in schools for leamighsintellectual disability can be said
to have a warm character which can be defined iitige terms such as pleasant,
agreeable, amiable, and likeable. This ties in wél what the learners said when they
were asked about how they view the physical edoicdéisson. Terms such as enjoyable,
fun, good and exciting were used. This could hasenbbecause the teachers radiated a

pleasant personality that matched the teachingeofesson.

For a teacher to be able to pass knowledge tcetir@ers he /she must be heard correctly
hence audibility plays an important part in thecheag/learning process. The researcher
went out to gauge how audible the teachers in dshimo learners with intellectual

disability were while teaching physical educati®able 32 records these findings.
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Table 32: Audibility of the Teacher of PE in Schod for Learners with Intellectual
Disability.

ltem Frequency Percentage
Satisfactory 13 41.93
Good 17 54.84
Very Good 1 3.23

Total 31 100.00

Table 32 indicates that no teachers were founctteither very poor or poor with regards
to audibility, 41.93% (n=13) were satisfactory, &P6 (n=17) were considered good
while 3.23% (n=1) were considered very good. Thmplies that all (100%-n=31)
teachers in schools for learners with intellectdigbbility were audible while teaching
physical education. The learners felt that all 08=31) of the teachers communicated

well.

Audibility plays an important part in the impartati of knowledge. A physical education
teacher needs to be audible to avoid a situatianhrttay be harmful to the learners due to
the fact that physical education taught in the tspfelds coupled with use of equipment
has an embedded possibility of unsafe situatiohg. tBachers through the use of voice
may be able to avert these unsafe situations dingedut instruction to the learners. All
teachers of physical education in schools for learrwith intellectual disability were

found to be audible when teaching.

Discipline entails the shaping of behaviour by wéevarious methods to enable the
recipients to acknowledge the fact that there aasonable limits in whatever one

engages in. This is also true for physical eduoafiine researcher went out to gauge the
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discipline of teachers during lessons of physi@calcation in schools for learners with

intellectual disability. Table 34 indicates theuks.

Table 33: Discipline during the Lesson of PhysicaEducation in Schools for
Learners with Intellectual Disability.

ltem Frequency Percentage
Satisfactory 14 45.16
Good 12 38.71
Very Good 5 16.13
Total 31 100.00

As noted in Table 34, none of the teachers wereergbd in terms of maintaining
classroom discipline as very poor, or poor. Up3dl8% (n=14) of the teachers were said
to be satisfactory, 38.71% (n=12) were good wh8el3% (n=5) were considered very
good. This implies that in all schools for learnesth intellectual disability, the physical

education lessons were carried out with acceptaltds of discipline.

Mastery of content taught allows the teachers twvide rich learning opportunities in
class. Table 34 indicates the record of what tlseaecher observed about teachers of
physical education in schools for learners witlellectual disability in terms of mastery

of the content taught.

Table 34: Mastery of Content by Teacher of PE in Swols for Learners with
Intellectual Disability.

ltem Frequency Percentage
Satisfactory 20 64.51
Good 8 25.81

Very Good 3 9.68

Total 31 100.00
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From Table 34 it was noted that none of the teachers observed to be very poor or
poor in mastery of content. Up to 64.51% (n=20) evebserved to be satisfactory,
25.81% (n=8) were noted as good while 9.68% (n=8)ewobserved to have had very
good on the mastery of content. This implies thla(1®0%-n=31) of the teachers were

said to have had mastery of the content they taught

While this mastery of the content is positive, @yrhave been attributed to the fact that
most teachers seem to have selected big ball gamiel are easy to teach by virtue of
the knowledge being in the public domain. Thisngportant since it may be noted that
this was in most cases (35.48%-n=11) not from ylalsus as noted in Table 1. It might
also be important to interrogate whether thesehtracdecided to select the easiest (big
balls and athletics, 96.77%-n=30) content to tesidine expense of what is prescribed in

the syllabus as noted in Table 2.

The use of facility is an indicator of how keen tkacher is on the teaching of physical
education. If too much of the facility is usedisitan indicator that the teacher may have
chosen not to modify the sport so that it is plagednternationally recognised. Table 35

indicates how the teachers were observed to haagkthe sports fields.

Table 35: Use of Facility by the Teacher of PE in @&ools for Learners with
Intellectual Disability.

ltem Frequency Percentage
Poor 14 45.16
Satisfactory 15 48.39
Good 2 6.45

Total 31 100.00
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It was noted in Table 35 that no teachers werergbdeto have used the sports fields
very poorly, but, 45.16% (n=14) were observed taehheen poor. A further 48.39%
(n=15) were considered satisfactory. Only 6.45%2jnaere said to have used the sports
fields well enough to be considered good. Thesalteesmdicate that while a majority
(54.84%-n=17) of the teachers met the satisfaciod/above mark, a significant part of

teachers 45.16% (n=14) use sports facility poorly.

Sometimes teachers use the whole field for fewesitedmaking the field too big for the
learners. This has a tendency of the lesson begpmmstructured and tending towards
basic playing. Good teachers tend to structuréetbson by reducing the size of the sports
fields used by learners. This has a tendency tease the number of times the learners
interact with the equipment. The use of equipmenné an important part of the learning
process. The more interaction a learner has withipetent, the more learning takes
place. Arjmandnia and Kakabaracee (2011) agreek this position when they noted

that physical education is not free play.

The researcher went out to observe how much irtterawith the learners had with the

various equipment used. The result of this obsemas recorded in Table 36.

Table 36: Use of Equipment during PE Lessons in Sobls for Learners with
Intellectual Disability

Item Frequency Percentage
Poor 14 45.16
Satisfactory 15 48.39
Good 2 6.45

Total 31 100.00
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Table 36 shows that no teacher was quantified aspaor, though 45.16% (n=14) of the
teachers developed lessons where the interactiovebe the learners and the equipment
was quantified as poor, 48.39% (n=15) of the olsteus indicated satisfactory with
regard to interaction between the learners andpeggnt, while a meagre 6.45% (n=2)
was recorded as good. In effect this means thatjarity (54.84%-n=17) of teachers

create a satisfactory interaction pattern betwbkendarners and the equipment.

The quality of interaction between the learners redequipment plays an important part
in the actual transmission of knowledge betweenldagners and the teachers. More
interaction indicates more engagement with the ppgant which translates to more
knowledge for the learner. Indeed there is need thar teacher to appreciate the
relationships between learners and equipment toemhb& transfer of knowledge of
consequence to the learners. Njororai (1990) atdednthe significance of equipment in
the teaching and learning process in physical dgucand the fault that equipment plays

a major part in creating a conducive classroomatiarior the learners.

Just like the core activities, rating of other gahecharacteristics of the teacher of
physical education was done. Other class interactiements measured included dress
code, personality, voice projection, and disciplinge of lesson plan, mastery of content,
use of facility and use of equipments. Table 3Asha comparative rating of the general
characteristics of a teacher of physical educatoschools for learners with intellectual

disability.
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Table 37: A Comparative Rating of other General Cheacteristics of Physical

Education Class Teacher in Schools for Learners witintellectual Disability

Other class Very Poor Satisfactory Good Excellent

interaction poor % % % % Mean

aspect % Score

Dress Code 0 0 58.1 38.7 3.1 68.92

Personality 0 0 45.2 48.4 6.5 72.34

Voice 0 0 48.4 41.9 6.5 69.06

Discipline 3.2 3.2 41.9 29 22.6 72.86

Use of lesson 70.98
0 0 51.6 41.9 6.5

plan

Mastery of 67.72
0 9.7 45.2 41.9 3.2

content

Use of 52.94

N 3.2 41.9 48.4 0 6.5

facility

Use of 41.9 0 51.6 3.2 3.2 45.1

equipment

From Table 37 of all the teachers assessed theeahewmeral dimensions of class
interaction record higher ratings than the previsetsof core class activities. Personality
and discipline of teachers of learners with intell@l disability lead the scores at 72.86%
and 72.34% respectively. The worst rated in thiegary is use of equipment where
teachers of learners with intellectual disabiligrjormed dismally with a success rate of
45.1%. This implies apart from the use of facitiand equipment, the teachers in
schools for learners with intellectual disabilityese observes to rank highly in terms of

personality, use of voice, dress code, disciplinge of lesson plan and mastery of
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content. This implies that these teachers of playsducation were professional in their

approach to the teaching of their lessons.

In terms of research question three on the effayienf teaching/learning of physical
education for learners with intellectual disabilityis noted that efficiency entails how
well a programme has been managed. It looks ath&hehere would have been better
ways of achieving the same results at a lesser ttogueries whether the most cost
effective alternatives were used in managing tligm@amme. The question in this regard
was how the programme was administered. The fotigus the summary of the findings

in terms of efficiency:

I.  The syllabus set out was about recreation not phly&ducation, suggesting a
disconnect between what should be taught and whanetabled. This point was
strengthened by the fact that the teachers evesedioateach big ball and athletics
at the expense of songs. The implication for thishat the teachers must have
assumed that ignoring the syllabus was the bestoivaghieving the objectives of

the programmes.

ii. In terms of the principals:

a. No criteria was cited for allocation of funds tackaliscipline, except for
what the principal considered priority, how muclpitation was received,
and the needs of the school. There seems to hae e documented
policy by government about allocation of funds evidrough some
principals claimed that they allocated the fundseneed at the school

using FPE policy. This implies the need for a polimcument to help in
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iv.

uniform distribution of finances in schools for flears with intellectual

disability.

It was noted that a majority of the principals hagining in physical

education indicating that principals understanddhallenges of teaching
physical education to learners with intellectuadathility. All principals

had at least two years of training in special nesediscation; a majority
had between two and four years of training in sglewéeds education. A
majority of the principals had over three yearsegperience while some
even had over ten years of experience. This impled schools for

learners with intellectual disability have expeded administrators.

In terms of teachers:

a. A majority of the teachers said they used lessamgpkto teach physical

education lessons. The lesson plans used wereedefiom the schemes
of work. All the teachers felt that the objectitbsy set out to teach were

achieved.

. These teachers indicated a high level of qualificebence could interpret

the syllabus document with ease. Indeed a majofitshe teachers hold
graduate qualifications and above. However obsemstindicate that

these teachers did not follow the syllabus.

In terms of resources:
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a. Equipment available at schools for learners witkliactual disability was
basic and limited. This implied that either thectears had to resort to
creating equipment or the teaching process woulchdmpered by a

limited repertoire of learning experiences for pugpils.

b. A majority of these schools had two to three féesi. Only one institution
was found to have an aquatic facility that couldvute options for variety
for the learners in terms of disciplines offerecha@ging rooms were
nonexistent at all these schools even though alktihools sampled were
of mixed sex. At least each school had some totletsigh these toilets

were noted to be few.

v. Tendency towards a lengthy games phase implie@ thhes a penchant towards

play as opposed to the structured physical edutésson.

The implication of the findings on the criteria @ficiency thus suggests that while the
principals and the teachers had adequate trainiml)y experience to manage the
programme for learners with intellectual disabitell, the syllabus document suggests
the teaching of recreation and leisure and notiphlyeducation creating confusion since
most teachers chose to teach from undefined saurbesdifferent resources that prop up
this programme were limited further; there was mticy on the allocation of funding

adversely affecting the teaching and learning mecef physical education in these

schools for learners with intellectual disability.
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4.6 Findings on Research Question Four: How relevams the teaching and learning

process of physical education for learners with irgllectual disability?

The relevance of teaching and learning entails ghstainability of the programme.

Usually this is gauged by whether the stakeholtelgeve such a programme should
continue or has run its life. In the case of thisdg the main stakeholders include: the
government of Kenya, the administrators of the paogne, the teachers in charge of the
daily routines, the learners, the parents, to sestent the institutions that appreciate
these learners with intellectual disability whiatclude Special Olympics Kenya. The
individual in schools of learners with intellectudisability and the community from

which learners comes from.

The Government of Kenya has been mandated by tmsti@idion of Kenya (National
Council for Law, 2010) to safeguard the rights dofrgons with disability. The
Constitution of Kenya, Laws of Kenya 2010 Chapteur: Part 3 on Specific Application
of Rights Paragraph 54 (1) (b) states that “pesswith disability have the right to
access education to the extent compatible withrtezest of the person with disability”
(National Council for Law, 2010). In this respettte Government of Kenya is under
obligation to provide education to learners withellectual disability. In 1978 the
Government appointed a Special Education Inspegtar then set up an Educational
Assessment and Resources Service (Republic of Ke2§@7). After setting up of
Schools for the Mentally Handicapped, the Goverrtnagant ahead to sponsor them. The
government does this through capitation to the alshdt was indicated by the principals

that 86.67% (n=26) of the schools of learners wittellectual disability have the
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Government of Kenya as their biggest sponsor. Targe extent, this suggests that the

Government of Kenya is meeting its constitutiortaigation.

It is imperative to note that the Government of ¥aras a major stakeholder in the
education of learners with intellectual disabilligs taken legal and financial steps to
meet its obligations towards learners with intdliet disability. Indeed schools for
learners with intellectual disability are a strualuramework to meet this constitutional
and social obligation. The Constitution of Kenyaorpulgated in 2010 is a further
indication that the government, a major stake holdethe schools for learners with

intellectual disability, believes that this eduoatis still relevant.

The Government of Kenya and other policy makingituigon actually set the basic
objectives that the education for the learner \witkllectual disability aspires to achieve.
The Government of Kenya does this through issuah@syllabus. An interrogation of
the syllabus reveals that first, objectives setfoutlearners with mental handicap take
cognisance of the need for these learners to peolgiman capital for the society.
Second, these objectives recognise the need foletlhreers to be independent. Third,
these objectives embody the fact that these lesumssd emotional security and socially
acceptable habits. Fourth, the objectives are mlralfout the self adjustment skills for
the learners. Finally, the objectives suggest tleednfor the learners to occupy

themselves in wholesome leisure activities.

It can be argued that these objectives set, binestry of Education for learners with
intellectual disability, are able to distinguishtween learners with intellectual disability

and other special needs learners. This in effepti@® that the objectives are appropriate
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and still relevant to meet the needs of learneth witellectual disability. This further
suggests that the objectives serve the expectatibtise final stage for learners with
intellectual disability. While it is possible th#tere are learners from this programme
who may never meet these expectations due tohkaith and social capacity, these are

realistic expectations that meet the needs of ézarwith intellectual disability.

The specific objectives for physical education @&agptured under the heading of
recreation and leisure which is an anomaly. Thesctane table expects the teaching of
physical education to take place and unless onacisally trained in the area of
recreation and leisure, the possibility of captgrithe bigger picture may be lost.
Physical education entails the use of physicalvagtin creation of physical literacy.
Objectives of education for special needs leariaeid the objectives of education for
learners with intellectual disability have beentpyed in such a way that only physical
education, and not recreation and leisure, wilhbke to capture the required needs. This
implies that the values that are embedded in thysipal education subject are missing.
The choice of activities for the teacher in thigasl is left hanging. The teacher is left to

seek guidance or use his/her experience to be@bheet the needs of the student.

Some of the terms used such as ‘hosting’ in b@léAppendix X) of the leisure and
recreation activities are hanging words that doseam to make sense and hence will not
guide the teacher. Hannon (2005) in a study on ptimm of people with a physical
disability had noted that physical education culie needs to be able to capture values.
The syllabus for learners with intellectual disapiin Kenya does not seem to capture
values. This suggests that the programme needs teviewed to be able to continue to
make sense for learners with intellectual disahilit
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The biggest financiers of schools usually dict&ée main policies in the school. In this
regard, the principals shared information abouthnsgionsors of their schools noting that
the Government of Kenya is the biggest sponsor @agtn86.67%-n=26) schools for the
intellectually disabled learners. This is done tigio capitation also referred to as Free
Primary Education capitation. In only 13.33% (nafithe times were donors the biggest

sponsors of the schools for learners with intellactisability.

This suggests that the government is the biggaekekoblder in the teaching/learning of
learners with intellectual disability in Kenya. Ehis an important fact in the sense that
the government continues to meet its obligatioth&learners with intellectual disability.
It is noted that in 13.33% (n=4) of the time thesgmment was not the biggest donor.
One principal noted that a foreign donor consi¢yeabntributed to the facilities and
equipment in the school in a manner the governmemild envy. The contribution
included building of a workshop and equipping itlwheavy machinery. Further the

donor avails the financial requirements to helptheworkshop upfront annually.

This study sought to find out the sources of atiéigithat were taught during the physical
education lessons. This source of the activitieécates the options and respect that the
teachers have for the syllabus at their disposalth® question of how the teacher source

the activities taught, the following was noted (lEaB8).
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Table 38: Sources of PE Lessons Activities in ScHedor Learners with Intellectual
Disability.

Sources of Choice of Activity Frequency Percengge
Teacher’s Adaption 13 41.94

What is Available at School 7 22.58
Syllabus 11 35.48

Total 31 100.00

Table 38 shows that 35.48% (n=11) of the teachsesthe syllabus as a source of the
choices of activities, 22.58% (n=7) use what isilalsée in school while 41.94% (n=13)
adapt the activities based on the school environnidns implies that a majority of the

teachers (64.52%-n=20) do not use the syllabuseasgource of activities.

The implication of this is that the syllabus docuntnenay not provide the kind of
guidance that teachers feel is relevant to theichimg. Its relevance is in doubt if the
main stakeholders including teachers are not adfpea it. While the syllabus acts as a
guide to the teacher about possibilities of optitmet may be available, the choice of
specific activity belongs to the teacher while tregathe lesson plan. Dart, Didimalang
and Pilime (2002) also undertook a study that |dokiethe choice of activity by teachers
of physical education in schools in Botswana farimers who they refer to as learners
with mental retardation. They noted that the cutdavhich borrowed from South Africa
had a problem of contextualisation. This contexsadion of the curriculum is a similar
situation in Kenya with teachers preferring to cé®activities from other places rather
than adhere to what is prescribed in the syllabuss implies the need to contextualise
the curriculum used in schools for learners wittellectual disability otherwise they

become irrelevant. When the syllabus offers clegdance the result is that teachers, to a
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large extent, will be teaching similar activities their learners at specific times. This
works well in that it suggests that learners atitegdimilar institutions are learning what

is expected of them by the authorities.

The learner with intellectual disability is the demal stakeholder when it comes to
education. He/she is what the Government of Keayaying to create human capital out
of. This study set out to find out what the learwéh intellectual disability thought about

the education he/she was receiving. In every schdwre the questionnaires were
administered, his/her learners were organisedaritecus group and interviewed too. The

outcome of these focus groups is described belaemwvarious premises.

Learners quantify the disciplines they feel are tmasthy to them by labelling them best
subject. They recognise what they feel they beribét most from. When the learners
were asked what subject they enjoyed most, 4 disegp stood out. This information is

captured in Table 39.

Table 39: School Subject Most Enjoyed in Schools rfd_earners with Intellectual
Disability.

Subjects Most Enjoyed Frequency Percentage
Physical Education 17 54.83
Number Work 12 38.71
Social Studies 1 3.23
English Language 1 3.23

Total 31 100.00

Table 39 shows that Physical Education at 54.83%83h was considered the most

enjoyed lesson, 38.71% (n=12) of the learners demnsd number work their favourite
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subject taught in school. Social studies which heacabout life and, the learning of

English were both rated at 3.23% (n=1).

While by its nature physical education is an ergitsubject for any learner due to the
embedded play session within the lesson, it waseasting to note the interest in number
work shown by these learners with intellectual biilsg. Implicitly a majority of the
learners with intellectual disability believe phgai education is the most enjoyable
subject followed by number work. As noted earligr (#-inkelstein, 2001) physical

education is a discipline that resonates with lermvith intellectual disability.

The learners were asked which session of a physttatation lesson they enjoyed most.

Table 40 captured what the learners felt.

Table 40: Portion of Lesson Most Appreciated in Sabols for Learners with

Intellectual Disability.

Portion of the Lesson most Enjoyed Frequency
Percentage

Introductory Activity 1 3.23
Compensatory Activity 0 0.00
Skill Development 3 9.68
Game 22 70.96
Lumber Down 5 16.13
Total 31 100.00

From Table 40 the game phase (70.96%-n=22) was apgstciated, followed by the
lumber down phase (16.13%-n=5), skill developmdmses (9.68%-n=3) and finally,

introductory activities phase (3.23%-n=1). The oagfents did not acknowledge or
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appreciate the compensatory phase. This impliesspingsical education in school for
learners with intellectually disability is appreteid more for its game aspects as opposed
to its skill development aspect. This suggests tiw majority of learners with
intellectual disability appreciate the game aspeutsst during a physical education
lesson. Could this be attributed to the fact thathers do not explain the essence of each

section or maybe because there are parts thatdlbdr does not teach at all?

For growth of a discipline the need to create etqimms cannot be over emphasised. If
the expectations are bright, it can safely be nttatithe prospects for the area are good.
This would mean that the stakeholder believesttiaprogramme is still relevant. Going
forward the principals were asked what proposady tiad for the following year for the
teaching of physical education in their schoolseilhesponses would indicate what was

in store for the area of physical education. Answgven are captured in Table 41.

Table 41: Proposals for Physical Education for 20181 Schools for Learners with
Intellectual Disability.

Next Year’'s Proposal Frequency Percentage
Develop Learners Skills 2 6.67

New Equipment 15 50.00
Increase Funds for PE 5 16.67
Have Sports day 2 6.67
Develop new Facilities 3 10.00
Travel out of School 3 10.00
Total 30 100.00

Based on Table 41 it is noted that 50.00% (n=15)hef principals propose they will
increase the number of sports equipment, 16.67%)(propose they will increase funds

allocated to the teaching of physical educatiof/% (n=2) propose initiating a sports
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day, 10.00% (n=3) propose development of new fasli 10.00 % (n=3) will travel out

of school for sports while 6.67% (n=5) propose thveyld teach a new skill.

The fact that 50.00% (n=15) of the principals imdéxl the need for new equipments
insinuates the need for new diversified equipmehis is also closely followed by the
increased (16.67%-n=5) allocation of funds for ptgiseducation. A further 10.00 %
(n=3) felt there was need to invest in new fa@$tiThus 76.67% (n=23) of the principals
were insinuating the need to invest in assetswlatld enrich the teaching of physical
education. This information suggests that a majooit principals (76.67%-n=23) of
school for learners with intellectual disabilityefehe need to invest in assets to enrich
the teaching of physical education. This implieat tthe programme is still considered

relevant and the investment into it worthy.

Schools usually use the little funding they getwdrat is considered urgent at the point.
Some cash is used on capital expenditure while semsed on recurrent expenditure. As
noted earlier, this is dictated by the principd@y.the time some of this expenditure is
done, it must really be considered crucial and tiboend. The fact that 10% of the
principals feel that they need to invest in fa@Btof such crucial and high cost project
indicates that the facilities in these schoolsiardire straits. This suggests the need for a
study on the state of facilities in schools forteas with intellectual disability. This also
implies that administrators of schools for learneith intellectual disability consider this
programme sustainable hence the need to make Icapitstment in the facilities for

teaching PE.
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Many learners in their youth need extrinsic motvatto sustain their interest in certain
activities. When the learners were asked what i$ whout physical education that

motivated them towards the class, they gave tkspanses as outlined in Table 42.

Table 42: Motivation of Learners during PE in Schods for Learners with
Intellectual Disability.

Motivation for Physical Education Frequency Perentage
Teacher 14 45.16
Classmates 4 12.90
Sports Played 11 35.48
Parents 2 6.45
Total 31 99.99

Table 42 indicates that 45.16% (n=14) of the learmgth intellectual disability derived
their motivation for physical education from thedher, 35.48% (n=11) derived their
motivation from the sports they played, and 12.9094) derived their motivation from
classmates while 6.45% (n=2) derived their motoratirom their parents. This implies

that the teacher is considered an important patieotlass by the learners.

The teacher is an essential part of what the leaviik intellectual disability feels makes
up the learning environment. Implicitly thereforemajority of learners in schools for
learners with intellectual disability consider theacher the main motivation for their
interest in the physical education class. It isri@sting to note that apart from the parents
(6.45%- n=2), a majority (93.55%-n=29) of the otheotivation factors in schools for
learners with intellectual disability are withinetlenvironment of the school. These are
issues that could be influenced and managed ateteher’s level so that the lesson

becomes more beneficial to the learners. It shbaldoted that the learners did not quite
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appreciate the place for the parent in the learmpraress. Mohsin, Khan and Awan
(2011) looked at the place for the parent in tlening of learners with intellectual
disability. They concluded that parents are eqaalngrs with teachers in the training of
these learners. This was the opposite of what waad in this study where parents
provided only 6.45% (n=2) motivation for learnerghnmntellectual disability. But the
fact that these learners seem to derive most af thetivation from within the school

suggest that they seem to consider this prograrmetaeant.

Research question number four on the relevanceaxthing and learning of physical
education to learners with intellectual disabilitgtes that relevance entails whether the
set objectives of a programme are still tenable amgther the programme is still
sustainable. What the stakeholder or end usekghabout the programme at this
moment in time is still important. The stakeholdiershis regard include the government
of Kenya, the learners who go through this progranand the parents to whom these
learners return upon completion of this programin&rmation about relevance was
derived from questionnaires from the teacher (Aplpefl) and the principles (Appendix

ll). The following is the summary of the findingsterms of relevance:

I. The Government of Kenya is obligated by the Couastih of Kenya 2010
(National Council for Law, 2010) to consider accésseducation essential for
learners with intellectual disability. The governmhéas responded by providing
capitation through FPE and by being the biggeshspoin a majority of the 44
schools of the mentally handicapped in the couniiyis suggests that the
Government of Kenya regards the teaching and legnmiocess for learners with

intellectual disability relevant.
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ii.  Although specific objectives of the syllabus leawards leisure and recreation as
opposed to PE the fact that PE is timetabled itelscthat the Ministry in charge

of Education still values the teaching of PE.

iii.  Itis noted that learner rated PE lesson positittelgugh the use of terms such as
‘enjoyable’, ‘good’, ‘happy times’ and ‘excitingtp describe their feelings while
attending a physical education lesson. A majoritytlee learners are thus
motivated by the school based factors to enjoy igaygducation insinuating that

they feel this schooling is relevant and can beassd.

iv.  Proposals for the year 2015 indicate that all thacppals intend to increase
research allocation and to pay more attention tgsighl education implying

principals still feel that physical education iterant and sustainable.

The implication of the findings on the criteria rélevance thus suggests that the people
of Kenya believe this programme is relevant asaabteits inclusion in the constitution
that was promulgated in 2010. Further, in most sishdhe Government of Kenya is the
biggest sponsor for the schools for learners withllectual disability. The learners have
declared physical education the best subject abddclFinally, the principals have
positive proposals for the teaching of physical aadion in 2015 suggesting that this

programme is still sustainable.
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4.7 Findings on Research Question Five: To what extt does the teaching and
learning process of physical education impact on #&ners with intellectual

disability?

The findings on impacts answers the question totwktent the teaching and learning
process contribute towards the integration of leesrwith intellectual disability into
society. Impacts are indicators of what has happesea result of a programme. This
could be planned or unplanned. In this regardjrimacts of schooling for learners with
intellectual disability can be monitored througle tearners who have gone through the

system and the parents who are the immediate carsuoh whatever the learners have

internalized.

The graduates of schools for learners with intéll@icdisability were asked to state their

age. Table 43 indicates the ages of the formenégarof schools of intellectual disability.

Table 43: Ages of Former Learners from Schools folLearners with Intellectual
Disability.

Ages of Former Learners Frequency Percentage
20-24 Years 9 20.45
25-29 Years 18 40.91
30-34 Years 11 25.00
35-39 Years 4 9.09

40-50 Years 2 4.55

Total 44 100.00

Table 43 shows a distribution of ages from age Keta20-24 years to age bracket 40
years and above, 20.45% (n=9) are in the age Wr&tke4, 40.91% (n=9) in the age
bracket 25-29, 25.00 % (n=11) in the age brackg4,09.09% (n=4) in the age bracket
35-40 and 4.55 % ( n=2) in the age bracket 40-50syeThis shows that a majority of
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former learners still active are in the age bracketO to 29 (61.29%-n=19). Biostatistics
provides data that helps researchers note thedfipdpulation they are dealing with. As
you move towards 40-50 years there are less foleaeners of schools with learners with
intellectual disability available. This could imptiiat graduates of schools for learners
with intellectual disability have in recent yearsebh more active, maybe due to better
preparations to meet the challenges found in sociodtably therefore, there are more
graduates of schools of learners with intellectlisability evident and active in the field

in the age bracket 20 to 29 years.

To complement the age bracket as broken down alloeeesearcher went out to find the
composition of the sampled graduates at schoole#&owners with intellectual disability in
terms of when they left school. The former learneese asked which year they left

school. The answers they gave are captured in Hable
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Table 44: Year Former Students Left Schools for Leaers with Intellectual
Disability.

Year Left School Frequency Percentage
2002 1 2.27
2003 1 2.27
2004 2 4.55
2005 3 6.81
2006 4 9.09
2007 4 9.09
2008 6 13.64
2009 10 22.73
2010 7 15.91
2011 4 9.09
2012 2 4.55
Total 44 100.00

Table 44 shows a range of a decade and indicatdstitese former learners were
stretched all the way from 2002 till 2012. Furtheq regular pattern is seen in the

distribution of these former learners with variedqentages throughout the distribution.

This implies that the distribution of the formeraduates used in this study was fairly
random in nature. The active graduates of schaolgearners with intellectual disability

are randomly distributed from the year 2002 toybar 2012.

Currently five sports are taught and played in sthdor learners with intellectual
disability. These are athletics, football, netbatlleyball and handball. The former
learners were asked what sports they played absdhRour sports were named indicating
that not much had changed since these learners atesehool. The frequency of the

sports played is captured in Table 45.
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Table 45: Sports Played by Former Students While aSchools for Learners with
Intellectual Disability.

Sports Played at School Frequency Percentage
Soccer 13 29.55
Athletics 28 63.63
Handball 2 4.55
Volleyball 1 2.27

Total 44 100.00

Table 45 indicates that 63.63% (n=28) of the forpguils from schools for learners with
intellectual disability engaged in athletics, 296%n=13) in soccer, 4.55 % (n=2) Iin

handball and 2.27% (n=1) in volleyball.

The number of sports options shows the apathy exped by the teachers and learners
in schools for learners with intellectual disalyildue to limited numbers of games to

choose from. This means that any learner who mag had interest other than in these
four sports was really not taken care of. This asggests that the apathy seen in the
limited choice of sporting activity that learnemncbe involved in has prevailed over the

years, hence the need to diversify choices of dietsviearners can be involved in during

physical education lessons. This implies the needhe Government of Kenya to make

some capital investment in new kinds of facilitteech as swimming pools and gymnasia
to help reduce the apathy experienced in schoolteéwners with intellectual disability

over the years to create room for better learning.

How sports that were played in schools affect th@ae of activities that the learners will

have after school is yet another question thatésearcher asked. In response graduates
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of schools for learners with intellectual disalyilihdicated what sporting activities they

are currently involved in (Table 46).

Table 46: Sports Played by Former Student after Leang Schools for Learners with
Intellectual Disability.

Sports Played after School Frequency Percentage
Soccer 9 20.45
Athletics 25 56.82
Handball 6 13.64

Floor Hockey 4 9.09

Total 44 100.00

Table 46 shows that 56.82% (n=25) of the graduateschools for learners with
intellectual disability engage in athletics, 13.64P&6) in handball, 20.45 % (n=9) in

soccer and 9.09% (n=4) in a new sport called flamkey.

This implies that at least one new sport has beakded to the repertoire of sports
available to graduates of schools for learners waitdllectual disability. This also shows
that two sports, netball and softball, have sineenbdropped by the former students of
schools for learners with intellectual disabilitgraduates for schools of learners with
intellectual disability have learnt a new spori@alfloor hockey. This could be attributed
to the fact that floor hockey is a new sport thas bbeen familiarised world over by
Special Olympics International. Being proxy membeisSpecial Olympics Clubs may
have played a part in the acquisition of these Bkis. This suggests that the need to
have learners do new sports must be deliberateiramated from within the schools

system before these learners graduate.
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One essence of learning physical education at $etdo create physical literacy. This
allows the learner to develop sustainable methédsiag physical activity for health for
the rest of his/her life. Once learners pick upirdarest in a game and can sustain this
sport beyond school, then that means they are eveltheir way to being physically
literate. The former learners were asked at winallthey participated in this sporting
activity. The answers given indicate that 70.45%3() of former learners participate in
sports activities for competition while the othe®.25% (n=13) participate to enjoy

themselves.

Whether the former learners were participatingdampetition’s sake or for enjoyment,
it is important to note that both are signs of ptgfdliteracy. It is also imperative to note
that these were the learners who were traceabtemfsts to trace former learners that
were not part of the Special Olympics Clubs wetdefuThis suggests that graduates of
schools for learners with intellectual disabilitgdked by Special Olympics Clubs can be
said to have acquired the ultimate physical litgrthat the teaching of physical education

seeks to achieve.

Frequency of participation is an indicator that dvas more than flitting interest in an
activity. The former learners of schools for theeilectually disabled learners were asked
how often they participated in the sporting aciegt The answers they gave are captured

in Table 47.
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Table 47: Current Participation Trends of Former Students from Schools for
Learners with Intellectual Disability.

Frequency of Participation Frequency Percentage
Weekly 26 59.09
Monthly 3 6.82
Quarterly 10 22.73
Once in a while 5 11.36
Total 44 100.00

Table 47 shows that 59.09% (n=26) of the formemless participated weekly in sporting
activities, 6.82% (n=3) participate monthly, 22.788&10) quarterly and 11.36% (n=5)
once in a while. This suggests that 59.09% (n=Z6)hese former learners take the
participation of sports seriously hence are ablentke time every week to engage in
sporting activities. The participation was throu@pecial Olympics Clubs. Special
Olympics Clubs provide a social network for theserfer learners where they meet and
interact with other former learners of these insitins. Parents who turned up for such
forums emphasized their significance. This propdbat a majority of the graduates of
schools for learners with an intellectual disabpilparticipate seriously in sporting
activities organised by Special Olympics Clubs.

The distance from the playing ground to the sch®ain indicator of the significance of
the school in creating and nurturing the culturehaf learners to participate in sporting
events/activities. Former learners of schools lier intellectually disabled were asked to
state the distance between the playing ground b@d¢hool they attended. Table 48

captures the answers that they gave.
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Table 48: Distance of Playing Ground from Former Skool Attended by Former
Student for Learners with Intellectual Disability.

Distance of Playing Ground from School Frequency

Percentage

Less than 5 km 13 29.55
5-10km 11 25.00
More than 10 km 20 45.45
Total 44 100.00

Table 48 shows that in 29.55% (n=13) of the timegbhools of the former learners was
less than 5 kilometres from the training groundt tthee former learner frequents for
training, in 25.00% (n=11) of the time the grouadb+10 kilometres away and in 45.45%
(n=20) of the time the training ground is more tiérkm away.

The fact that 54.55% (n=24) of the play grouncdessithan 10 kilometres away from the
schools attended by graduates from school of leawéh intellectual disability is an
indicator that the school is a pull factor towatlds former learner’s interest in sustaining
the playing culture. For the other 45.45 % (n=20the former learners the fact that they
travel over 10 kilometres to attend training isiadicator that they take these training
sessions seriously. This implies that graduatescbbols for learners with intellectual
disability are not only attracted to the trainingpund close to their former schools but
also take training for sports seriously.

On the question of whether the former learnersi@pated at Special Olympics
competition while they were students, 86.36% (n=@8jhem did while only 13.64%
(n=6) did not. This shows a very high level of papation for former students. This

implies that investing in Special Olympics everts learners with disability while in

141



schools seems to have paid off since most of tless®ers continued to participate in
sporting events organised by Special Olympics aitbool.

The essence of education for learners with intelladisability is to create independent
persons who become human capital (Republic of Ke@@89). This means that the
learners should be confident enough to attend fmeton their own for instance. On
whether a parent or family member accompanies thmdr learners as they go to
practice 31.82% (n=14) of the learners were accaomepato training session while
68.18% (n=30) were not. This implies a majority .(@%6-n=30) of the former learners
did not need a family member leaving whatever chdreey had to accompany the
learners for training. This suggests that a majarit graduates of schools for learners
with intellectual disability are sufficiently indepdent to attend training sessions alone.
Making citizens from schools for learners with Itgetual disability independent is one
of the aims of education in the first place, hetieeneed to create the human capital as
insinuated in the objectives of education can saithave been achieved (Republic of
Kenya, 2009).

The fact that 36.36% (n=16) of the former learr@esaccompanied to competition while
63.64% (n=28) are not accompanied could point to pwssibilities. First, the learners
may have become so comfortable with themselvesehesic be trusted to take the bus to
their own activities, or that the schooling prockas achieved its goal. Secondly, it may
be an indication that parents of these learnersodléeel the need to accompany them due
to lack of interest in supporting the activitiestbéir children. It is thus implied that a
majority of graduates of schools for learners witttellectual disability do not get

accompanied by family members when they go for cgimipns.
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It is worth noting that the parent, as the end w$e¢he learner who has gone through the
schooling system of learners with intellectual diBgy, is a major stakeholder in this
education system. As it were, the learners go tiitdhe process of education and land
back in the hands of the parent. It therefore bethe parent’s responsibility to utilize
the socialisation former learners have acquirednfschools. Responses were sought
from parents, 93.33% (n=28) of the parents whoddreim had gone through schools for
learners with intellectual disability felt that teewas a difference in their children after
going through these schools.

The essence of education is to produce an indepentthvidual. Schools are supposed
to socialize learners going through them so thay transform them into better people. It
would appear that socialisation had actually béeefithe learner, hence it may be
concluded that persons that go through schoolke&oners with intellectual disability go
through socialisation and are different at the ehdhe school period. This finding
concurs with Admas (2009) in a study in Ethiopialearners with intellectual disability
which established that learners showed improvemientself care, safety and
communication skills after going through schoolsléarners with intellectual disability.
While learners can have differences based on ttialsation of schooling, there is need
to find out what kind of socialisation took plad®hen parents were asked to qualify the

differences they noted, their answers were capturé&igure 49.
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Table: 49 Differences Quantified by Parents of Formar Students of Schools for
Learners with Intellectual Disability.

Differences Frequency Percentage
Responsible 8 26.67
Positively Social 2 6.67
Active/ Helpful 10 33.33
Organised 4 13.33

Kind 3 10.00
Talkative 1 3.33

None 2 6.67

Total 30 100.00

Table 49 indicates that the learners were quadtdre kind, 10.00% (n=3), active/helpful
33.33 %( n=10), positively social 6.67% (n=2), angad 13.33% (n=4) and, responsible
26.67 %( n=8). These differences indicate thatl&aeners have been 90.00% (n=27)
socialised positively. This implies that a major(®8.33%-n=28) of graduates of schools
for learners with intellectual disability have pibg socialisation due to the schooling

process.

Parents of learners who had gone through schodksaafiers with intellectual disability
were asked to comment on whether learners who gadexperiences in these schools
were different in any way. Up to 93.33% (n=28) loé parents noted differences while
6.67% (n=2) of the learners showed no differendes Tmplies that 93.33% (n=28) of
parents felt that learners who went through schfaoltearners with intellectual disability
had come through with a positive difference. Thuiggests that a majority of the parents
of learners with intellectual disability have sedtanges in the learners who have gone

through the schooling system this is the essencecbbols; they are a powerful
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socializing agent (Republic of Kenya, 2009). Irsthegard therefore schools for learners

with intellectual disability can be said to be b tight track.

This study also sought to establish how many offéh@er pupils in schools for learners
with intellectual disability had been involved irp&ial Olympics activities. Up to
70.45% (n=31) of the former learners have beenlugebin Special Olympics while
29.55 (n=13) % have not been involved. This indisdahat a majority of former learners
from schools of learners with intellectual disdlilhave been involved in programmes
for Special Olympics. Shriver (2007) noted that G@eOlympics is a catalyst force in
developing the world for people with intellectuasability. The fact that a majority of

learners are involved with activities of this wavide organisation is positive.

Continued participation in sports is a factor ofyghal literacy. It means that the
schooling process was a worthy investment for taeems. It also indicates that the
teachers of physical education impacted on thenézar Further, physical literacy is also
an indicator that Special Olympics has been sufidess implementation of its

programmes.

This study also sought to establish whether forhearners were still involved in
competitive sports activity. It was establishedt #ha.72% (n=21) of the former learners
continue to be involved in competitive sports dtgg while 52.27% (n=23) are no
longer involved in sports activities. This indicatthat about half of the graduates of
schools for learners with intellectual disabilityog playing after school. Notably
however, 47.72 %( n=21) that keep playing compeiyi is a fairly high level of playing

after graduating from school. As noted this is adidator that the teacher impacted on
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these learners sufficiently for them to feel theedhéo continue competitive playing

beyond school.

In terms of research question number five on theaicts of teaching and learning process
of physical education in schools for learners vitttellectual disability, it is noted that

impacts entail what has happened as a result chitegthis programme. This considered
both the planned and unplanned results of thishiegc This also gauges what the long
term consequences of teaching this programme dre. main beneficiaries of this

programme were the learners who had gone throudghhair parents. Once learners go
through the programme, it becomes the responsilolitparents to take these learners
through the next stage of life, hence, these tvaketdtolders; parents (questionnaire
Appendix VII) and former learners (questionnairep&pdix VIII), were interrogated.

The following is the summary of the findings inrer of the extent the teaching and

learning process of physical education impactsamilers with intellectual disability:

I.  After leaving school, former learners from schootslearners with intellectual
disability have continued to show physical literd@nce tying this to the fact that
physical education was considered the learners’saggect at school. Some have
even picked up a new sport in Kenya referred tboas hockey. All this is done

through the social support of Special Olympics slub

ii.  Majority of former learners were involved in spoatsd played for competition. In
terms of training, majority of the learners pragtisveekly. It was also noted that

majority of the former learners go to practice l#smn 10 kilometres radius from
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the school they attended. This implies that the@glshwere a pull factor for these

students providing familiar grounds.

iii.  Majority of the former students were not accompdrig members of the family
to practice sessions. This suggests that the rajofi former learners were

possibly considered sufficiently independent tdathe practice sessions alone.

iv. A majority of the parents noted positive differende the learners who had gone
through schools for learners with intellectual Bity. This implied that these

learners had benefited from this programme.

The implication of the findings on the criteria ioipact thus suggests that graduates of
schools for learners with intellectual disabilitgMe acquired physical literacy by being
involved in activities led by Special Olympics KenyFurther, they attend training and
competition on their own an indication that theywédaleveloped independence. Finally,
parents of graduates of schools for learners watttllectual disability have indicated that

these learners have shown positive improvement géieg through these schools.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

50 Introduction

This section provides the summary of key findingshe study. This is followed by the

conclusions based on these findings and theraaternmendations based on the study.

5.1 Summary of the Findings

The purpose of this study was to evaluate the tegdand learning process in physical
education for learners with intellectual disabilifyo achieve this purpose, five specific
objectives were designed which guided the formatibiive research questions. The data
for the study was drawn from: an interrogationkad syllabus used to teach learners with
mental handicap (Kenya Institute of Education, 30@@estionnaires for 31 teachers
from the 44 schools for the mentally handicappeaggstjonnaires for 30 principals,
interview schedules for 240 learners with intellettdisability organised into 31 focus
groups, interview schedules for 30 parents of farlearners from schools for mentally
handicapped learners and interview schedules fiofodner learners from schools for the

mentally handicapped.

The main findings of this study based along the bhthe five step criteria developed by

Anderson and Arsenault (2002) are as follows:
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5.1.1 Summary of the Findings on the Rationale ohe Teaching and Learning of

PE in Schools for Learners with Intellectual Disabity.

The syllabus was derived from Kenya’s national gaa education. The objectives of
special needs education as cascaded down from tla¢iemal goals are wholesome and
make sense. The content of the syllabus is howepen to question. Majority of the
teachers did not adhere to the syllabus. This tlegguestion, whether the syllabus made
sense (Anderson and Arsenault, 2002). The syllalmesiment needs revision so as to
meet the requirements for physical education. feurdditing and rationalisation will be
required to ascertain whether the document focaedsisure and recreation or physical
education. Although the specific objectives setinuhe syllabus were achievable, it was
noted that the teachers tended to teach big balegand track athleticRarental input is
only statutory. Further, parents tend to shun amytact with schools once they have
delivered their children to the institutions forateers with intellectual disability.
Learners in these schools tend to enjoy physicata&ibn lessons. This implies that to a
large extend the programme run in schools for E@rwith intellectual disability makes
sense to the learners and that with revision,stiteobjectives that have been set will
ensure the attainment of the programme’s objectsiese these objectives are derived

from national goals.

With reference to research question one, this stahcluded as follows. A syllabus
exists to give guidance to teaching in schoolddarners with intellectual disabilities, its
set goals, national objectives and specific objestimakes sense. However, the choices
of activities by teachers who are the main impletingnagents of this syllabus tend to
ignore the contents of the syllabus. Though, ppals of schools for learners with
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intellectual disability believe this programme mgkeense as suggested by their
perceptions of physical education goals for leaneith intellectual disability. It was
also established that some parents of learners imtiglectual disability tend to ignore
the schools once they deliver their children. Thesy suggest that these parents may not
believe that this programme makes sense. Finafllysipal education is considered the
most enjoyable subject by pupils in schools forrees with intellectual disability, an

indication that the programme makes sense to lbaseers.

5.1.2 Summary of the Findings on the Effectivenesd the Teaching and Learning

of PE in Schools for Learners with Intellectual Digbility.

Effectiveness of a programme entails the questibetier a programme has achieved its
objectives or not. It was noted that based on éiseurces available, individual learning
as expected through divisioning did not take placeéhese schools for learners with
intellectual disability, even though teachers’ p@tton was that it occurred. The
classroom climate as created by the teachers ande#niners peers was conducive to
learning. This would allow the programme to megtgbals. Teachers were audible and
cordial and they felt that they used the lessom @fectively. Different timings were
allocated to the teaching of physical educatiomfszhool to school. While two and half
hours a week is the official allocated time, sombkosls allocated two hours a week
while others allocated five hours a week. These hours a week would encourage play
instead of structured physical education henceptibgramme may not meet its goals.
Indeed not all the classes were taught in a weblks Gould be attributed to the sheer

number of hours allocated to this discipline peekve
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5.1.3 Summary of the Findings on the Efficiency adhe Teaching and Learning of

PE in Schools for Learners with Intellectual Disabity.

Efficiency explains the administration of a program It was noted that the syllabus
seems to have suggested activities such as sotmggteling and making of cards.
However the teachers practised a different settwiies to provide experiences during
physical education in schools for learners withellettual disability. While the
organisation of the learning experience was thg dtithe teacher, it was based on the
resources available and the goodwill of the prialspvho controlled the finances of the
institution. Resources in this regard included isight teachers, equipment, facilities and
finances. There was no policy on how funds, whetheough capitation or sourced
through other means, were allocated to the actiuityschools for learners with
intellectual disability. A majority of the princifawere trained. Indeed a majority had
training in physical education and had experiehe¢ ¢ould be drawn from to support the
programme of physical education in schools for Hees with intellectual disability.
Lesson plans derived from schemes of work were tisedgh the supervision of how

this lesson plans and schemes of work were usedvaasng.

Facilities and equipment available were basic amitdd hence limiting the breadth a
teacher had in provision of learning experiencdse Tfew equipment available where
serviceable. The facilities were also accessibtetuRately a majority of the principals
had been trained in physical education at one sthgeeir training. Indeed a majority of
the principals had actually taught physical edweatn the school hence understood the
challenges a physical education teacher would arteoin pursing his/her duties. Given
the limited resources available and the erratianeadf funding from the main sponsors,
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the programmes in schools for learners with intélial disability can be said to have

been run fairly well.

5.1.4 Summary of the Findings on the Relevance dig Teaching and Learning of

PE in Schools for Learners with Intellectual Disablity.

The criteria on relevance answers the questiontveinéhe objectives are still sustainable
and whether the stakeholders still support the namognes. Learners rated physical
education as the best subject taught in the scheake giving it relevance. The
Government through policy documents and the cantit feels obligated to provide
education for these citizens who go to schoolddamers with intellectual disability. The
Government of Kenya is thus the main sponsor otation for schools for learner with
intellectual disability. This is done under thenfrawork of capitation for Free Primary
Education. Principals’ proposals for 2015 put ansigant funds allocation under
physical education, underlining sustainability dfypical education programmes in

schools for learners with intellectual disability.

5.1.5 Summary of the Findings on the Impacts of #thTeaching and Learning of PE

in Schools for Learners with Intellectual Disability.

Impact entails what happened as a result of thgranome. It was noted that some of the
former learners were still involved in playing sigounder the organisation of Special
Olympics Kenya on a weekly basis. Indeed while npdayed the same sports that had
been taught at school, a few of the learners heently picked on a new sport called
floor hockey introduced by Special Olympics Kenyais was an indicator of physical

literacy. It was noted that a majority of the fommearners attended training and
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competition on their own showing that they had patkup independence to be able to

operate on their own without family support. Figait was noted that most of the

graduates of school for learners with intellectiahbility were more positive, active and

helpful after going through these schools. This gegts that going through the

programme had long term positive consequences.

5.2

Conclusions

From the data analysis, this study made the folgvaonclusions.

From objective one on the rationale of teachingnlees with intellectual disability the

following conclusions were made:

There is need for proper editing of the syllabusvygted for learners with

intellectual disability so that the document mebesrequired standards of syllabi.
Basics such as capitalising the beginning of seeterand completion of the
document as noted by missing information under sbeeaglings needs to be taken

into account. It is noted that even the numberiiniip® content was incongruent.

There is need to realise that the field of physezhication, recreation and leisure
are distinct areas of study and cannot be integddn The learners with

intellectual disability require physical educatiasit is correctly stated in the time
tables. With knowledge acquired from physical etiocethe learner can recreate

and have leisure.

Teachers tend to teach soccer and athletics botrhigh require minimum input

and may be taught by anyone, yet lessons taugtiagses of physical education
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should provide rich experiences and encourage ¢henér towards physical
literacy. Teachers must realize that learners frechools for learners with
intellectual disability may not find or have thepeaity to learn any other sports
discipline apart from what has been offered dutingir lessons in the school
system, hence the need to provide a rich repertdi@ctivities for the learners
while at school. Sports such as rounders are easgath and may not require

very expensive equipment.

The implication of these findings is that while tteaching and learning process in
physical education in schools for learners witkeliettual disability makes sense, and
while to a large extend the objectives set in tléalsus which is the guide from the
Ministry of Education once achieved will meet tHgeztives of the programme, there is
need to review the syllabus to make it more effectindeed to a large extend teachers in
schools for learners with intellectual disabilityave tended to ignore this policy
document. Apart from some parents who tend to igrbeir children once they deliver
them to the schools, the other stakeholders, imufjyjdhe Government of Kenya, the

principals, the teachers and the learners cleadigate that this programme makes sense.

From objective two on the effectiveness of teachHeagners with intellectual disability

the following conclusions were made:

I.  There is need for a clear policy on the numberestbns for physical education
per week. The range of two and a half hours to liears per week shows lack of
consistence and a possibility that some of theggsek will turn into simple play

as opposed to instructional classes of physicatathn with clear objectives.
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ii.  The classroom atmosphere in schools of learnenrs itellectual disability is

positive and needs to be maintained.

iv.  Education at this level should be individualised. &chieve this there is need for
divisioning by the teacher to enhance the expeegticat are commensurate with
the specific needs for each learner. Learners withllectual disability are
unique. This unigueness needs to come out duriegtéaching and learning
process. Physical education is one of the dis@pglmough which this uniqueness

could be reflected.

The implication for these findings is that therenised for individualised learning in
institutions for learners with intellectual disatyil Divisioning of the learners may be
one method to help this individualised instructidn.policy on the number of hours
timetabled for physical education needs to be omeat to avoid some of these lessons
ending as play instead of an opportunity to tedoh Yalues embedded in physical
education through sports activity. Apart from indivalising instruction and timetabling
of physical education, to a large extend the progna objectives are met through
teaching learning process of physical educatioacimools for learners with intellectual

disability.

From objective three on the efficiency of teachlagrners with intellectual disability

conclusions made were that:

i. There is need for clear criteria of allocation ainds to help in the clear

administration of the physical education programr@eurently allocation is
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haphazard and undocumented and is completely depemeh the principal of

each school.

There is need for the Government of Kenya to beemmnsistent with the
capitation provided under Free Primary Educatiomgmmme. This is currently
unreliable and creates a logistical problem, paldity in schools for learners

with intellectual disability.

It was encouraging to note that all the principakse well trained and had a
wealth of years of experience. It was also encoogado note that a big
percentage of the principals had been trained m tdmaching of physical
education. This training in the teaching of phyksieducation by the principals
allows them to appreciate the challenges embeddethe teaching of this
discipline. This ideally should reflect in the preon of equipment and facilities

for teaching physical education.

The principals have made projection about physdaication for the year 2015.
There is need for the principals to follow up tcsere that finances required to

facilitate these projections are availed.

The principals and teachers experience and edunchtievels are commendable.
Further, their perception and self-worth from tmairting they have received
seems to have played an important part in the gileasroom climate that was

noted.
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vi.  There is need for diversification of equipment &acilities. Changing rooms are
currently non-existent therefore there is needotastruct some even if they are of

a temporary nature.

The implications of these findings is that thereneed for a policy on allocation of
funding to be able to standardize the way publied&iare utilised in institutions for
learners with intellectual disability. The fact ththere are limited facilities and
equipment demand that the teachers need to thimk oreatively to enrich the learning
opportunities in schools for learners with intellead disability. Changing rooms which
can be created closer to the playing facilitiesdneet be permanent and provision of this
will enable saving of time, which is also a vallabésource. Teachers need to observe
the basic principle of teaching physical educatidrich include going through all the
phases to avoid possibilities of learners gettimgries due to lack of progression in the

teaching process. Principals need to invest motiearsupervision of these teachers.

From objective four on the relevance of teachindeafners with intellectual disability

the following conclusions were made.

I. It was interesting to note that, physical educatighich is by nature an exciting
discipline due to the self embedded play sessiothénclass which is easy to
identify with, was considered the best subject l&arners. Number work was
voted by learners with intellectual disability &® tsecond best subject at school.
While this sounds odd, it is an indicator for theed for an empirical research to
find out more about this number work which seemsexeite learners with

intellectual disability. It has been suggested aasly that the learner with
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intellectual disability should be taught at the cmte level (Asembo, 1997,

Wekesa, Abosi & Amusa, 1997).

ii.  The Government of Kenya through the Constitutios teken cognisance of the
learner with disability. Indeed capitation for Frieemary Education is one such
initiative, even though this capitation was limitadd unpredictable in terms of

disbursement.

The implications of these findings include the fétat the Government of Kenya is
obligated by the constitution to continue to offeis programme and has done so in a
basic way. There is need for the Government to gfegupport for this programme to
make it more sustainable. Capitation based on iddal learners must meet the reality
on the ground which is that pupils in schools fearhers with intellectual disability
require a significantly higher allocation of funttg&an pupils going to normal schools.
This will allow the principals, who have also prged more support for physical

education, to allocate more resources to this progre to make it more sustainable.

From objective five on the effects and impacts edching learners with intellectual

disability, the following conclusions were made:

i.  The education system that learners with intelldctlisability go through has a
positive effect as noted by the fact that somenkerar have shown how physical

literacy can impact an individual by continuingpiay well after leaving school.

ii.  Learners with intellectual disability have tendedshow positive attribution after

going through school.
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Learners with intellectual disability have showattkhey can learn new games by
picking up the skill of floor hockey, a new spodocdinated by Special Olympics

Kenya.

Special Olympics Kenya has administered sportshferintellectually challenged

learner both during their period at school andraftey leave school.

Implication of these findings is that, to a largdemd, learners that go through these

schools for learners with intellectual disabilitgrifit from the education process as

noted by their independence and physical literdcythis regard the programme was

worth their while.

5.3

Recommendations

Based on this study the following recommendatioesawnade:

There is need to review the syllabus for the learmeth intellectual disability to
make it more suited to set objectives. For instamddle content is based on
leisure and recreation, the subject taught at dsHoo learners with intellectual
disability is physical education. Indeed in somsesathe titles are interchanged

and mismatched.

As noted with the issue of the interest with numbierk, could it be possible that
the learner with intellectual disability is stilt@ssly misunderstood and may in
fact be able to handle number work effortlesslyul@at be possible that there
has been an over generalisation about learninghferlearner and that there is

need for more research in the way this learner&pinalises knowledge?
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The principals and teachers are well trained betdn® be given the tools to
exploit this potential hence the need for divecsifion of equipment and
facilities to enable the teacher to provide riclarhéng experience for the
learners. There is need to individualise instarctihrough provision of a bigger

number of equipment and divisioning.

The Government of Kenya needs to make the disbunseatf capitation used to
run the schools consistent. This will allow formténg. The current trend where
the funds that come to school are erratic and uligtedble has led to inconsistent
planning, consequently interfering with the expeces that the teacher would
wish to offer the learners with intellectual didaii Further, there is need for a
policy on the distribution of funds at schools wiestfrom capitation or sought

from donors.

The ministry involved with education needs to nibi@ current policy where the
capitation going into schools for Free Primary Eation is the same for all
schools needs to be reviewed. The need for equipateschools for learners
with intellectual disability is different from othechools hence the need for the

capitation to be increased to meet these needs.
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Vi.

Vil.

There is need for research that isolates the atteas of special needs education
such as visual, physical and hearing disabilityenms of physical education to

see if similar challenges are noted nationally iabernationally.

Teachers need to learn to modify facilities usedtha teaching of physical
education in schools for learners with intellectdaabilities so as to increase

emphasis on skills as opposed to mere play.
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APPENDICES
Appendix I: Syllabus Review Document

1. What educational purposes does the document segtatn?
a. Are they commensurate with learners with intellattisability?
b. Is the document able to distinguish between learweth intellectual
disability?
c. Are the values stated?

d. Are they measurable?

2. Does the document capture what educational expeEsethat can be provided
that are likely to attain this purpose?
a. Does the document recognise age of the learners?

b. Does the document recognise interest of learners?

3. How can these educational experiences be effegtorglanised?
a. Does the document indicate the issue of divisiohing
b. Does it indicate the kind of resources requireddiieve these objectives?

c. How are these experiences financed?

4. Does the document determine whether these purposdseing attained?
a. Does the document indicate how this evaluation belldone?
b. Does it take care of aspects of resources, teachHesasners, and
environment?
c. Does it suggest any threats and how these wilebelved?

d. Who is in charge of the learning process?
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Appendix Il: Questionnaire for the Teacher
Please complete the following items and questionpléase tick where you have the
option:
A. Basic Information
1. Educational Background of Teacher: Certificate ipldna  Degree
Postgraduate
2. Years in service
3. Years teaching at this school: 1-2 2-5 5-10 above 10

B. Information on Teaching Physical Education
4. Number in classes with Intellectually Disabled s in the school (ICL)

Number actually taught

What disciplines was taught

5.
6.
7. Equipment available
8. How usable was the equipment Very Usable__ usable Not usable
9.

What equipment did you use for your activity

10.What is the number of equipment vis-a-vis studemgshbers ?

11.What is the state of equipment New Usable Not Usable

12.What facilities are available

13.What is the state of facilities: Very Usable sable Not usable

14.Was the whole facility used: Yes No

C. Information on Instruction

15.Did you use a lesson plan: Yes No

16.1s what you taught in your scheme of work: Yes No

17.Did you adhere the lesson plan to scheme Yes No
18.Does your scheme adhere to the syllabus Yes No

19.Do you consider your lesson Individualised learninggs No

20.How did you pick on the activities taught do yoinkhyou provided enough time:
Syllabus ___ Availability at School othestate)
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21.Did you provide ample opportunity to practice: Yes No

22.Were your objectives achievable provided achievatilgctives: Yes
No
D. What Constraints did you run into in the following areas?
23.Content related

24. Information related

25.Equipment related
26.Facility

27.Training of teacher

E. Interest of School in exposing ICL
28.Number of times school has been involved in extegyames
29.Relation with Special Olympics: Good Unaalalié Bad
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Appendix llI: Questionnaire for School Principal/Deputy Principal

Please provide answer for the following questions:
1. What percentage of cash is allocated to the diftesibjects in the school?

2. Is this a policy from governments?

3. How many sports facilities do you have in this itosion?

4. What do you propose for next year for physical eadioa?

5. Are you trained in physical education for the dlsdB Yes No

6. Years of training
7. Years after training for ICL 1-2 2-5 5-10 above 10

8. How many hours are allocated to PE per class ins tlsichool?

9. How many of these are actually taught? 100% 5% 7 50% 25%
__ 0% __
10.What are the goals for PE in this school?

11.Have you taught PE at all in this school? Yes __No

12.Do the PE teachers use lesson plans to teach? Yes No

13.How often do you check these lessons plans? Dailyweekly  Monthly
once perterm __annually _ never

14.Do they use schemes of work? Yes No

15.How often do you check the schemes of work? Onterrma __ Annually
Never
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16.Where and what percentage do you receive your dinhrsupport from?

Government Donors  (state) Parents
17.How often do you receive these funds? Monthly Per term Non
periodically

18.What percentage of these fund support the teachwfg physical

education

19. What IS the Government input in your school?

20.Do you attend local, national or international cemipoNs?

21.What input do parents of the Ilearners in this sthooave?
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Appendix I1V: Observation Tool for Classroom interadion

Lesson

Lesson Section

Very
Poor

Poor Satisfactory

Good

Excellent

Time

Introductory Activity:

Compensatory Activity:

Class Activity:

Group Activity:

Game:

Final Activity:

Others

Dress Code:

Personality:

Voice:

Discipline:

Use of Lesson Plan:

Mastery of Content:

Use of Facility

Use of Equipment:
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Appendix V: Inventory for Availability of Resources in Schools

Location Number of Students

Equipment Quantity | Equipment Quantity Facilities Quantity

Soccer balls Ten quiet Soccer Fields

Netballs Bibs Netball courts

Volleyballs Bean bags Aquatic
Facilities

Safety equipment Tennis Indoor facilities

Wheel chairs Bocce Changing rooms

Table Tennis Soft ball Toilets

Equipment

Basketballs Rounders Gymnasium

Badminton Bowling Athletics Track

Equipment

Handballs Others Others
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Appendix VI: Interview Schedule for Learners

1. What words can you use to express your feelingnduai PE class (enjoyment)?

2. List the subjects you enjoy in order (attitude)

3. What words can you use to describe your teachect{ex/ learner relation)?

4. Which part of the PE class do you enjoy (conteralyais explain to them the

demarcations of the lesson) Introduction SleNelopment

game Final session

5. Which is your best subject in the school (strengihf PE)?

6. Do you teacher speak clearly (communication)? Yes No

7. Do you like your classmates (peer relations)? Yes  some No

8. What makes you like physical education most (maitivg? The teacher

My classmates the sports we play My parents
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Appendix VII: Interview Schedule for Parents of Famer Learners

1. Is your child different from when he went to théasal? Yes No

2. Quantify some of these differences if any.
3. Has he/she ever been involved with Special Olymyes No

4. Does he/she still participate in sports after sthodes No
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Appendix VIII: Interview Schedule for Former Students

1. How old are you

2. When did you leave school

3. Which school did you attend?

4. What sports did you play when you were at school?

5. How many years ago did you leave school? 1-2 _ 2-5 5-10
above 10
6. What have you played since you left school?

7. At what level have you participated in this spagtiactivity? For competition

To enjoy myself

8. How often do you participate? Daily _ Weekly __Monthly _ Per term
_____ Never

9. How far is this from your former schools? Lessitlakm radius 10
kmradius __ more than 10 Km radius

10.Who is involved in the administration of this soybu are involved in since you
left school? Special Olympics some neigldou  parents
others (specify)

11.Did you participate at Special Olympics competitioduring school?
Yes No

12.Does any of your parents or family member accompanyto the competitions

(specify whether parent or sibling)? Yes No

13.Do any of your family members accompany you tanirey?
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Appendix 1X: List of Schools for of Learners with Intellectually Disability

Ihwagi Primary School for Mentally Handicapped-Kara
Kiambu-ini Primary School of the Mentally HandicappGatundu.
Rumuruti Primary School for the Mentally Handicagpe
P.C.E.A. Wandumbi School for Mentally HandicappegeN
Dagoretti School for the Mentally Handicapped-Dagor

Hola Full Primary School for Mentally Handicappddcta

Lamu Special School for Mentally Handicapped-Lamu

Kwale Special School for Mentally Handicapped-Kwale

© © N o g s~ w D PE

Miss Maseno Zuhuru Mohammed School for Mentally ¢Heapped-Malindi.
10.Embu Special School for Mentally Handicapped
11.Karatina School for the Mentally Handicapped.
12.Kathithyama School for Mentally handicapped-Kangund
13.Wamuyu School for Mentally Handicapped-Wamuyu
14.Kitui School for the Mentally Handicapped

15.Kaaga School for the Mentally Handicapped-Meru

16. Nile Special School-Nairobi

17.Jacaranda Special School-Nairobi

18.Tree Side Special School —Nairobi

19. Dagoretti Special School-Nairobi

20.Race Course Special School-Nairobi

21.Githurai Special School

22.0ur Lady of Mercy Special School for the Mentallgrdlicapped.
23.Undugu Society

24.Mathare S. P. Training

25.Garissa School for the Mentally Handicapped-Garissa
26.Lutheran Special School for Mentally Handicappedtiiu
27.0ganda School for Mentally Handicapped-Homa Bay
28.Equator Round Table School-Ugunja

29.Kisii Special School for Mentally Handicapped-Kisii
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30.Rabuor School for Mentally Handicapped- Arbour
31.Nyairicha D. E. B School for Mentally Handicappédfamira
32. Salvation Army Special School for Mentally Handipagd- Njoro.
33. Hill Special School-Nakuru

34.Makutano Special School for Mentally Handicappeg&m@guria
35. St Martin Kibuk School for Mentally Handicapped- g&okwony
36.Eldoret Special School for Mentally Handicapped
37.Nangina Special School —Funyula

38.Butula School for Mentally Handicapped

39. Akoreet Primary School for Mentally Handicapped-Bama.
40.Kapenguria School for the Mentally Handicapped

41.Meru School for the Mental Handicapped
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Appendix X: Syllabus Document for the Learner withMentally Handicapped

REPUBLIC OF KENYA
MINISTRY OF EDUCATION

 ACTIVITIES OF DAILY LIVING SKILLS $YLLABUS
FOR

LEARNERS WITH MENTAL HANDICAP

@
e
“*=2 Kenya Institute of Education
P.O. Box 30231-00100

FEBRUARY, 2009
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Education in Kenya should:

1. Foster nationalism, patriotism and promote national unity

Kenya's people belong to different communities, races and religions, but
these differences need not divide them. They must be able to live and
interact as Kenyans. It is a paramount duty of education to help the youth
acquire this sense of nationhood by removing conflicts and by promoting
positive attitudes of mutual respect, which enable them to live together in
harmony and foster patriotism in order to make a positive contribution to
the life of the nation.

2. Promote the social economic, technological and industrial needs for
national development
Education should prepare the youth of the country to play an effective and
productive role in the life of the nation.

a) Social Needs
Education in Kenya must prepare children for the changes in attitudes
and relationships, which are necessary for the smooth process of a
rapidly developing modern economy. - There is bound to be a silent ‘
social revolution following in the wake of rapid modernization. 1
Education should assist our youth to adapt to this change. l

b) Economic Needs
Education in Kenya should produce citizens with skills, knowledge, |
expertise and personal qualities that are required to support a growing
economy. Kenya is building up @ modern and independent economy
which is in need of adequate domestic manpower.

c¢) Technological and Industrial Needs
Education in Kenya should provide the learners with the necessary skills
and attitudes for industrial development. Kenya recognizes the rapid
industrial and technological changes taking place especially in the
developed world. We can only be part of this development if our
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international community with all the- obligation and responsibilties, rights
and benefits that this membership entails.

8. Promote positive attitudes towards good health and environmental
protection
Education should inculcate in the youth the value of good health in order
to avoid indulging in activities that will lead to physical or mental ill health.
It should foster positive attitudes towards environmental development and
conservation. It should lead the youth to appreciate the need for a healthy
environment.
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OBJECTIVES OF SPECIAL NEEDS EDUCATION
The objectives of Special Needs Education in Kenya are to:

a) facilitate the development of all learners with special needs spiritually,
mentally, socially and physically;

b) develop in the learner’s analytical and productive abilities so that they may
excel in learning and in their future careers;

c) enable learners acquire a suitable basic foundation for the world of work
in the context of economic and manpower needs;

d) enable learners develop positive self-concept and attitudes towards life,
based on moral and religious values; :

e)-enable learners develop skills of coping and independent living, aimed at
habilitation, rehabilitation and adjustment;

f) identify and assess learriers with special needs for early intervention
services;

g) promote inclusion of learners with special needs in regular schools and
institutions with appropriate support and related services;

h) provide learners with special needs in education with appropriate
resources for learning in a barrier free environment;

i) create awareness in the community on the needs and potentials of
learners with special needs so as to be more responsive to their diverse
needs; )

j) provide educational facilities, materials and equipment for the education of
learners with special needs; :

k) develop appropriate human resource for special needs education.
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OBJECTIVES OF EDUCATION FOR LEARNERS WITH MENTAL
HANDICAP -

Objectives of education for learners with mental handicap are to:

a)

B

c)

enable them get along with their peers and other members of the
society;
equip them with necessary skills to enable them participate in various

-activities for the purpose of earning their own living;

assist them develop emotional security and independence at school,

*home and in the society;

equip them with socially acceptable habits:

equip them  with basic literacy and numeracy skills for functional
purposes;

instill in them the ability to occupy themselves in wholesome leisure
time activities;

develop in them self help skills for independent living;

equip them with self adjustment skills; , ,
enable them become economically productive people in the society.
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GENERAL OBJECTIVES OF TEACHING ACTIVITIES OF DAILY
LIVING :

By the end of the course, the learner should be able to:

a) acquire personal care skills;

b) develop communication and social skills;

¢) acquire independent living skills;

d) develop awareness of the environment and the need to care for it;
e)  develop good character and general etiquette;

f} acquire time management skills;

g) develop into a self-reliant and independent individual;

h) appreciate contemporary issues in-the society.
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COURSE SUMMARY

NO.

TOPIC

1.

PERSONAL CARE

Al Adia

l Oiietii 18]

Control of drooling
Care of body parts
Bathing/showering
Brushing teeth
Hair care '

Use of cosmetics

Packing and storage of personal effects

FEEDING

SOCIAL AND COMML INI(‘ATI(\N S
e Making friends

e Courtesy

e Sharing _'

e Modes of communication

I\L

OUR ENVIRONMENT

e Our home

e QOur school

e Our Neighbourhood

e Environmental pollution and destructlon and prevention

CARE OF THE HOME

e Cleaning the home

Orderliness of the house

Kitchen utensils and equipment

Choice of materials and equipment in the home
Repair and maintenance in the home

\O
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e Budget for the home
e Improvisation of cleaning materials
e Home decorations

FOOD SELECTION AND PREPARATION
e Types of food

Classification of food

Sources of food

Food storage and preservation
Preparation of foods

SAFETY AND SECURITY

FIRST AID

e Meaning and importance of first Aid
e First Aid equipment

Action at an emergency

Dressings and bandages

Wounds and bleeding

Shock

Fractures

Burns and scalds

Poisoning

Chocking

Fainting

Epilepsy

Handling and transportation of injured persons

TIME MANAGEMENT
e Time, days and dates
e Time planning
e Time signals and punctuality

10
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i " | e Consequences of poor time management

10. RECREATION AND LEISURE

1. MONEY

e Different denominations of money
Uses of money

Sources of money

Keeping money safely

Saving money

e Record keeping

B tm—— o
e

12. HIV and AIDS
e Causes of HIV and AIDS
e Prevention of HIV and AIDS

e Misconception about HIV and AIDS
e Living positively with HIV and AIDS
s e Taking care of people with HIV and AIDS
v e Effects of HIV and AIDS
e Intervention measures for HIV and AIDS
{ 13. CAREER PREPARATION
14. FAMILY LIFE

o Types of families

o ' Roles of family members

¢ Rights of children

o Family relationship

Changes during adolescents
Challenges faced by adolescence
Drugs and substance abuse

Sex Education

Family Planning
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10.0 RECREATION AND LEISURE
10.1.0 Specific Objectives
By the end of the topic, the learner should be able to:
a) identify leisure and recreational activities,
b) State factors to consider in choosing leisure and recreation

activities,

c) make choice of activities for enjoyment,
d) participate in excursions and camps.

11.2 Content

10.1.2.1 Leisure and recreational activities

Songs
Stories
Dance

D"}\I
riday

Hosting-
Making cards and print
Cleaning pets

10.1.2.2 Leisure and recreation activities:

Story telling
Practicing new songs
Dancing

Role playing

10.1.2.3  Factors to consider in choosing leisure and recreation activities:

50
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Appiix XI: Inventory for Availability of Equipment fo r Physical Education in School

School Soccer | Net- | Volley | Safety | Wheel | Table Basket- | Badminton | Hand- | Ten Bibs | Bean Tennis | Rounders | Others
balls balls | -ball Equip | chair | Tennis | ball ball Quiet bag

1 3 2 2 0 4 0 1 0 1 0 10 0 0 0 -

2 5 5 3 0 157 0 3 0 1 0 40 20 0 0 -

3 3 1 2 0 5 0 0 0 1 0 20 0 0 0 -

4 3 2 2 0 10 0 2 2 2 0 25 50 0 0 -

5 9 8 10 1 1 1 6 0 2 0 40 0 0 0 -

6 4 1 2 0 0 0 0 0 1 0 20 15 0 0 -

7 8 2 3 0 10 0 0 0 2 0 30 12 0 0 -

8 5 2 2 2 0 2 0 0 2 0 0 10 0 0 -

9 10 1 6 2 0 2 0 0 2 0 10 20 0 0 Jumyg
ropes

10 3 3 2 0 0 0 0 0 1 0 0 0 0 0 -

11 5 2 2 0 0 0 0 0 2 0 10 0 0 0 -

12 20 2 3 10 10 10 0 0 1 0 20 30 0 0 -

13 4 3 2 0 0 0 0 0 1 0 10 0 0 0 -

14 5 2 2 0 1 0 0 0 2 0 15 0 0 0 -
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15 4 2 2 0 0 0 0 2 15
16 6 1 1 0 0 0 0 1 12
17 4 2 2 0 0 0 0 1 15
18 3 2 2 0 0 0 0 1 10
19 4 2 2 0 1 0 0 2 11
20 4 1 1 0 2 0 0 2 10
21 3 2 1 0 0 0 0 1 5
22 2 1 2 0 2 0 0 1 6
23 3 1 1 0 0 0 0 1 10
24 4 2 1 0 1 0 0 1 10
25 4 2 2 0 0 0 0 2 16
26 3 1 1 0 0 0 0 1 9
27 5 2 1 0 0 0 0 1 12
28 4 2 1 0 0 0 0 1 10
29 3 1 1 0 0 0 0 2 13
30 4 1 1 0 2 0 0 2 15
31 4 2 2 0 2 0 0 2 16
Total 152 66 67 15 206 15 12 45 3] 178
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Appendix X11: Inventory of Facilities in Schools ofLearners with Intellectual Disability

School Soccer Netball Aquatic Indoor Changing Toilets Gymnasium Athletics Others
Field Court Facility facility rooms track
1 1 1 0 0 0 4 0 1 0
2 1 0 0 0 0 12 0 0 0
3 1 0 0 0 0 8 0 1 0
4 1 1 0 1 1 2 0 1 0
5 1 1 1 1 0 6 0 1 0
6 1 1 0 0 0 6 0 0 0
7 1 1 0 0 0 10 0 0 0
8 0 0 0 4 0 10 0 0 0
9 1 0 0 0 0 24 0 1 0
10 1 1 0 0 0 6 0 0 0
11 1 0 0 0 0 2 0 1 0
12 1 0 0 0 0 8 0 0 0
13 0 0 0 1 0 4 0 0 0
14 1 0 0 0 0 6 0 0 0
15 1 1 0 0 0 6 0 1 0
16 1 1 0 0 0 4 0 1 0
17 1 0 0 0 0 6 0 1 0
18 1 0 0 0 0 4 0 0 0
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19

20

21

22

23

24

25

26

27

28

29

30

31
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Total

29

16

87

18

Number of

Institutions

31

31

31

31

31

31

31

31

31

Number of
Institution
with Facility

29

16

31

18

Percentage
Institution

with Facilities

93.54

51.61

3.23

12.90

3.23

100

58.07
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Appendix XIII

Issues of a Logical Approach to Programme Evaluatio (adopted from Anderson and Arsenault, 2002)

Major Issues

Essential Questions

Comments

Rationale

Effectiveness

Efficiency

Relevance

Effects &
Impacts

Does the programme make sense?
Will attainment of the programmes’
Objectives ensure attainment of its goals?

Has the programme achieved its objectives?

How well has the programme

been managed?

Were there better ways of achieving

the same results at less cost?

Were the most cost effective alternatives
used in managing the programme?

Are the objectives still relevant?
Is the programme supported by
stakeholders?

What has happened as a result of the
programme?

What are the unplanned effects?
What are the probable long term
programme consequences?

The evaluatoumdeststand the
programme &s environmental
ednt

Togramme must have explicit
Objectives on which everyone agrees

Major concernriogpamme
administration.

Is it sursédole?

the evalonist be sensitive
to both planned and unplanned
Programme sffect
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