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ABSTRACT

The purpose of this study was to investigate the factors that influence the implementation of
inclusive cducation in the regular primary schools in Busia District. The rescarcher used survey
design. The design helped the rescarcher 1o obtain information that described the existing
phenomena such as factors that influence the implementation of inclusive cducation. This was
donc by asking respondents about their education, attitudes or value and condilions of scrvice at
their work placcs. In this casc, the rescarcher cxplored the cxisting status of variables such as

status of tcachers.

Cluster sampling was used for sampling the population. All the ninc schools that practised
inclusive education in the district were included in the study. The instrumcents of the study were:
An interview schedule for head teachers to find out their allitudes, feclings, knowledge and skills
about implementing inclusive education and the teachers® qucstionnaire chosen because the
target respondents were literate. ‘The instruments’ validity was asccrtained by conducting a pilot
study. The rescarcher used the split-half technique of assessing reliability donc by using the
Spearman-brown prophecy formula. Data were collected by the rescarcher personally
administering rescarch instruments in the schools. Data were analysed as guided by a Computcr
Programmer such that descriptive stalistics were uscd. The analysed dala formed the basis for the

rescarch findings, conclusions and reccommendations for the study.

Findings in the study included the following, frec primary cducation contributed to high
enrolments in all schools and special units. ‘I'cachers were wel prcpared lor the mainstream
education but not for children with spccial needs in education, the government provided adcquatc

teaching/leaming resources like textbooks but nol alternative lcarning media like radios,
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computers for average learners; the same resources were not provided for lcarncrs with special
needs in education. For example Braillers and car-moulds lor lcamcers with visual and hearing
impairment were missing. Lack of support services was a threat to having children with special

needs in cducation in an inclusive sctling.

The researcher recommends that the government should have; formulated a policy frame work to
guide implementation of inclusive education, traincd more tcachers in special nceds education,
promoted mass sensitization about special needs cducation, and encouraged head teachers in
inclusive schools to formalize their coordination of net-working with other professionals. Finally,
the rescarcher felt that more rescarch should be done to determine other factors that may have
becn influencing implementation of inclusive cducation such as free primary cducation, rigid
curriculum, emphasis of acadeinic performance (imcan scorc), and cffects of HIV/AIDS among

tcachers.
UNIVERSITY NF NAIROBI

EAST AFRRICANA COLLECTION
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CHAPTER ONE
INTRODUCTION

Background to the Study

It is apparent that every socicty had a way of cducating its young members to help them attain
relevant knowledge, skills and attitudes to cnable them take up adult roles. That was made
possible through the process of cducation. Anderson (1976) defined education as cncompassing
the art of transmitting valucs and knowledge from onc generation to the next in a given socicty.
If an element happened to lack in the process of training then the individual would not function
as expecled to meet the societal needs. This view is supported by Malusu (1997). He dcfines
education as a process of acquiring and developing accumulated and new knowledge, wisdom,
values, attitudes and skills as a result of growth, maturation and learning which could be best

utilized by the individual in a changing socicty.

However, inclusive education implementation remains a sensitive debate among educators and
stakeholders alike. Studics by Melcher (1976), and Willis and Thomas (1978) as cited in
Schulman (1980) showed that in some ancicnt (and even current) cultures, people afflicted with
certain exceptionalilies were thought to be accursed by gods. Others looked at them as insane,
dregs of society, bad omens or as being incapable of cngaging in gainful cmployment. These
perceptions have slowly been changing over time. The changing perceptions have led to the
emergency of inclusive cducation philosophy as a way of educating people with exceplionalities.
According to Kenya Institule of Special Education (2000) inclusive cducation referred to a
philosophy of ensuring that schools, centres of leaming and cducational systems were open to all

children. Children should not be excluded from the sociely’s activitics due to disabilitics, racial,
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economic, physical or otherwise backgrounds. In support of this view Ndurumo (1992) noted .
that people with disabilitics were capable of beneliting from educalion and vocational norms if

they were given appropriate suppori.

A study by Karugu (1999) indicated that services 1o pcople with special needs started in Kenya in
1945. The services were not aggressive cnough 1o include all those who needed them. He further
stated that 11,572 pcople with special needs were receiving services in 1998.About 80,000 had
been identified through 52 districts based assessment and resource centres with 345 sub-centres,
then, country wide. The author cited a study that was commissioned by the Ministry of Education

in 1986 that estimated the number requiring special education Lo be 2.3 million.

Table 1: Enrolment in Special Education (Primary levels) by sex 1986-1999

Year Number of Boys (B) Girls (G) Total (B+G)
Schools/Units
1986 287 2783 2319 5102
1987 350 3631 2594 6225
1990 423 4390 3135 7525
1998 741 7397 5536 12933
1999 823 8420 6194 14614
Source: MOLST Statistics (Spcciaf_l','dm'mimr Scction 2001)

(Figures cxclude those in integration)
In a study by Ayodo (2004), the estimated number of pcople with disabilities was 10% of the
lotal Kenyan population which translate to 3 million. Children of school going age took up 25%
which translated 1o 750,000 children. Qut of these, 14,614 were enrolled in educational

prograinmes for special necds and a similar number werc integrated in regular schools by 1999,



From the two studics above, one could deduce a dire need for providing scrvices 1o pecople with
disabilities by implementing inclusive cducation. Initially. spccial cducation was caring for the
following impairments: mental. physical. hearing and visual (Omolo, 2002). The shoricoming in
special education services 1o people with disabilities necessitated the emergence of inclusive
philosophy. The philosophy was espoused because it extended services to children who were
traumatized, streel children. the homeless or orphaned. children leading families, child labourers,
children of refugees and those infected by HIV/AIDS. Lack of cnough tcachers trained in special
needs education was stressed in the two cited studics as inhibiting the success of inclusive
education implementation. A clearly defined policy had to guide operations within an enabling
environment. Finally, the content delivered and the methodology had to be relevant to the desired

expeclations of the learncrs, alluded Karugu and Ayodo in their studics.

Statement of the Problem

The goal of inclusive education is to provide the most appropriale cducation for all children in
the most enabling environment. The net elfect of inclusion. il successful is to get all children
together. However, the place 1o begin was to gel all of the professional, parental, and political
interests together at a level and in a way that inclusion of children had to be planned and
implemented 1o the best education interest of cach onc of them Turnbull (1977). The right to an
education in the Free Primary Educalion sctting in Kenya recognized that there were practices in
the traditional cducation systems that were in the disinierest of some children. Studics that had
examined thc cducational gains of children in special classes had found that, handicapped
students did better academically in regular classes (Dun 1968). The process by which children
were identified, labelled, and placed in special classes has been criticized for the negative effects

the process had on children (Mercer 1993).



According to Hallahan (1997), Education for All Handicapped Children Act cnacted into law in
November 29,1975 in U.S.A has been a treasure for Kenya's Education system to borrow from.
It provides procedural safeguards to assurc appropriate identification, cvaluation, and placement.
A wrilten individual education plan is required for each handicapped child which increases the
accountability of cducators. The challenging issuc is how to constructively understand and
implement inclusion in the best educational interest of all children. ‘The problems being faced in
inclusion arc systcmn problems. School policies, structures, and altitudes have to be changed in
“an inclusive system™ Turnbull (1977). As a system problem, inclusion afTects all participants in
the educational system, from the child to the Ministry of Iiducation Science and Technology and

beyond.

Leadership in planning and implementing inclusion is extremely important. Since the focus is the
regular school, the hcadicacher is the educational lcader who has to provide the necessary
guidance and dircction. Teachers have to be prepared attitudinally and provided with the relevant
knowledge and skills 1o inaintain handicapped children Cruickshank (1974). According to Busia
Educational Assessment Resource Centre ( EARC-2005), over 3000 children had been assessed
since its inception in 1984, That number encompassed ali categories of handicaps. Ironically, the
cenlre noted that the district has only two special schools which cater for about 300 pupils. The
nine integratcd units cater for about 500 children. That is only 27% of the total number of
children in the district who arc receiving special education services. The heavy task of rendering
services to these children with special needs is bestowed on a ncgligible number of 45 specially
trained teachers in thesc learning centres. It was with the described situation in mind that the

researcher undertook to investipate the factors that influence the implementation of inclusive

education in the regular primary schools in Busia District.
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Purpose of the Study

The purpose of the sludy was to investigate Lhe factors that influenced the implementation of

inclusive education in the regular primary schools in Busia District.

Objectives of the Study

The objectives of the study were to:

1.

Investigate il thc availability ol tcaching/lcarning resources such as texibooks for
teachers/pupils and writing malcrials in[lucnce implementation of inclusive education.
Find out if time allocated for the content delivery in inclusive education is adequate in the
implementation of inclusive cducation.

Establish il the methods of instruction in lcarning cxpericnees influcnce implementation

of inclusive education. gﬁ's'}' E? RS; :;T.Y “\o (,F'u N;?E IrBr?an:

Find out if the nature of the curriculum content influence implementation of inclusive
education.

Establish if availability of support services such as resource rooms, itinerant teachers
influence implementation of inclusive education.

Investigate if the quality of tcachers contribute to the implementation of inclusive

education.

Research Questions

In order to achieve the above objcclives, the following rescarch questions were asked:

1.

To what cxtent did the availability of teaching/ lcarming resources contribute o the

implementation of inclusive education?



2. To what cxlent did the physical facilitics such as school buildings, desks and playground
contributc Lo the implementation of inclusive education?

3. To what extent did instructional mecthods used in inclusive education contribute to its
implementation?

4. To what cxtent did the time allocated for content dclivery contributc to the
implementation of inclusive education?

5. To what extent did content contribute to the implementation of inclusive education?

6. To what extent did the qualification of teacher contribute to the implementation of
inclusive cducation?

7. To what cxtent did the availability ol support services contribute 1o the implementation of

inclusive cducation?

The Significance of the Study

The study was to help crecalc a barrier free environment for people and children with special
needs as well as other stakcholders. The results from this study were to assist the Kenya Institute
of Education (K.L.E) which is responsible for developing curricula in Kenya, develop a relevant
curricutum that would benefit the participants in inclusive education not only in primary schools
in Busia District but also in other similar schools in the country. The study is to assist teachers in
the usage of appropriate teaching mcthods, and in the development of appropriate learning
resources. The resulls would form a basis for developing a guideline in training primary school
teachcrs. The results would further assist in the sclection and organization of the curriculum for
inclusive education 10 be realized through pre-scervice Gaining by in institutions like Primary
Teacher Training Colleges. The trained and qualified teachers from these institutions, when

posted to schools where inclusive cducation is practiced would stimulatc the learning process due
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10 their accumulatcd knowledge and skills. hence the children’s lcarning interest would be

reinforced,

Limitations

In this study, the rescarcher used a survey research. Mugenda (1999) delines a survey as an
attempt 1o coliect data from members of a population in order to determine the current status of
that population with respect to one or more variables. The limitations of this method inctuded:
dependence on the cooperation of respondents. To guard against gelting inaccurate information
the researcher endeavoured to construct an instrument to clicit quantifiablce information from the
respondents. Sccondly, information unknown to the respondents could not be tapped in a survey.
Thirdly, requesting information which was considered secret and personal encouraged incorrect

answers.

Delimitations

The study was confined lo regular primary schools practicing inclusive education in Busia
District. Therefore, the findings of this study should be generaliscd with caution while
considering other schools praclicing the same in the country. This is because, in the study the
researcher was specifically looking at the following variables: lack of qualified staff, the nature
of the curriculum content, the time in which that content was covered, the approaches of learning
experiences, inadcquatc cxpensive equipment  and physical facilitics, availability of
teaching/learning resources e.g lextbooks, and availability of support scrvices and how they
contributed 1o the implementation of inclusive cducation philosophy in the regular primary

school.



Definition of Significant Terms used in the Study.

Challenged: rcfers 1o persons with disabilitics who were unable to perform activities in the
manncr considered normal for human beings.

Differentiated Curriculum: refers 1o an approach that was used to identify the subject in the
curriculum that a lcarner had to cover and plan for cach learner according to his/her needs and
ability.

Disability: referred to any resiriction 1o perform an activily in the normal manner which was
normal.

Handicapped: refers o0 a disadvantage bul smaller than a disability resulting from an impairment
or disability that limited the fulfilment of a rolc. which was considered normal.

Inclusive Education: refers to the philosophy of cnsuring that schools, centres of learning and
education were open to all children.

Iltinerani/Peripatetic Teachers: rcfers lo a tcacher who was trained in special education and
moved from school to school where children with special needs were included to advise the
regular teacher and gave technical support where nced arose.

Resource Room: refers 1o a room in a regular school which was cquipped for enriching learning
for learner with special cducation needs.

Screening: refers to a form of assessment where a gencral ool was usced 1o identify children who
were exceptional.

Special Needs Education: refers 1o education which provided appropriatc modification in
curricula, teaching methods, educational resources, medium of communication or the learning

environment.



Special Unit: refers to a classroom that was located in a rcgular school, but was set aside for

educating learners with specific teachers who were responsible for most of the leamers’

activitics.

Organization of the Rest of the Study

In the study, chapter two deals with the review of the literature on factors that influence
implementation of inclusive education in an cducation sctting. It covers the background
information about the concepts. It also focuses on variables such as teachers’ qualifications,
educational resources, modified curriculum. organization of lcamning cxperiences, tcaching
methods, support services and theoretical framewark. Chapter three deals with the rescarch
methodology and gives a more detailed account of the procedures and methodologics of the
study. Chapter four contains dala analysis and discussions while chapler five deals with

summaries, conclusion and recommendations of the study.



CHAPTER TWO
LITERATURE REVIEW

Background Information

Inclusion rcfers to a goal that all participants in any society should aim at achieving to ensure
that all persons regardless of their racial, cconomic, physical or any difference were not excluded
from any of the socicly's activitics KISI: (2000). From the definition we are directed to the net
elfect of inclusion. IT it has to he successlul, then, it will be to get students together in a learning
cnvironment. The place to begin is to get all the professional, parental. and political intercsts
together at a levcl and in a way that inclusion of pupils can be planned and implemented to the

best education intercst of each one of them Turnbull (1977).

Cruickshank, et al., (1977) noted that effective inclusion succeeds or [ails in a school building.
While there are many factors that impinge on the school - including state law, educational
policies, allocation of resources, and public altitudes- all of these are brought together and tested
in the learning expericnces of children in the school. However, the curriculum, attitudes of staff,
social structure, physical arrangement, allocation of resources within the classroom, and skills of

leachers are elements of the school’s educational ccology. Pappanikuo (1977).

In the study, the rescarcher is investigating the factors that contribute to the implementation of
inclusive education in the regular primary schools in Busia District. They include: teachers’
qualilication, teaching/leaming resources, physical facilitics, modificd curriculum, methods of
instruction in conlent delivery, time allocation in teaching subject content and availability of

support services.
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Teachers’ Qualification

Shiundu and Omulando (1992) noted that the calibre of the teaching personnel is the level and
quality of the instructions for teacher education. The International labour Organization (ILO) in
conjunction with UNESCO have recommended that all teachers be trained in post sccondary
inslitutions at a levcl equivalent to that of higher education. Further, the two bodies stressed that

the staff in teacher-training institution should be trained in institutions of higher education.

The decision on the quality of tcacher education is also dependent on the time factor. This in turn
is based on the accepted entrance ge (In Kenya, it is 7 years) to school and the duration of cach
stage of schooling (8 ycars primary and 4 years sccondary) hefore one is ready to enter teacher
training. The maturity of a teacher at graduation is determined by the sumn of the years preceding
professional training. Related to malturity lactor is the quality of the tcacher revealed in the actual
contact hours with training facilitics (2 years). Teachers with a P certificate who also qualify for
diploma and/or degree courses can train in special education at diploma level for 2 years and
degree level for 4 years at Kenya Institute of Special LEducation, and at Maseno and Kenyatta

Universities respectively.

The course helps teachers to develop:
* Skills and abilities: Stimulating and fostcring children’s intcrests; organizing children’s
learning experience; evaluating their work and that of the children; contributing towards
course planning; communicating cffectively with children, collcagucs, parcents and the

public at large; handling and managing cducational hardware — including recent

technology.



* Knowledge and understanding: theory relevant to the needs of the beginning tcacher; the
cducation system, its recent development and future trends; gencral characteristics of the
curriculum, its constraints and opportunities; the aims and educational potential of their
subject and its rclationship with the broader curriculum; methods of planning and
teaching Iearning sequences which involve children in the process of lcarning; methods of
evaluating and assessing children’s work; broad educational problems and issues.

® Personal qualities: concern for childien and for socicly; prolcssional commitment;
openness and sensilivity to change; a disposition lowards cooperation with collcagucs in a
common drive for the enhancement of children’s cducation; the ability to respond
sensilively and constructively to children and collcagues.

According to the Ministry of Liducation (2004) (cachers (rain in spccial needs education so as to:
providc skills and attitudes aimed at habilitation and adjustment (o environment; identily, assess
and providc carly intervention for correction and rehabilitation; promote awareness of the needs
of the disabilities; promote the provision and use of specialized lacilities and cquipment; promote
measures 1o prevent impairment in order to limit the incidences of disabilities. In practice,
whatever the teacher’s qualification. quality and atitudes there are some constraints to teachers’
participation in curriculum decision making. As Gatwa (1990) noted that teachers tend to restrict
their domain of operations to the classroom. Programmes that involve leachers in activitics
outside the classroom arc frowned upon. They build defences around it and block communication

with outside. Attemipts to penetrate the classroom, even with the noble intention of cvaluating the

performance of curriculum materials are regarded as interference.
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Tcacher’s attitudinal resistance in developing countrics is the dimension that they arc
overburdened. They have a full working day. contending with anything up to a hundred pupils
per class. This involves a lot of preparation, long hours of marking and hectic leaching — lcaming
process. By the end of the day. they are so exhausted that they have no time 1o reflect on their
practise let alonc engage in major curriculum issucs. Rightly or wrongly, plans to involve them
in curriculum development are scen, not only as unwarranted extra loads of work, but as devices

by curriculum developers to relcase pressure on themselves and make teachers work for them.

Headteachers arc concerned solely with the smooth low ol their time-tables. No provision is
made for teachers to engage in curriculum design activitics during school hours. Enthusiastic
teachers have to create time for such aclivitics outside school hours Majasan (1995). He further
added that logistic problems such as distance between schools, cost of producing curriculum
materials in sufficient amounts for all tcachers to have access to them and the problems of
coordinating information flow {rom the centre (ministry) to the periphery (school) and managing
fecdback. Finally, the stalus of tcaching itself is left wanting. The extent to which teaching can
be regarded as a prolession comparablc to medicine and law is not clear. Teachers have a code of
ethics which govern their conduct as in other professions. Beyond that, the tcaching profession
falls short of other profcssions. I'cachers arc workers cmployed on terms over which they have
no control. They have no say over who becomes a teacher. Their associations are toothless on
entry requirements and terms ol employment. ‘They have no decisions over what they teach. They
arc¢ presented with ready made programmes (o follow in schools. They (it in the time-tables made
for them and dictated from above. This situation does not promote lcacher initiative in

curriculum issucs. Whilc other professionals (Lawycers) are responsible Lo their clients, tcachers

13



arc responsible to their employers. This curtails teacher autonomy and initiative. Teachers arc
P Y y

told what to tcach and how to teach it.

Success in a profession is closely related to further education rescarch. It is in the intercst of a
practitioner to be innovative and to engage in rescarch work which contribules to the fund of
knowledge of the profession. Such a link belween rescarch and success docs not exist in
teaching. Promotion in tcaching is based on the criterion of long and faith(ul service. No
incentives arc ofTered for crealivily. Hencee, there is little to be gained for taking an active interest

in curriculum matters. UNIVERSITY OF NAIROBI
EASTAFRICANA COLLECTIOM

Teaching is the only profession in many countrics where para-profcssionals and non-
professionals arc given complele responsibility over clients - school graduates with form four
(0" level) qualifications arc given full charge of classes on the same terms as qualificd graduates
Majasan (1995). A part from lowcering the professional status of tcaching that phenomenon

reduces the ability of tcachers as a group to participate in curriculum devclopment.

As an ideological-political dimension, curriculum is scen as a vehicle for inculcating particular
ideological-political oricntation. llence, it alltracts the aclive interest of politicians and
governments. It is considered 100 sensitive o be lefi 10 teachers. As a result, claborate guidelines

are produced for teachers which leave ne room for signilicant individual tcacher enlerprise.

Educational Resources

These are both human and malerial resources that are necessary for the learner to iearn

effectively KISE (2002). According to Oluoch (2002) schools embarking on the new curriculum

14



expect to find acceptable classrooms, desks. blackboards. playing [liclds, textbooks for tcachers
and pupils in the schools which are ready lor curriculum improvement. Schools catering for
children with special needs in cducation should for example have magnilving glasses and other
optical devices to reinforce the reduced vision; hearing aids for lcarners who are hard of hearing;
walkers and crutches made of local materials to help learners with mobility difficultics. The
success or failurc of curriculum implecmentation may well depend on the availability of these

facilitics and equipment.

Modified or Differentiated Curriculum.

Curriculum refers to the subject matter that is planned to be taught by the teachers and lcarnt by
the learners at cach level or education (ibid). It provides guidelines on the content, sequence of
activities, teaching methods, cducational resources, time schedules and evaluation procedures.
The curriculum framcwork aims at rcaching the average lcamcr. ‘This is why inclusive education
calls for the recognition that all pupils may not do the same work in the smnc way at the same
speed. This requirs flexibility in terms of the content and tcaching approaches to mcet cach
lcarners needs, Ndurumo (1993). According to KISE (2000) a differentiated curriculum is an
attempt to modify the rcgular curriculum to mect the individual nceds of the lcarner. It involves:
Manipulating the cnvironmental tactors; Adapting the teaching approach and time schedulcs;
Modifying thc content presentation; Adapting thc cxaminalion qucstion and assessmcent
procedurcs; Providing appropriate fcarning materials to meet the learners needs; including other
relavant vital subjccts for lifc long cducation requircd by some learners with special needs in
education such as: Independent Living Skills, Sign Language. Braille, Orientation and Mobility
among others. These had to be examinable alternatives 1o other subjects, which may not be
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compulsory. The FEducation policy should however clearly allow the modification by

empowering the schools to make decisions concerning lcarners.

Organization of Learning Experiences

Once learning experiences and opportunitics have been sclecled. they have to be organized so
that the desired lcarning can iakc place. The curriculum is usually organized according to
subjects. There have cvolved ncw approaches in an attempl to the traditional subject, centred
curriculum so as to reduce shortcomings and respond to new understanding regarding the nature

of the child and new Icarning theorics Shiundu and Omulando (1992).

Subjects taught in schools form the medium through which the objectives may be achicved. The
various subjccls are curriculum arcas which must be organized inte a school programme. This
involves consideration for a sequence of preseniation, time allocation and approaches to
instructions. The learning cxpericnce within a subject (mathcmatics) can be organized at three
levels.

1. The lesson- This is most widely used structure in which a single day is treated as a
discrete unit and the lesson plans for that day arc morc or less scparatc from other
lessons, which are planncd for other days.

2. The topic- several lessons are divided and may last for scveral days or weeks

3. The unit — includes experiences covering scveral topics related to a single theme or other
related themes. Units may also be organized around problems or contemporary concerns.
It may take a teacher and his students scveral wecks 1o cover one unit,

Another consideration in organizing lcarning cxperience is the individual learner’s nceds. This

can be done by organizing the classroom to address the lcarners™ difliculty. For example moving
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the lcarner to sit ncar the teacher or away from too much light, modifying the teaching style to

involve more group activities where cach Iecarner participated. Encouraging learners to help each

other rather than compeling with cach other.

Teaching Methods

For the teacher to cffectively assist the learner with SNE, she/he must use a variety of teaching

approaches. These should be appropriale to the learners® ability and lcarning process Omolo

(2002). These approaches include:

Peer Tutoring — It involves using other children to assist thosc experiencing difficulties in
a learning activity.

Group work- The task is planncd in such a way that cach member does a bit of the task so
that all can to contributc to the finished product.

Individual Education Programmes — Are organized systems of assessing, teaching and
doing remedial services to children with special needs.

Co-teaching — Involves two tcachers who work as partners in the same class, time and
lesson. They plan their programme together, fill in on cach other’s knowledge and share
responsibility for the bencfit of all Icarners in the class.

Child to child approach- Is giving opportunity lo children who know somcthing different
aboul a task to sharc their experience with others who have acquired a different skill or

knowlcdge.

Team teaching — A group of tcachers plan a programme for a group of learners in a class,

They then divide among themsclves responsibilitics ol implementation.
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e Task analysis -1s a system of breaking a task into its components and then a learner
completes the first part before he proceeds to the another until the parts are managed at
last.

o Thematic approach — Tcaching the main skill within other skills. The teacher can teach
the concept of ordering of numbers through music.

» Ability grouping — Is dividing children into homogenous groups based upon student’s
performance in mecting sct crileria necessary for participation in a particular group.

® Acceleration- Emphasizes advanced conltent of subject matter. Priority is given to the

mastery of the subject matlcr.

In the classroom situation the teacher should : Adjust sitting arrangement according to individual
needs; cater for individual differcnces; usc additional or special Icarners resources; adapt the

curriculum or lesson to mecet the nceds of individual diffcrences; adapt the classroom
environment; modify methods of approach; adjust communication mode; emphasize on more
motivation; allow more time to completc assignments; provide curative measures like, visual
trainings, auditory crowning, orthopacdic and physiotherapy exercise, speech therapy and

behaviour modification.

Support Services

Teachers in a school nced a lot of support from school inspectors, educational administrators and
other educational authoritics during the stage of curriculum implementation. It is this stage that

the main thrust for the curriculum development passes from the project staft to the field ofticers
who are concemed with maintenance of standards in schools. This cadre of curriculum workers

should be strengthened in number and made more effective by providing them with better
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facilities in order to enable them give efficient suppont to the school as ncw curricula are

implemented Oluoch (2002}

Learners with SNE require basic support services il their learming will be effective in an

inclusive setting KISE (2002): The following are some of the support services that should be

made availablc 1o the lcarners with SNE in the regular class;

Resource room — Is a room in a regular school which is equipped for enriching leaming
for lcarners with special education neceds. It is managed by a resource teacher who is
trained in special needs cducation.

Peripatetic or Itinerant teacher — moves between schools and homes teaching, training,
counselling and providing malcrials to parcnts, tcachers and children themselves.
Guidance and counselling — Is given 1o parents and their children who have special needs
in education. This is given by EARC, doctors and cducalors.

Medical practitioners — provide medical care lo children with special needs. They can

also advise on intervention, prevention and placement of those children in schools.

Note: Medical practitioners work with other partics when making decisions about children with

special needs.

Charitable organization and interested groups — provide moral and financial help to

people with disabilitics. Among them arc churches. Red-cross and Rolary clubs.

e The governiment of Kenya has organized National Feeding Programmes to pcople in

hardship arcas.

Diploma in Special Education and in-scrvice courses arc being offered at Kenya [nstitute
of Special Education to help teachers implement inclusive cducation. Degree courses in

Special Education arc being offered at Kenyaltta and Maseno Universities.
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CHAPTER THREE
RESEARCH METHODOLOGY

Introduction

This chapter deals with research methodology. It consists of rescarch designs, study area, target
population, sample and sampling technique, rescarch instruments that were used, validity of the

Instruments, reliability, data collection proccdures and the data analysis lechniques.

Research Methodology

In this study, survey rescarch design was cmployed. Kothari (1990) defines survey research as
concerned with describing, recording, analyzing and interpreting conditions that cither exists or

existed. In this casc lhe rescarcher sought to obtain information that described the existing
phenomena ¢.g the factors that contributed o appropriate implementation of inclusive education
in the regular primary schools. ilc did that by asking respondents about their education, attitudes .
or values. Survey rcscarch was therefore rclevant to the study because it exemplified as a
descriptive rescarch. The survey rescarch helped the rescarcher in exploring the cxisting status of
variables at a given point of time, such as qualification of Icachers, teaching methods used,
availability and adcquacy of teaching, and lcaming resources. In addition, it (survey) enabled the
researcher 1o collect data for the purposc of describing a population which was too large to be
obscrved dircctly. This cnabled the rescarcher to make conclusions about the factors that were

influencing the implementation of inclusive cducation in regular primary schools in Busia

district,
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Target Population.

According o Borg and Gall (1997). 1argct population is all numbers of real hypothetical set of
people, events or objects to which the researcher wishes to generalize the results of the research.
In Busia district arc 9 regular primary schools practicing inclusive education, 7 had units of
mentally challenged, 1 had hearing impaired pupils and | had physically impaired pupils. The
headtcachers and the tcachers in the rcgular primary schools plus those tcachers in integrated

special units formed the rescarcher's target population.

Sample and Sampling

All ninc schools practising inclusive cducation comprised the sample for the study. Nine
headtcachers and 96 tcachers all cmployces of the Teachers Service Commission formed the
targct population of the study. The schools were chosen using purposive sampling to enable the

researcher cstablish the characteristics underlying the principle ol inclusive implementation.

Research Instruments.

The main instruments of the study included: an interview schedule for headteachers and the
teachers® questionnaire. ‘'The Headteachers were cxpecied to orally respond to the interview
schedule. The items sought to find oul the headteachers® attitudes, feelings, knowledge and skills
about implementing inclusive education in the regular primary schools. The interview schedule
was to further draw the atlention of the hcadtcachers on the lollowing variables: teachers®

qualification, teaching/lcaming rcsources, physical [acilitics, conieni, mcthods of instruction,

time allocation 1o content delivery, support scrvices such as itinerant teachers and how the
factors contributed to the implementation of inclusion. The interview scheduled also sought Lo
find out the hcadicachers’ view aboul the government’s general coniribution to the

22



impicmentation of inclusive cducation. The teachers’ questionnaire was adapted from Seamus
Hegarly (1982) on ‘Inicgration in Action”. The questionnairc was chosen because the target
respondents were litcratc and would use it comfortably. It also allowed greater comparability in
the process Borg ct, al., (1977). Scction 1 was designed 1o elicit information about the
respondent’s scx, professional training and (caching cxperience. A tick in one of the boxes
against different allernative answers or filling in the spacc(s) provided was to indicate one’s
response. In section 2, the respondents were to usc a code 1o delermince a grade they perccived to
be the contribution of variables to the implementation of inclusive education. The grades varicd
from very high (V), Iligh (I1), Modcratc (M), Low (L) to Not at all (N). Respondenis answercd
open-ended questions that were o give them complete freedom of response. In section 3,
respondents were expected to complete the questionnaires by listing the factors they thought
contributed to the implementation of inclusive cducation in the regular primary schools in order

of merit. Laslly they outlined their suggcstions.

Validity of the Instruments

Mugenda (1999) stated (hat validity is the degree to which results obtained {rom the analysis of
the data actually represent the phcnomenon understudy. Since the questionnaire was adopied
from Seamus Hegarty et al.,(1982) which was designed in an environment forcign to Kenya, it
was necessary lo lcst its validity belore using it in main study. A pilot study was conducted to
¢heck if the questions were well undcerstood. Bell(1993) states that the purposc of a pilot exercise
is to get the bugs out of the instruments so that participants in the main study do not experience
any difficulties in completing it and so that onc can carryout a preliminary analysis 1o sce
whether the wording and format of questions would present any difTicultics when the main data

are analysed. A pilot study was carried out in one school (sclected randomly) with all teachers
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filling in the questionnaires. The school used in the pilot study was omitted in the final study.
The researcher personally administered the questionnaires within a day in the school with a view
of identifying arcas that nccded changes in the wording of some ilems. Afler piloting there was

no need to refine the tools except the rescarcher offered a bricf explanation before respondents

filled the questionnaires.

Reliability of the Research Instruments

The researcher fclt that rcliability of the instrument was to be lested to find out whether it was
capable of bringing out the required information. The pilot study resulls in validity of the
instrument helped the rescarcher guard against error that would occur as result of the instruments
design. The researcher used the split-half (cchniquc of asscssing reliability. In this approach, the
instrument was designed to have two parts. Respondents’ scores from onc part were correlated
with scores from sccond part. The steps in that part involved: sample items from the domain of
indicators that measured the variables, administcred the total test to an appropriate group, at
random, divided thc scored item into two groups, computed cach respondent’s total score from

the two groups of ilems and, corrclated the scores from the two groups of items for all the
respondents.
Data with a high split-half reliability was to have a high corrclated coefficient. The cocfficient

that represented the reliability was to be donc by using the spcarman-brown prophecy formula

which produced a cocfficient of 0.82. A coclficient of 0.80 or more imiplicd that there was a

high degree of reliability of the data.
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Data Collection Procedures

The researcher sought permission to conduct this study from the Ministry of Education
Headquarters, the District Education Office and the District Commissioner’s officer. From there
.the researcher visited the schools to fix dates for the administration of research instruments.
Visiting the chosen schools did ensuc to fix dates for the administration of the research
Instruments. The investigalor pcrsonally went to the schools 1o administer the research

Instruments and to collect the responscs. The whole exercise took three weeks.

Data Analysis Technique

Analysis started by checking gathered raw data for accuracy, usefulness and completeness. The
data was then tabulated. This refers to recording of the classificd data in qualified terms (Lokesh,

1984). This was done in order to transfer classified data from data gathering tools to the tabular

form in which they were to be systematically examined.

Data analysis was done using descriplive stalistics such as, frequencies and percentages. For
example, the gender of the teaching staff was 21 males and 31 females representing 40.4% and
59.6% respectively out of a total of 52 respondents. The total sum of the results to various items
provided hints to the rescarch questions that the study sought answers. The analysed data

therefore formed the basis for the rescarch findings, conclusions and recommendations for the

study.
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CHAPTER FOUR
DATA ANALYSIS AND PRESENTATION

Introduction
This chapter presents the analysis ol rescarch lindings. The first part deals with demographic

information while the sccond part deals with rescarch questions. Data arc prescented in both

descriptive and tabular form.

Demoaraphic : UNIVERSITY OF NAIROBI
graphic Information EAST AFRICANA COLLECTION

The data presented in this section focuses on: 1) gender, 2) professional training, 3) type of
training in special cducation, 4) the level at which the teachers teach, 5) frequency of in-service

courses for the teachers, and 6) teaching cxperience. This inforination was discussed in the above

stipulated order and is presented below.

Gender

The total number of teachers in the ninc schools practicing inclusive cducation was 105. One
school (which was randomly sclected) was left out in the final study becausc it was used in the
pilot exercise. The eight head teachers responded positively lo the interview schedules. However,
due 1o unknown reasons, 22 tcachers did not return the questionnaires. The rcturn rate of the
questionnaires by thc teachers was 74.4%. Of the 52 teachers who filled the questionnairces, 31

(59.6%) were female and 21 (40.4%) were male. The statistical representation shows that there
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were more femalc tecachers (31) than the male teachers (21) who participated in the study. A
number of reasons may have contributed 1o this situation. They include:
e Resiriction on the entry points to some ficlds e.g. law and medicine, has led to a
disproportionale rcpresentation ol women in other prolessions e.g. teaching and nursing.
e Freczing ol teacher’s employment [rom 1998 by thc government.
e The government’s emphasis on girl child promotion in education, employment and other

sectors opportunities to enhance gender equality.
From the rescarch findings, it was discovered thal. comparatively more male than female
leachers had either resigned. retired or had died due to HIV/AIDS scourge. However, much as

the government may have tricd to replace tcachers who retired or lefl due 1o natural attrition,

replacement had ncver at any one given time cqualled those who Icfl.

Professional Training.

During training, teachers learn how 1o use appropriate tcaching and learning resources as well as
new trends in teaching approaches. According 1o Shiundu and Omulando(1992), professionally
trained teachers determine the cifectiveness of teaching al cvery slage and understand the
problems which the pupils face all thc time. Tablc 2 shows the teachcrs’ professional
qualifications. These range from Pl to University degree level. All the 52 respondents had been

trained initially as P’l tcachers.

Table 2: Teachers’ Professional Qualifications

Professional Qualification _____- Frequency Percent
Pl 37 71.2
P1 certificate with Diploma in special

11 21.2

education
Pl with ATS IV with 3 monaths in
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service in special education 1 1.9
P1 certificate with Diploma in carly
childhood education ! 1.9

P1 certificate with Bachelor of

Education Degrce Certificate l 1.9
P1 with 3 months in scrvice in special I 1.9
education

Total 52 ) 100.0

Types of Training in Spccial Education

Table three shows the distribution of teachers according to their training in Special Education in
the nine regular schools practicing Inclusive Education in Busia districl. The distribution covers
the following arcas: teachers untrained in Special Education, teachers trained in Special
Education in the following areas of specialization: - Inclusive Education, Hearing Impaired, and
Mentally Challenged; teachers undergoing training in Inclusive Education and teachers who are
trained at University level. In all the nine schools covered in the study, there was at least a
teacher trained, in-scrviced or undcrgoing training in special cducation. This implied that the
Kenya government has tried to achieve its objective of having at least one teacher (rained in
Special Education in every regular primary school to promote implementation of Inclusive
Education in all learning centres. The government scores highly in this regard due to ils
introduction of Distance Learning Diploma Programme in Inclusive Education for teachers who
hold P1 certificates. The programme is in its third ycar of training since its inauguration and it is
held at various centres all over the country where trainees meet there facilitators for 2 weeks for

a face 1o face interaction.

Table 3: Categorization of Teachers by Type of Training

Training in Special Education [Frequency Percent

Unirained in Special Education 41 78.8
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Diploma in Special Education : Arca of Specialization

Inclusive Education 7 13.5
Hearing Impaired 2 3.8
Mentally Challenged 1 1.9
Undergoing Inclusive Education 1 1.9
Bachelor of Education in Special Education 0 0.0

Total 52 100.0

Level at which Teachers Teach

From the figures in table three, only onc tecacher out of 52 (1.9%) tcaches in the nursery as well
as lower primary school level. Lack of government teachers in the nursery school level was
because the Teachers Service Commission (the employing body) did not cmploy teachers for that
level of education. However, the Kenya government has recognised the importance education as
basic human right for cvery citizen and has started cerlificate and diploma courses in Early
Childhood Education at various centres in the country. The lindings further reveal that there were
fewer teachers for the lower than the upper primary school level. All the teachers in special units

were either trained at diploma level or had a three months in-scrvice certificate or both.

29



Table 4: Level at which Teachers Teach.

Level "Frequency Percent
Nursery and Lower Primary 1 1.9
Lower Primary 6 11.5
Lower and Upper Primary 17 32.7
Upper Primary 17 32.7
Special Units 11 21.2

Total ' S 52 100.0

Aftendance of In-scrvice Courses

In-service courses add valuc to the teacher’s ability to handlc interactive situations with his or
her leamers in the classroom. By attending in-scrvice courses, tcachers improve on their
knowledge and sharpen their skills for teaching. In-scrvice courses update the teacher’s
instructional methods during curriculum delivery and they help onc understand better how to use
teaching and learning resources appropriately. The duration of ihe teacher’s attendance of in-

service courses in the rescarcher’s study arca was as labulated.

The in-service courses range from Special Education — (in arcas such as: Physically Impaired,
Mentally Challengcd, Hearing Impaired), Guidance and Counselling, First Aid, Primary Schools
Management, Teachers Proficicncy Certificate. 1t was evident that more than three quarters of
the teachers (82.7%) had never atiended an in-scrvicc coursc. Four tcachers (7.7%) had been in
in-service courses for three months in various arcas of special cducation. One teacher (1.9%0)
attended a Primary Schools Management (PRISM) in-service coursc for 6 months while one

teacher had attended a two weeks in-service course for Teachers Proficiency Certilicate.
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The data in the table indicate that in-service training for teachers was not accorded the inevitable
preference it so deserves. It therefore. implied that the teachers were not kept abreast with current
demands when it came to content delivery and handling of teaching and leaming resources
during the very dynamic learning process. In addition, the lukewarm approach of never getting a
chance to undergo any in-service training rendered the leachers incfficient and impacted
negatively to their adopted instructional methods. From the data, onc could infer that many
teachers did not go for in-scrvice lraining, particularly in special cducation, frequently duc to
lack of funds. This kind of practice was supported by Ndurumo (1992) when he slated that giving
professional training to teachers in special nceds education is very expensive. This helped to
explain why very few tcachers lrained in special nceds cducation were found in the regular
primary schools in Busia District. The implication was that many teachers in those schools were
ill-equipped and less informed about how the implementation of inclusive education was done.

Table 5: Teachers’ Attendance of In-service Coursces between 1995 - 2005

Duration Frequency Percent
6 months ! 1.9
3 months 4 7.7
2 weeks 3 5.8
1 week ] 1.9
None at all 43 82.7
Total 52 ' 100

Teaching Experience

Apart from both academic and profi essional training that a qualified teacher underwent, teaching

experience added value to the tcachers adopted teaching methods during content delivery. The

more years one had been in class teaching, the more experienced and may be the better skilled a
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teacher one became. It was common knowledge that the teacher’s expericnce could be banked on
as an alternalive to help iron oul a myriad of challenges that would crop up in a classroom
situation. The rescarcher discovered that most teachers had adequate experience to handle
learners without special needs in cducation. Many teachers. who were trained in special needs
education in areas of physically impaircd, mentally challenged and learning difficuitics were all
posted to the two special schools — Butula and Nangina. in the districl. Apart from, onc unit for
children with hearing impairment, which bad three teachers trained in special educalion were in
special units or in the regular sections. Many of those tcachers in the rcgular scclion were
undergoing a diploma course in inclusive education. I'rom the table it could be deduced that out
of 52 teachers in the nine schools. 36 (69.2%) had laught for a period ol 6 ycars and above. A
minor 16 teachers representing (30.8%) had taught for a period of 1 to 5 years. This disparity in

teaching cxperience among (cachers was as a result of the negative impact of the government’s

policy of freczing lcachers® cmployment since 1998 bul it only replaces those who have left the

teaching profession due to retirement or out of natural attrition. The implication was that there

was great lack of experience and qualified teachers in special nceds education to successfully and

appropriately handle implementation of inclusive education in the district.
UNIVERSITY OF NAIROBI

Table 6: Teaching Expericnce for Teachers. EAST AFRICANA COLLECTION
Teaching Experience Frequency Percent
Les than 1 year ) 5 9.6
1- 5 years 1 21.2
6- 10 years 13 25.0
11- 15 years 14 26.9
15 years and above 9 17.3

“Total T T s 100
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Research Questions

Research Question 1: To what extent did the availability of tcaching/learning resources

contribute to the implemcntation of Inclusive cducation?

Teaching and Icarning are complimentary and they share the same resources. These resources
included: syllabus, textbooks for teachers and icxtbooks for pupils, writing materials (pens,
chalk, manila paper). visual aids likc maps and charts, and audio-visual equipments. The

availability or absence of these items could influcnce the way in which learning took place in an

inclusive selting.

3 Learners with visual impairment requircd a white canc lo cnable them to move around,

Braille machinc. slate and styler, low vision aids and Braille books.

» Leamers with hearing impairment required: hearing aids, spcech training units and sign

language material.

» Learners with physical impairment required: facilitics for mobility which included wheel

chairs, callipers. cruiches, braises boots, designed scats, rcading f{rame, adapted pen

holder; physical facilities adapted for their use depending on the condition, e.g loilets,

classroom, [ield; spccial scals. suaps 10 hold limbs, and any other medically

recommended devices.
rcquired: assorted blocks, pecgboards, picture

» Lcamers with intetlectual impairmentl

books, charts, and thrcading boards.

33



Tabie 7: Extent to which Tcaching and Learning Resources Influenced Implementation of

Inclusive Education.

Teaching & Extent of Influcnce

Learning 1 2 3 4 5 Total
Resources No DPcrcent No Percent No  Percent No  Percent No  Percent No  Percent
Textbooks for o

Teachers &

Pupils 21 404 16 308 6 1.5 7 13.5 2 38 52 100
Writing

Materials 18 346 19 365 13 25 1 1.9 1 1.9 52 100
Visual Aids

(Maps and

Charts) 18 346 13 25 13 25 7 135 1 1.9 52 100
Audio Visual

Equipment 10 19.2 12 231 5 96 7 13.5 8 346 52 100

A syllabus is a very important document in the teaching practice. 1L determines what is to be
taught and when it should be taught to the lcarners. It also shows the levcl at which learners have
to be taught a particular subject matter. It incorporates the leaming resources lo be used, the
instructional methods to be applicd and the types of evaluation to be used. Thus, it is important
that the teacher interprets the syllabus appropriatcly 1o enablie him or her to teach the relevant
contents so as to effectively achicve the pre-determined tcaching objectives. In an inclusive
seiting, the syllabus is adopted and meodilied to suit the needs of learners with special needs in
education. For cxample, learners with hearing impairments nceded car-moulds and the tcacher to
use total communication i.c verbalize and sign at the same lime while tcaching. Total

communication helps the leamer to sec the signs and o lip-read the tcacher’s speech sounds.
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i)

Textbooks for tcachers and pupils: They arc important because they are used as sources of
information, which the teachers use 1o teach leamners. They have methods of instruction,
methods of evaluation. and tcaching aids such as picturcs, diagrams and maps. In the pupils’
textbooks learning became dilTicult because (he teachers were conlined to the receiving end.
Table 7 shows tcachers feclings as 1o how textbooks influenced implementation of inclusive
educalion. Twenly one (40.4%) teachers (elt that their influence was very high, 16(30.8%)
teachers thought it as high while 6 (11.5%) thought it as modcrate. The remaining nine
teachers chose the low and not at ali alternatives becausc they argucd that when well
informed illiteratc elders got invited 1o schools 1o talk about community issucs or idcas,
textbooks were not consulicd. However. teachers were still in agicement thal using

experienced people alone did not render Lextbooks irrclevant.

Writing matcrials include: picees of chalk, the chalk board, manila papers, ncws print, note
books for schemes of work and lessons plans, continuous asscssment records, registers, pens
and dusters. When [illing the questionnaires. out of 52 teachers, 18(34.6%) thought that their
influence was very high, 13(25%) chosc modcrate. Onc (1.9%) lcacher chose low and one
(1.9%) teacher chose not at all. I'rom the data, most of the teachers’ responses (96.2%)

supported the idea that wriling malcrials had great influence in the implementation of

Inclusive Leaming.

iii) Visual Aids includc: maps. slides, photographs, charts. When uscd they make the lesson real,

interesting, motivating as distant places on the map arc brought closer to the leamner. They
also help clarify concepts like circulation of blood in the body ol human being which could

not be observed with the naked eyes. They add value 1o the lcarner’s usage of their senses
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such as feclings. seeing and lasting in the learning proecss. From the data in table 7, one can
simply conclude that 44(84.6%) tcachers oul of 52 teachers supported the high contribution

of visual aids towards tcaching/lcarning process hence, a vilal tool, whose availability,
influenced impicmentation of inclusive learning.

iv) Audio-visual cquipment i.c. radio cassctics, overhcad projectors: They cause a tingle
sensation on both the auditory and visual senses. They promote altention in the learner’s
search for morc knowledge. In table 7, 22(42.3%) tcachers out of 52 felt that audio-visual
equipment had high contribution towards teaching/learning. The remaining 30(47.7%)
respondents fcit that the contribution of the resource was insignificant. This must have

stemmed from the fact that in all the schools covered in the study, audio-visual equipments

were not availablc.

However, malterial resources not withstanding, human resources the teachers played the greatest

role in working. The working function of the teachers was constrained with the introduction of
Free Primary Education in the year 2003. The rescarcher found that some classes were having as
many as 100 pupils. This situation coupled with the government’s move to freeze employment of

teachers in 1998 resulted o high teacher-pupil ratios. The high ratio of pupils per teacher made
teaching a nightmarc.

The introduction of Free Primary Education witnessed the government's efforts lo supply

adequate instructional materials to all primary schools in the country. That move favoured

learners without disabilities. What the government ncver addressed was learning, tools and
equipments nceded for use by learners with disabilities like hecaring, physical and visual

impairments. The government had not supplicd audiometers and lcarning aids for learners with
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hearing impairments; cancs, Braillers and Braille books (or children with visual impairments and
wheelchairs, callipers, crutches for children with physical impairments. These equipment are
very expensive and remain a drcam for many parents to purchase. If these equipment and tools
are available, they need traincd teachers who are technicians to operate and maintain them. In the
absence of the necessary lechnical know-how and maintcnance procedures, the resources’

availability would remain a futile veniure hence a threat to a successful implementation of
inclusive education.

Rescarch Quecstion 2: To what extent did the physical facilities such as buildings, desks and

playground contribute to the implementation of inclusive cducation?

Physical facilitics included buildings (classrooms. oflice blocks. toilets and sanitation facilities,

workshops and Jaboratories); furniturc (tables, chairs, desks) and playgrounds. The availability of

these resources influenced the implementation of inclusive education both dircctly and indirectly.

Table 8: Extent to which Physical Facilities Influenced Implementation of Inclusive

Education
__[;E;Si_Cal ixtent of Influence

Facilities 1 2 3 4 5 Total

No Percent No Percent  No  Percent No Percent No Percent No Percent

EChool , -

Buildings 16 307 13 25 11 212 9 173 2 3.8 52 100
Home science

Rooms 3 154 8 154 6 1S 6 11.5 24 462 52 100
Fumiture e.g

Desks, Tables,

Chairs 15 288 15 2838 13 25 8 154 1 1.9 52 100
Playground 15 288 13 25 17 327 6 115 1 1.9 52 100
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L School Buildings

The availability of school buildings implied that there was an cnclosed space for learning or for
performing a school activity in a determined cnvironment. This helped keep unnecessary
distraction to the learning process at bay. Children’s concentration was enhanced than when they
were learning under trees. In the school buildings, school property was kept more securely than
in schools which did not have enough school buildings. For example, school administrative
blocks, staffrooms and librarics were important places for keeping school property. From the
table it is clear that 40(76.9%) respondents maintained that the comtribution of school buildings

to the implemeniation of inclusive cducation was significant.

ii. Home-science Rooms.

The schools covercd in the study did not have any home-scicnce room. That is why 30(69.2%)

teachers out of 52 teachers. as indicated in the table, maintained that the resource was not

influencing the implementation of inclusive education.

iii. Furniture (Desks, Tables, Chairs)

Children who sat on furniture such as desks, chairs in a well built classroom were most likely to
perform better than those children who sat on logs, stones or on the ground under trees. The
teachers’ support for the important contribution of these resources towards the iinplcmentation of
inclusive learning was 51(98.1%) responses as shown in table 8. The resources assisted the
teachers in classroom organization, for cxample, determination of sitting patterns o allow [ree

movement in the classroom in the process of the pupils’ acquisition of reading and writing skills

during the learning process.



iv. Play ground.

Subjects like physical cducation exploit this resource. Many sporting and games activities are
held on the playground. These parts of the schools arc indispensable because even during break
limes learners were seen in the schools playground playing [recly. This was supported by [ifty
one (98.1%) teachers out of the 52 respondents shown in table 8. The teachers regard for the
resource was a poinler lowards the resources” significant influence in the implementation of

inclusive education.

Physicai facilitics like laboratorics and librarics were not available in the schools that
parlicipated in the study. In some schools there were buildings constructed as workshops but
lacked tools and cquipment. They had been converted into classrooms to alleviate the problem of
shortage of classrooms that had cropped up with the introduction of Free Primary Education.
This made many children cnrol in schools in large numbers and the move constrained the
existing facilities. Ifowever, office blocks and toilets {which were not cnough and not modified

for use by learners with physical impairment) were found in all the schools covered in the study.

Research Question 3: To what cxtent did the instructional mecthods used in inclusive

cducation contribute to its implementation?

In an inclusive setling there are some principles which the teacher has to adapt in the practice.

For example:

» Concrete Experience — cmphasizes that children learn and remember belter when they sce
and touch what is heing presented. It means making lcarning experiences a rcality by using
real objects hence bringing real life situations into the classroom. In an inclusive classroom

teaching of shapes by words like circle, square, reclangle and oval would be challenging. The
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child with problems who may ncver have experienced the shapes would find this hard to
understand. Bui if the teachers teaching applied the principle of concrete experiences by
making the shapes a rcality through drawings or woodcn-cut-outs, the learner will feel and
tell the differences as the teachers describe them. hence understanding the concept.

Unifying Experience — reminds the teacher to teach from known to unknown. This principle
calls on the teacher to inlegrate the past experiences of the child when teaching new content.
When teaching in an inclusive classroom the unification of cxpericnces helps to make
learning more meaningful. The learner gets to understand that lcaming aclivities are not
taught in isolation. In that lcarning is related, hence numbers, language, practical skills are

utilized in accordance to nceds.
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Table 9. Extent to which Instructional Methods Influenced the Implementation of Inclusive

Education
Instructional Extent of Influence
Methods [ 2 3 4 5 Total
No Percemt No Percet No  Percent No o Percent No  Percent No  Percent
Learning by
Doing 24 461 15 289 6 115 7 135 0 0.0 52 100
Individual
Educational
Programme 12 231 8 154 8 154 18 346 6 115 52 100

Peer teaching 10 19.2 15 289 20 385 7 135 0O 0.0 52 100
Task Analysis (3 250 15 189 14 209 o 192 0 0.0 52 100

Ability

Group

ing 9 173 17 327 15 289 11 212 0 0.0 52 100

Enrichment 14 269 15 289 13 250 9 173 0 0.0 52 100

Special Unit 20 385 15 289 17 327 0 00 0 00

52 100

———

i. Learning by Doing

When children were actively involved in the learning process, they tended to Icarn more than

when they werc passive. When learners were actively involved in teaching, learners with

behaviour problems did not have time lo engage in undesirablc behaviour. This argument was

maintained by the filty two respondents who felt the method has influence in the

implementation of inclusive education as depicted in lable 9.

ii. Individual Educational Programme

Individual cducational programmc is o writlen statement that describes whal the tcacher and

jonals will do to mecel the special needs of the lcarner. 1t is developed by a multi-

other profess

disciplinary team: the leamner’s regular tcacher, special cducation nceds teacher, an
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assessment teacher. and other professionals i.c. speech therapist, psychologist and parent. An
individual educational programme has six major components: the learner’s present level of
performance, long and short term instructional objectives, evaluation procedures and criteria,
special nceds cducation and related services, and implementation. Its practice based on the
uniquencss of the learner. A teacher in the inclusive classroom had to consider the leamner’s
diversity in planning instructions. The concept has to be in placc in every siep of the learning
process. This is from stimulus presentation to stimulus responsc. When applying this
principle, the teacher has to cnsure flexibility in his or her own pacc and ability through the
teacher’s guidance. According to table 9, six (11.5%) tcachers maintaincd that the
instructional mcthod was not influencing the implementation of inclusive education., The

relatively large numbers of learners (duc o Free Primary L'ducation) was advanced by the

respondents as the factor behind the method not being used.

UNIVERSITY OF MAIROB
jii. Peer Teaching EAST AFRICANA COLLECTION

Children who knew something gol an opportunily 1o help those who didn’t. Peers could give
Support o learners with special needs in an inclusive classroom in the following ways:
Pushing the wheel-chair for wheel-chair users, guiding and rcading for those with visual or
motor coordination problems, and taking notes and clarifying instructions for those with
hearing probiems. Table 9 shows that the teachers supporied the usc of this method of

teaching in the teaching\lcarning process due to its imporlance in contributing 1o the

implementation of inclusive education
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iv. Task Analysis

This is an approach to tcaching whereby a task is brokcn down into smatl components which
are taught sequcntially from the simplest to the most difficuit. For example, in teaching the
concept of addition 10 beginners, one starts by tcaching addition of numbers from 1 to 5, then
the addition of numbers from 6 to 9 before introducing addition of numbers with carrying
from ones(place valuc) to tens (place value). This method of instruction is commonly used in
teaching. Al tcachers, as shown in table 9 supported the idea that the methods application
was contributing to the implementation of inclusive education.

v. Ability Grouping

Ability grouping is a mcthod of teaching where a teacher handles more than one group at the
same lime, classroom organization varics with the strategics used, the ieacher needs more
time to plan for and organizc the class, requires more facilitics and resources. the teacher
needs more timc to prepare and present the lessons. In this kind of arrangement resources are
shared, learning is lcarner centred, peer learning is more prevalent and there is a wide sharing
of learning expcriences. Ability grouping as a method of lecaching is thc most commonly
adopted in the inclusive classroom where diverse learners with different needs, abilities and
interests are found. Tablc 9 clearly shows that 26 (50%) icachers very highly or highly
supporied the usc of this method while the remaining hatf of the respondents felt that it had a

moderate or low coniribution in influencing the implementation of inclusive cducation. This

is depicted by 41 (79%) tcachers’ responsces.

vi. Enrichment

Enriclunent is an approach to ticaching where fast lecarners are provided with exteg

challenging work to supplement with the ordinary lessons’ exercises in the pupils’ textbooks
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Enrichment in learning becomes handy when a pupil showed a mastery of skills and content
way above thosc of the samc lcvel or shows signs of borcdom and frustration since tasks
seem loo easy and unchallenging and starls lo miss classes. By using this method tcachers
should guard against other learners labelling or traumatizing those who need cnrichment so
as to makc them feel like social misfits. Teachers should also ensure that enrichment does not
demotivate slow lcarners. Many tcachers conscnted that they often applied the method
handling above average learmers. All the leachers as table 9 indicates supported the use of this

method for its immense influcnce in the implementation of inclusive cducation.

vii.  Special Unit

Special unit is a classroom that is located in a repular school, but is sct aside for cducating
learners with specific types of disabilitics. It is usually manned by a specialist teacher who is
responsible for most of the lcarncrs’ activitics. Most of the special units in Kenya are
established by thc Ministry of Lducation Science and Technology as a movec towards
integration. Many pupils arc assistcd to move from the special units to the mainstream classes
afler undergoing an asscssment process to determine the learners’ capabilities in an inclusive
classroom. Teachers in spccial units and their counterparts in the mainstrcam work hand in
hand 1o assist learncrs with special needs in inclusive classrooms. Table 9 shows that all
teachers supported the application of the method in instruction because of its immense
influence in thc implementation of inclusive education.

The restricted application of the approaches was duc 1o lack of the teachers’ awareness of the

methods great contribution in teaching / learning process and lack of teachers’ professional

training in special nceds cducation.



Rescarch Question 4: To what cxtent did the time allocated for content delivery contribute
to the implementation of inclusive cducation?

Time Allocation in Teaching Subjects

The subjects that were covered in this study were: English. Kiswahili. Mathematics, Science, and
Social studies.

Time is a very imporiant clement in the tcaching lcarning process. A subject that is allocated
adequatc time is most likcly 1o be covered cxhaustively, understood and appreciated by lcarners
than that which is accorded very little time. It was discovered that some subjects were
comparatively casy and it sufficed 1o have less time aliocated to them. However, subjects’ time
allocation had to put into considcration the individual differences factor. Fish (1985) and Gatawa
(1990) were in agreement that cnough time was required to handle a curriculum and had to vary
from one need to another, depending on the complexity of the need. In our daily lives, successful
completion of any activity not only depends on the amount of time devoted to it but how that
lime is also managed. Poor management of time in many cascs result in non-completion of the
tasks we set for oursclves. However, the common lime of 30-35 minutes per lesson that is given
10 schools with children without special necds in education is not cnough for the teachers to

introduce, develop, apply and conclude a lesson in an inclusive setting.

UNIVERSITY OF NAIROBI
EASTAFRICA.... LOLLECTION
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Table 10: Extent to which Adequate Time Allocation in Teaching Various Subjects Influenced

the Implementation of Inclusive Education.

Time Extent of Influence
Allocation in i 2 3 4 5 Total
Teaching
Various

) No. DPercent No. Percent No. Perecent No. Percent No. Percent No.Percent
Subjects
English 17 327 15 289 11 2129 173 0 00 52 100
Kiswahili 17 327 13 25.0 15 28.9 7 135 0 0.0 52 100
Mathematics 18 346 15 28.9 10 19.2 9 1723 0 0.0 52 100
Science 14 269 12 23.1 15 289 11 212 0 0.0 52 100
Social Studics 13 25.0 10 30.8 16 308 11 212 0 0.0 52 100

8 English

English is the medium of instruction in Kenyan primary schools classes from class four 1o
eight. In the lower classcs — onc lo three, il is the mother longuc or Kiswahili depending on
whether the area is rural or urban. Tablc 10 results indicate that adcquale time allocation in
teaching English is invaluable. The significant contribution of adcquate time allocation in the
teaching of English is explaincd by 17(32.7%) and 15(28.9%) tcachers out of 52 teachers
who chose very high and high alternatives respectively in the questlionnaires to affirm their
support for the item. Twenty (38.5%) tcachers chose modcrate and low rate contributions as

the item’s influcnce to the implementation of inclusive education.

ii. Kiswahili.
Kiswahili is Kenya’s National Language. It is taught like any other subject in ali schools
from primary to university. it is a compulsory subject of study up 1o secondary leve} of

education. Most Kenyans with or without formal cducation spcak Kiswahili. According io
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table 10, all the teachers supported atlocation of adequate time to the tcaching of Kiswahili as
a factor in influencing the implementation of inclusive learning. A large number of
respondents 45(86.6%) supporicd the ilems contribution by rating it as very high, high and
moderate whilc 7(13.5%) respondents regarded the item’s contribution 1o the implementation

of inclusive education as low.

iii. Mathematics

Mathematics deals with numeracy. Thirty three (63.5%) tcachers regarded the contribution of
time allocation in the tcaching of mathematics as significant. Thus the (cachers consideration
regard the item very high or high in their responscs. On onc hand 10(19.2%) teachers and
9(17.3%) teachers scttled for modcratc and low levels respectively.

iv. Science

Science involves cxpcrim’cnls and secll discovery projects cither individually or as groups.
Therefore, for its successful teaching, teachers’ were of the view that adequate time when
allocated to the teaching of scicnce influenced the successful implementation of inclusive
leaming in thc mainstrcam classroom. There were 26(50%) Icachers out of 52 who
maintained a very high and high level support while 26(50%) had moderate and low ievel
support. All respondents fclt that adequate time allocation to teaching of science influenced

the implementation of inclusivc education,

v. Social Studics

Social studies is a combined coursc that incorporates the following subjects: Geography,
History and Civics and Christian Religious Education/Islam. Tcachers felt that time
allocation to the tcaching of concepts in the combined course is incvitable. They argued that
relationships between the related themes drawn from the different subjects in the combined
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course nceded cnough time for explanation and comparison for lcarners to understand and
make contrasts. Like in other subjects mentioned above — the table indicates, that there was
no teacher who never supported the contribution of adequate time allocation to the teaching
of social studics as a factor influcncing the implementation of inclusive education

Research Question 5: To what extent did content contribute to implementation of

inclusive education?

Content

Content is all that is taught to specific lcarncrs at given limes in a given subject.

The common content necded some modification in its delivery so as to meet the uniqueness
of individual lcarncrs with special needs in education in an inclusive sctting. Learners without
special necds were favourcd by the common curriculum. To accommeodate learncrs with
special needs in cducation specifically those with disabilitics in the mainstream cducation,
content was modified to casc delivery in the handling of the following arcas: Differentiated
Curriculum, Independent Living Skills. Sign Language. Braille. and Orientation and
Mobility.

i. Differentiated Curriculum

Differentiated curriculum is an approach that is uscd to identify the subjccts in the curriculum
that a learner has to cover. The teacher has to plan for cach lcamer according to his or her
needs and ability. For example, in an inclusive sciling, a diffcrentiated curriculum can
emphasize on woodwork and metalwork for boys or ncedlework and home-science for girls

to prepare them for adult roles. Findings in the study rcvealed that a quarter (25%) of the

respondents supported cach of the first four lcvels — very high, high, moderate and low,
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which mecant that Differcntiated Curricuium has a bearing on the implementation of inclusive
education. Many respondents in giving their opinion felt that a differentiated curriculum gives
provision for adjustment of the curriculum to meccel the individual’s nceds, interests and

capabilitics.

Table 11. Extent to which Content Influenced Implementation of Inclusive Education

Content " Extent of Influence
1 2 3 4 5 Total
No Percent No  I'ereent No o Percemt No o Pereent No PPercent No o Percent
Differentiated
Curriculum 13 250 13 250 13 250 13 25.0 0 00 52 100
Teaching these
subjects to

pupils with

disabilities

- Independent C 2 ¢

Living Skills 4 269 11 211 14 2069 7 135 5 0.6 52 100

Signs language 12 23.1 11 211 6 115 9 173 13 250 52 100

Braille 10 192 8 154 3 58 8 154 22 423 52 100
Orientation and
Mobility 16 308 11 212 12 231 13 250 0 0.0 52 100

ii Teaching Varied Subjects.
a. Independent Living Skills
This subject prepared lcamers for future aduit roles. Leamers with intellectual impairment
were the most beneficiarics. They were taught skills such as cating, dressing, bathing and
toileting. Regular classroom teachers expressed lack of knowledge (awarcncss) in this area
and sought clarification from the rescarcher. Forty seven (90.4%) respondents supporied the
teaching of independent living skills in the rcgular classrooms but expressed their
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dissalisfactions duc to lack of cnough support scrvices in their atlempts 1o assist children with
special needs in an inclusive sctting. Table 1 shows that live (9.6%) teachers felt that the

item was not contributing to thc implementation of inclusive education.

b. Sign Languuge

Sign language is form of communication that allows lcarners with hearing impairment to
learn and communicate with other pcople. Apart from onc primary school which had a unit
with pupils who had hearing impairment, the subject was tricky to other respondents in other
schools. This was duc to lack of training or awarcness about special needs education. Those
respondents who were trained or had knowledge regarding special neceds maintained higher
levels on the rating scalc of this 1lcm about its contribution 1o the implementation of inclusive
education. Thus 12(23.1%) tcachcrs out of 52 maintained the very high slot while 11(21.1%)
chose the high level. Lack of awareness contributed to those respondents who maintained the
lower levels on the scale. Table 11 shows that, 13(25%) tcachers fell that sign language was
not coniributing to thc implementation of inclusive cducation especially in regular primary

schools without lcamers who had hearing impairment.

¢. Braille

Braille is a form of writing where raiscd dots that represent letiers of the alphabet and can be
Jjoined together to form words and scnlences. Braille is mainly used by totally blind persons.
The Braille machincs are cxpensive 1o buy and to maintain. With almost no children with the
disability in thc mainstrcam classcs. many respondents did not feel that machines had any
influence on the implementation of inclusive lcaming. The data in the table is clear, for
example, twenly two (42.3%) tcachers responded by saying that Braillc had no contribution

10 the implementation of inclusive education.
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d. Orientation and Mobiliy.

Orientation and mobility is a subjcct that has most learners with visual and physical
impairment. Many of the childrcn in this category face many difficulties due to lack of tools
they need. The tools are very expensive. For example, wheelchairs and crutches among others
are out of rcach of many descrving pupils. This threatens the 1caching of the subject in the
mainstream situation. In the school where the Unit with learners with physical impairment
was attached, a child’s home was built on the compound to alleviate the problem of transport.
This enabled children who would have been locked out of school due to their disability to
access educalion. It was cvident during the study, to find lcarners with physical impairments
in the regular classes hence the respondents’ fecling that the tcaching of orientation and
mobility as a subject in an inclusive setting was necessary. The respondents’ reaction was
positively skewed as the figures in table i1 indicate. The implication is that the caching of

the subject was influencing the implementation of inclusive education.

UNIVERSITY OF NAIROBI
EAST AFRICANA COLLEGTION

Rescarch Question 6. To what cxtent did the qualification of the teachers contribute to
the Implementation of Inclusive Education?

A qualified person is cxpected to implement a curriculum betier than the one who is
unqualified. This is because a qualified tcacher has undergone reievant training to instil in
him or her appropriate skills necessary in the teaching of the subject. Training helps develop
confidence in the teacher and it also makes him or her know exactly when 1o deliver what
content to specilic learners. This area looked at the teachers’ training, training and then being

trained in special needs education, and attitudes.
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Table 12: Extent to

Inclusive Education

which ‘Teachers® Qualification Influenced Implementation of

Qualification Extent of Influence
of the Teacher 1 2 3 4 5 Total
No Percent No Percest No  Percent No  Percent Noo Percent No Percent

Training 15 289 16 308 12 23.1 9 1723 0 0.0 52 100

Trained and

then Specially

Trained 20 385 14 269 9 173 5 9.6 4 7.7 52 100

Altitudces 21 404 14 269 10 192 5 9.6 2 3.9 52 100
T L Training

All the 52 respondents had the basic requirciment of sccondary education before undertaking a
P1 Teacher Certificatc Course. The minimum fequirement for onc 1o gel admission into a
Kenya Teacher Training Collcge for Primary Level Teacher tiducation was grade C (plain) in
Kenya Cerlificate of Secondary Liducation (KCSE). During training tcachers’ knowledge is
refined and updated. They also learnt how to usc appropriate tcaching and learning resources
as well as new trends in tcaching approaches that they needed when dclivering curriculum to
their learners. Teachers’ grades werc incorporated in the demographic information. Table 12
indicates that all thc respondents supported training for lcachers as a prerequisite to

implementing inclusive cducation. ‘I'his is evidenced by 31(59.7%) teachers who felt that

training highly or very highly contributed to the implementation of inclusive education.

ii. Trained and Specially Trained

For a teacher to train in spccial cducation at Diploma lcvel, he or she must have attained a
Primary Tcacher Education Pl Certificate or at University Degrec level, one must have

attained: either a minimum C+ (plus} gradc at the Kenya Certificate of Secondary Education
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(KCSE) be a serving Pt teacher with a C (plain) grade in KCSE be a serving teacher with
Diploma Certificate and a C (plain) grade in KCSE. Training and then training in special
education expanded the individual’s experience and updated his or her skilis to deal with
diverse children with special necds in cducation. In table 12, many teachers supported the
contribution of training thcn being specially trained as a vital contribution to the
implementation of inclusive cducation. This is shown by twenty (38.5%) tcachers who chose
the very high alternative in regard of this items’ contribution. However 4 (7.7%) respondents
felt that special training was not influencing the implementation of inclusive lcaming because
there were somec leamners in the inclusive classroom who were following the common
curriculum handled by teachers who were not trained in special needs. Figures in the table,
can simply help one decduce that spccial nceds in education imining influenced the

implementation of inclusive cducation.

iil. Attitudces

Attitudes of individuals stcm from their feelings and pereeptions. 1t is unlikely that a person
who likes his job can easily quit. Ilc or she is able to devote his or her time working hard for
a better final result. When the teacher’s altitudes towards his or her work were negatively
inclined, he or she would not exploit his or her maximum input due to a job he or she got as a
last resort. Morc than half 35(67.3%) teachcrs out of 52 tcachers as shown in the table highly

supported the contribution of attitudes towards influcncing the implementation of inclusive

education.

o
W



Rescarch Question 7. To what extent did the availability of support services contribute

to the implementation of inclusive cducation.

Support Services
Learners with special necds in education required basic support scrvices if their lcarning had
to be effective in an inclusive setting. Support scrvices that were made available to the learner

with special needs in education in the regular classroom included:

i Resource Room

Resource room is a room in a regular or special school that is cquipped with resources for
enriching lcaming for lcamcrs with special nceds. it is expected to have specialized
equipment and materials to stimulatc and facilitate learming. Such include Braillers, low
vision devices such as magnificrs and specch training equipment. It is managced by a resource
teacher who is trained in special nceds cducation. The table indicates that many respondents
did not consider support scrvices as influencing the implementation of inclusive education in
the regular schools. This is cvident by sixteen (30.8%) teachers out of 52 respondents
maintaining that feeling. The explanation to that situation is that resource room services are

non-cxistent in regular primary schools.

ii. Itinerant/Peripatetic Teacher Service

itincrant tcacher is a traincd tcacher in special needs cducation and moves from school Lo
school where children with special needs arc included to advice the regular tcacher and give
technical support where nced ariscs. Ior example. he should assist tcachers in adapting and
modifying parts of the curriculum conlents and in preparing instructional materials. Table 13
indicates that few teachers considered the influcnce of this scrvicc being important to the

implementation of inclusive cducation. Eight (15.4%) tcachers out of 52 respondents
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maintaincd the very high level while twenty anc (40.4%) tcachers did not regard it as having

an influence at all. This is because the scrvice is non-cxistent in the district.

ik Speech Trainers
The support given helped improve the tcachers” communication in the classroom.
Communication is imporiant for lcaming to take place. Specch difficultics included:
o Articulation difficulties — words were pronounced poorly
o [Fluency difficulties —the flow of specech was not fluent
o Vuice difficulties — the voice was too loud/soft or it was not there.
The service was ncver offered in the district hence 21(40.4%) tcachers did not consider the
contribution of speech traincrs important Lo the implementation of inclusive education as table 13
shows.
iv. Physiotherapy Support.
Physiotherapy scrvices provide physical activitics that strengthencd the muscles for leamers
with motor problems. This in turn encourages the child to move and manipulate learning
materials effectively. This scrvice is only offered at the District Hospital. Onc can conclude
from the table that 22(42.3%) tcachers out of 52 respondents were not in favour of its

contribution to the implementation of inclusive education.
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Table 13: Extent fo which Availability of Support Services Influenced Implementation of

Inclusive Education.

Availability of ‘Extent of Influence

Support i 2 3 4 5 Total
Services No VPercent No Percent No  Percent No  Percent No  Percent No  Percent
“Resource

Reom % 308 7 135 5 96 8 154 16 308 52 100
Hinerant

Teacher 8 154 12 231 5 96 6 115 21 404 52 100
Spcech Trainer 14 269 7 135 7 135 3 58 21 404 52 100
Physiothcrapy

Services 10 192 9 173 4 77 7 135 22 423 352 100

——

From the analysis, it could be deducced that all the factors discussed had an influence on the
implementation of inclusive education in the regular primary schools in Busia District. It
would be unrealistic for one lo place more cmphasis on one or so factors at the expense of
others. Thercfore, for a successful implementation of inclusive education in the mainstream

classroom, special consideration necded to be paid 1o all those factors discussed in the study.



SUMMARY OF RESEARCH FINDINGS

This section summarized the rescarch findings discusscd in this chapter.

1. From the Dcmographic [nformation it was found that:

a.

b.

Most teachers were predominantly from the district;

There were more femalc teachers than male teachers who participaied in the study;
Some classcs in schools were large: having 100 pupils;

Most special units were also overcrowded with classcs which had more than twenty

lcarners.

2. ¥From the ‘Feachers Questionnaire, it was found that:

a.

d.

Most teachers had sccondary cducation and a T'cacher Education Certificate of P1
Grade. Lleven tecachers bad Diploma Certificate in Special Needs Education and
most of them werc posted to special units. Onc teacher had a Diploma Certificate in
Early Childhood Lducation whilc onc other teacher had a Bachelor of Education
Dcgrec;

Most tcachers had long teaching cxpericnce of six years and above;

Apart from thosc tcachers who atiended Inclusive LEducation Diploma course by
distance learning, in-scrvice courscs specifically for special needs education were
rarc;

Some teachers stayed in one school for more than twenty ycars.

3. On the Tcaching/l.carning Resources:

a.

'The schools had adcquate texthooks, exercise books, chalk, dusters, manila sheets

but pupils lacked altemmative leamning media such as radio, newspapers, television

and compulers.
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a. [t was difficult to practice Individual Educational Programmc in a class of over 100
pupils within a lesson of 30-35 minutes:

b. More trained tcachers in various skills were needed 1o handle ability groups at the
same time in an inclusive Icarning situation;

c. Lack of frequent in-scrvice course was a detriment to the teachers’ capability on
content delivery.

7. On the Adcquate Time Allocation in Tcaching Subjects:

a. Time allocation for all Icssons in teaching subject for the common curriculum was
determined by curriculum developers who had learners withoul disabilitics in mind.
This disadvantaged children with disabilitics such as visually and hearing impaired
who needed Braille or sign language to follow a lesson;

b. Some themes in subjeets like social studics could only be taught by spcaking. If
they could not be cxpressed in sign languagc, children with hearing impairment
found it hard to lcarn or understand such concepls.

8. On the Availability of Support Scrvices:

a. The support scrvices available were insignificantly making an impact

b. Negative attitudes towards people with special nceds and their stigmatization werc
hindering the development of recreational facilitics for people with special nceds.

9. Other Factors that Threaten Implementation of Inclusive Lducation.

a. Rigid curriculum

b. Sympathy

c. Emphasis on academic achicvement and performance

d. Punishments

e. Lack of confidence
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. Only high performers valued
g- Low expectation

h. Harmful belicfs and cultural practices.
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CHAPTER FIVE
SUMMARY, CONCLUSION AND RECOMMENDATIONS

Summary

The purposc of the study was to identify the factors influcncing implementation of inclusive
education in rcgular primary schools in Busia District. Specific factors that were discussed in
literature review and subscquently compared were: teachers’ qualifications, teaching/learning
resources, physical facilitics, content, mcthods of instruction, adcquatc time allocation in
teaching various subjccts and availability of support services. The study also aimed at identifying
factors other than thosc cited in litcraturc that may have influcnced the implementation of

inclusive education in Busia District. UNIVERSITY OF NAIROAI
EAST AFRICANA COLLECTION

Data for the study was obtaincd by taking ail the 9 primary schools with special education units
attached to them. The sizc of thc sample was 96 Tcachers Service Comimission teachers and 9
headteachers. However only 52 tcachers’ questionnaires were filled and rcturned, 11 were
retuned unfilled and 11 participated in the pilot excrcise and were left out in the final study. All
9 headteachers participated in the infcrvicw schedulcs. Analysis of the dala was based on these

returns. Rescarch instrumenls were gucstionnairces and intervicw schedules.

Rescarch analysis was assisted by a compuler programmer to oblain frequencics and percentages.
The rescarch findings werc prescnied in frequencics and percentages lables. Rescarch findings
rcvealed that clderly teachers with long serving expericnce were more than young tcachers. It
was found that the teacher/pupil ratio was very high both in the mainstrcam and in the special

units. There was a problem in syllabus coverage duc to undcerstaffing, high cnrolment and lack of
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professionally trained tcachers in special necds cducation to handlc learning in an inclusive
setting. Teaching/Icaring resources were adequatcely supplicd by the government for the regular
session in the Free Primary Education Instructiona] Material procurement Scheme. On the other
hand, physical facilities werce inadcqualc and scenes of overcrowded classes were not
uncommon. Librarics and home-scicnee reoms were missing whilc available workshops were jl]-
equipped. The heareachers dreaded the official time allocation to specific subject lessons in
handling adapted and modificd curricula for children with special needs in education jn an
inclusive sctling. Lack of knowledge and awarcness about special needs education by the
headteachers hindered their nciworking  with  stakeholders (community), agencics and
professionals to scck support services for children with special needs to promote their education

in an inclusive setting.

Conclusion
The main question addressed in this study was what factors influcnced implementation of
inclusive education in regular primary schools in Busia District. F'rom the research findings of
the study, various conclusions were arrived al. ‘These were:
® The coverage of the syllabus was not intensively done due to large classes or high
teacher/pupil ratio which deprived the tcacher time for individual aticntion. In that case,
pupiis were not well prepared for the examinations or future adult roles for it was hard to
achieve set goals.
¢ It was found that most lcachers in the mainstrecam scction lacked professional training in
special nceds cducation. That depicted the teachers as workers missing the appropriate

knowlcdge. skiils and attitudes 1o handle children with special needs in a desired Inanner,
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In additien. stigmatization, labelling, discrimination and isolation were major causcs of
frustrations for children with special needs in the regular classroom.

Children with low-vision and those who are hearing impaired lacked magnifying glasses
and hearing —car-moulds respectively. That made the lcarners unable to follow the
lessons al the same rate as their peers without the disabilitics. When those leamners were
not assisted in the purchasc of those expensive tools thea their learning got compromised.
Physical facilitics like resource rooms were also missing to further contribute 10 their
disadvantape.

Most of the teachers in the mainstream scction had worked in the same station for more
than ten ycars. This created monotony. boredom and lack of creative ideas and therefore
resulted in low input by the teachers that translated in poor performance.,

Most teachers had long serving expericnee in teaching bul there clfective delivery if Lthe
curriculurn (especially to those learners with special nceds in education in the regular
classes) was being constraincd by the high teacher ratio as a result of Free Primary
Education introduced in 2003 by the Kenya government.

The government hurricdly implemented inclusive cducation out of political expediency
before all the stakcholders — tcachers, learncrs, parents, and important others wcre
sensilized and madc awarc of their roles before the process began. Enough (cachers were
not trained, relevant tcaching/lcaming resources were not provided, support services only
trickled into schools like water in a botile, and the absence of clear Icgal policy
framework (o guidc inclusion did not augur well for the success of the programme in the
regular schools. In the previous studics for cxample, Gatawa (1990) cmphasized (pe

importance of involving lcachers in the design, development and implementation of 4
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curricaium. That thought was a replicate of Cruickshank, ct al. (1977) who advocated for
thorough scnsitization of the stakcholders to get the bottom line situation before
implementation of inclusive cducation.

» Poverty had exposed many children to suffer inability to have a varicty of cducational
learning media such as radio, tclevision scts, newspapers and computers. The abscence of
thosc tcaching/leaming resources was a sad hindrance to the leamers, curiosity and
ambition to acquirc knowledge and skills in a technologically advancing socicty with a

lot of knowlcdge explosion.

Recommendation

From the findings of thc study, the following recommendations on ways of implementing a
successful inclusive education in the regular primary schools were made:

1. The Ministry of [Education should formulatc a legal policy framework to guide
implementation ol inclusive cducation.

2. Efforts should be made by the Ministry of Lducation and the Teachers Service
Commission to employ and deploy more tcachers in Busia District. That would reduce
the tcachers’ workload and thercfore cnsure more clfective coverage of the content.

3. Attempls should bc madc Lo promote counsclling and sensilization of parents, siblings and
teachers of children with special nceds and also invite roie models of people with special
needs who have succeeded in various ficlds in life. This would helping the following
ways i) motivate lcarners and give them greater insight ii) assist parents, teachers and
learners to changce their attitudes about dealing with people with special needs.

4. The government should endeavour o source funds to diversily the training of teachers in

special necds education - if possible at divisional lcvel, and 1o provide leaching/ learning
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resources  such as audiomcters., hearing—car-moulds  for children  with hearing
impairments and Braille machines and books for children with visual impairments
among othcrs.

5. The headicachers in inclusive schools should work towards aclive parental involvement in
their children’s lcaming aclivitics by motivating them to make contributions so as 1o buy
allernative cducational media such as daily newspapers, a school radio, and a battery
operated television in places with no clectricity so as lo enhance the pupils’ cxposure to
advancing knowicdge.

6. Teachers in the inclusive schools should be transferred to different schools even if it is
within the same district, say alier five years. This would reduce boredom, stagnation and
redundancy in teachers® working places.

7. Efforts should be made by the Ministry of Education 1o increase assessment centres S0 as
to rcach many pcople. This would assist in carly identification, placcment and
intervention of people with special needs.

8. Headtcachers in inclusive schools should formalize their co-ordination of nctworking
with other professionals such as health and social workers, administration, politicians,
religious community and community workers c.g farmers and local artisans to enhance

provision of support services necessary for the smooth learning of children in an

inclustve sctting.



Suggestion for Further Study
From the rescarch findings of this study the following suggestions were made for further

research:

1. Since this study was conducied in Busia District, it can be replicated and done in other
parts of the country.

2. More research could be done on other lactors that may be influencing the implementation
of inclusive cducation in the regular primary schools. Factors such as rigid curriculum,
emphasis on academic achicvement and performance. harmtul cultural practices, and the

impact of frce primary education on the implementation of inclusive education policy.
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APPENDIX 1
QUESTIONNAIRE FOR TEACHERS

The researcher would like to invesligate factors that affect the implementation of
inclusive education in the regular primary schools in Busia District. Information is meant
for this research only and the sources will be kept confidential. Do not write your name
in this questionnaire.

The questionnaire has three sections i.e. 1,2 and 3. Section one requires you to give
general information about yourself and your profession. Section 2 requires you to
respond to questions about what you perceive as factors that influence the
implementation of inclusive educalion. Section 3 requires you to give comments and
fecommendations on how the implementation of inclusive education for children with

special needs can be improved.
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SECTION 1

Below you are provided with items. You are kindly requested to give appropriate
information either by ticking (V) or by filling in the informﬁltion in the space provided.

1. What is your gender? Male ( )Female ( )

2. Are you a professionally trained teacher? Yes ( ) No ( )

3. If the answer is ‘Yes' indicate the details below

a. Pre service training

College Year Duration Grade Attained
1.
2.

b. Special Education courses for the Hearing Impaired ( )
Visually Impaired ( ) Mentally Challenged ( ) Physically impaired ( )
Inclusive Education ( )
Coliege Year Duration Grade Attained

1.

2.
4. Have you attended any in-service course / seminar / workshop?
Yes( ).,No( ) If yes indicate the following:

College Course Title Year Duration Grade Attained

5. At what level do you teach?

(a) Nursery ( ) (b) Lower Primary ( ) (c) Upper Primary ( )
(d) Both (a) and (b) ( )  (e) Both (b) and (c) ()

6. For how long have you been teaching at the level where you are? »

Less than one year ( ), 1 -5 years ( ), 6 — 10 years ( ),
11— 15 years ( ), more than 15 years ( )
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Content

i) Differentiated Curriculum in Teaching Common
Subjects e.g. Mathematics, Languages etc.

ii} Teaching these subjeéts to pupils with disabilities

(a) Independent Living Skills

(b) Sign Language

(c) Braille

Methods of Instruction

i} Learning by Doing

i) Individual Educational Programmes

iii) Peer Teaching

iv) Task Analysis

v) Ability Grouping

vi) Enrichment

vii} Special Unit

Adequate Time Allocation in Teaching
Subjects:

i) English

ii) Kiswahili

iii) Mathematics

iv) Science

v) Geography, History and Christian Religious
Education

Availability of Support Services
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i) Resource Room

ii} ltinerant / Peripatetic Teacher

iii) Speech Trainers

iv) Physiotherapist

SECTION 3

Kindly comment on the points highlighted below on how they influence the
implementation of inclusive education in the regular primary schools.

1. Teachers Qualifications
i.

L

Teaching Resources

(i)
()

e

Learning Resources

0]
(ii)

4. Physical Facilities

)
(ii)

5. Modified Content (Curriculum)

(i)
(ii)
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10.

1.

Methods of Instruction

M
(ii)

Adequate Time Allocation in Teaching Subjects

(i)
(i)

Availability of Support Services
(i)
(if)

Below list the important factors influencing the implementation of

inclusive education in the regular primary school in order of merit.
(M

(if)
(i)

What are the challenges you experience in implementing inclusive
education?

i)
(ii)
(iii)

Suggest some ways and means of overcoming drawbacks or threats to the
implementation of inclusive education.

i)
(i)
(iii)

Thank you in advance for your cooperation
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APPENDIX 2

INTERVIEW SCHEDULE FOR HEADTEACHERS

Whal is your opinion about the implementation of inclusive cducation in the primary

school?

2. How adequate arc the physical facilities in the school?

3. Do you consider lime for the implementation of inclusive education adequate?

4. How qualificd are the tcachers in the school?

5. How eflective are the teachers in terms of their participation in the implementation
process of inclusive cducation?

6. How cllective are the instruction methods used in the regular class when applicd to
children with special needs in education?

7. What problems do you consider that teachers face when implementing inclusive
cducation in the regular primary school?

8. What role does the government play in promoting the education for pupils with special

necds in education in your school?

9. (a) How oflen arc the teachers in-services? UNIVERSITY OF NAIROB!
EASTAFRICA:a COLLECTION

(b) How cflective are these in-service course?

What is the class enrolment according to the gender?

2 3 4 S 6 7 8 Unit

G IBlg Bl BleiBlc Bl (B¢ B G |BI]G
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APPENDIX 3
LETTER OF RESEARCH AUTHORIZATION
MINISTRY OF LDUCATION, SCIENCE & TLCHNOLOGY

Telegrams: FDUC ATION™, N ohi
JOHO0 [TOUSE

[RVNAY HARANIBLL AVENCE
Iax No. 'f:';;, 1.0, By X0
Telephone: 318381 bt NATROBS
When replyving please guote oo KENY A
MOEST 13/001/56C 10492 207" Lebraary 2006

Kadima Muasikhe T homae:
University ol Nairabi

P. Q. Box 30197
NAIROBI

Dear Sir
RE: RESEARCH AU THORIZANTION

Following your application for anthoriny 1o can oot tescarels on  Factors
Influcncing hinplementation of lnclusive Education in Priniary Schools in
Busia District,

This is to inform you that you have been aathorized to ces oan rescarch in

Busia District tora period ending 31" July 2000,

You are advised 1o repont o the Distiict Commissioner, and the District
Lducation OfTicer Busia District. before cibarking on vour rescarch project.

Upon completion of sour rescarch profect vou e expected 1o suhmit two
copics o your rescareh iepart 1o this oflice.

Yours faithfully

ﬁj/_z!xgitc-k 4/ :

M. O. ONDIEK]
FOR: PERMANENT SECRE T AR

[ he Dishoet Copmpssinner Basian Dispriet

Copy to: | | et
[ he District Fducation Oleer - Busia District
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APPENDIX 5
LETTER OF INTRODUCTION

University of Nairobi,
Faculty of Education,
P.O. Box 30197,
NAIROBLI.

20/02/2006
Dear Respondent,

| am a postgraduate student at the facuity of Education in the University of
Nairobi. | am conducting a study to investigate on Factors Influencing
Implementation of Inciusive Education in Primary Schools in Busia District.
This is in partial fulfilment for the award of degree of Master of Education —

Curriculum and Development.

You have been selected to participate in this study. | would very much
appreciate if you would kindly assist me by responding to all items in the

attached questionnaire.

Your name and that of your school need not appear anywhere in the
questionnaire unless you so wish. The information you provide is
anonymous and will be used for academic research purposes only.

Your co-operation will be greatly appreciated.

Thanking you in advance.

The complete questionnaire shall be collected from your office by me
before .................. 2006,

Yours sincerely,

Kadima Thomas Nusikhe
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