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ABSTRACT
Since the Government of Kenya made inclusive education as a policy requirement
in the provision of education to all children including those with disabilities, educators
have explored ways of making this requirement a reality. All children with disabilities
should be educated with non-disabled children of the same age and have access to the
general education curriculum. The philosophy of inclusive education aims at enabling all
children to learn in the regular education classrooms. It is widely believed that the
successful implementation of any inclusive policy is largely influenced by teachers being
positive about the expectations.
Grounded in Positioning Theory, this study was conducted to examine the
attitude, perceptions, and concerns of Kenyan teachers toward the inclusion of children
with disabilities in the regular education classrooms. The study participants were 142
Primary School teachers from 10 Primary Schools in a school district in Western Kenya
deliberately selected from schools identified as actively implementing inclusive
education programs. The study was divided into two studies; Study 1, mixed methods
with a quantitative phase and a qualitative phase, and Study 2, a quantitative study. A
concurrent mixed methods design was used to collect, analyze, and interpret data for this
study. The overall findings indicate that teachers have a positive attitude towards
inclusion of children with disabilities in regular classrooms. However, the teachers also
identified what they considered as obstacles to successful implementation of the inclusive
philosophy. Overall, the study showed that attitudes, perceptions, and concerns of the
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teachers influence their acceptance and commitment to the implementation and success
of inclusive education.
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CHAPTER I
INTRODUCTION
Background
Education of children with disabilities has seen a shift from segregated special
schools to inclusion in general education schools and classrooms. Educating children
with disabilities in the regular schools is an important goal for many countries today. The
drive to achieve Education for All (EFA) by 2015 has led to a focus on the barriers to
participation in basic education for marginalized groups (United Nations Education,
Science and Cultural Organization, 2010). The United Nations Convention on the Rights
of Persons with Disabilities came into force in May 2008 and signatories (142 states by
September 2009) were charged in article 24 with ensuring an inclusive education system
at all levels. The convention recognizes that educational provision varies around the
world, and so requires states to provide an inclusive, quality, and free primary and
secondary education on an equal basis with others in the communities in which they live
(United Nations Organization, 2006). Approximately 10% of the world’s population has
a disability, and 80% of those with disabilities live in the developing world (World
Health Organization, 2005). Since the mid-twentieth century, there has been a growing
international disability movement that has advocated for the inclusion of people with
disabilities within society. Countries have developed policies related to education,
employment, income support, anti-discrimination, and other policies intended to improve
the position of people with disabilities within their own society. This is sometimes based
on international agreements and programs, such as the United Nations Declaration on the
1
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Rights of Disabled Persons of 1975 (United Nations Educational Scientific and Cultural
Organization, 1975) and the African Decade of Disabled Persons, 2000-2009. (African
Union, 2005).
Statement of the Problem
Education systems have changed drastically in the last few decades, as educating
children with disabilities in regular schools has become an important goal in many
countries. This development to keep children with disabilities in regular education
settings instead of referring them to special schools is described as inclusion. As more
students with disabilities are being given instruction in inclusive settings, the general
education teachers are increasingly expected to provide effective instruction for these
students. The inclusion of students with special educational needs was recently adopted
as the national educational policy in Kenya (Republic of Kenya: Ministry of Education,
Science, and Technology, 2009). The intention of this policy is to increase the quality of
education and equity for all students as outlined in the Salamanca Statement. A key
element in the successful implementation of the inclusion policy is the views of the
personnel who have the major responsibility of implementing, that is, teachers
(Avramidis & Norwich, 2002). It is argued that teachers’ attitudes and beliefs are critical
in ensuring the success of inclusive practices since teachers’ acceptance of the policy of
inclusion is likely to affect their commitment to implementing it (Avramidis & Norwich,
2002).
Philosophies regarding the education of children with disabilities have changed
dramatically over the past two decades, and several countries have led in the effort to
2
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implement policies that foster the inclusion of these students into general education
settings (Avramidis & Norwich, 2002). During the same period, inclusion has emerged as
a key international educational policy issue. The Salamanca Statement calls on
governments to adopt the principle of inclusive education by enrolling all children in
regular schools (Gal, Schreaur, & Engel-Yeger, 2010). National legislation in many
countries has promoted inclusive education for pupils who have special educational needs
or disabilities.
There are arguments for both inclusion in the regular education classroom and a
more restrictive environment in a self-contained classroom. In order to ascertain the
prerequisites that facilitate successful inclusion, the role of regular education teachers
needs to be explored (Fox & Ysseldyke, 1997). Pearman, Huang, and Mellblom (1997)
have stated that the inclusive system would require changes in how teachers are trained or
retrained and in how schools are administered and financed. There is need to document
regular education teachers’ concerns regarding issues involved in educating all students
with varying needs in the regular education classroom.
Students with disabilities have been increasingly receiving special education
services in general education classrooms (McLeskey & Henry, 1999; McLeskey, Henry,
& Hodges, 1999). Consequently, general and special education teachers are facing the
challenge of providing services in general education classrooms that were historically
provided in two different educational settings. Terms like integration, mainstreaming and
eventually inclusion have been used to describe the educational movement. Inclusion is
the contemporary term that refers to the practice of educating students with moderate to
3
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severe disabilities alongside their chronological age peers without disabilities in general
education classrooms within their home neighborhood schools (Alper, 2003). Inclusion is
an effort to make sure students with disabilities go to school along with their friends and
neighbors while also receiving whatever, specially designed instruction and support they
need to achieve high standards and succeed as learners.
Kenya: The Current Context
In Kenya, eight years of compulsory primary education is provided to all children
aged 6-15. This policy also applies to children with disabilities. Curriculum and
assessments are uniform for the same level of students. Though education opportunities
remain open to all children, academic competition remains very keen. It is important to
note that in Kenya the national policy makers have adopted the international mandate of
inclusion and implemented a policy designed to integrate students with disabilities into
the regular educational system (Republic of Kenya: Ministry of Education, Science, and
Technology, 2009). As a result, the ultimate goal of the policy is to gradually integrate
students into the general education system. In Kenya, people with disabilities make up
10% of the total population, approximately 3.5 million people (World Health
Organization, 2006). Disabled persons, especially children, face a host of problems as a
result of their special needs. Many children with special needs live in hostile, bleak
environments, where their safety and security is compromised and their future
jeopardized. Kenya’s earliest efforts for organized care and provision of special needs
education dates back to the late 1940’s, with much involvement of the religious
institutions, since then, the management of most of these institutions has been taken over
4
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by the Ministry of Education. In 1986, the Kenya Institute of Special Education (KISE)
was established to build the capacity of Special Needs Education (SNE) service providers
through teacher training/teacher in-servicing and research. In Kenya, education has
traditionally been organized on a two tier basis: the first is the regular school system and
the second is the special school for children with disabilities such as deafness, blindness
and mental retardation.
The introduction of inclusive education program in Kenya is in line with the
recommendations of a United Nations Educational, Scientific and Cultural Organization
(UNESCO) team, which is a conscious attempt at ensuring that the needs of students with
disabilities would be met in all local schools (Republic of Kenya: Ministry of Education
Science and Technology, 2009). The implementation of Free Primary Education (FPE) in
2003 led to an influx and inclusion of new categories of special needs children, this
created a new demand on personnel and resources. The Republic of Kenya-Sessional
Paper No. 1 of 2005 underscored the importance of special needs education as a human
capital development that empowers those most likely to be marginalized to participate in
mainstream education sector. The United Nations Convention on the Rights of Persons
with Disability (United Nations Organization, 2006) further affirms the right to education
in an inclusive setting for all children. The focus here is to enable children with special
needs to enroll in schools of their choice within their localities. The national education
system has been characterized by inadequate systems and facilities that respond to the
challenges faced by learners with special needs and disabilities. Educational opportunities
for children with special needs and disabilities are a major challenge to the education
5
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sector in Kenya (Republic of Kenya: Ministry of Education, Science, and Technology,
2009).
Status of Special Needs Education in Kenya
Special needs education started in Kenya after 1945 and has since been offered
mainly to four categories of children with disabilities namely, children with hearing
impairments, mental handicap, visual impairment and those with physical handicap.
Education for these children was offered in special schools until the 1970’s when units
and integrated programs were initiated. Special needs education has continued to expand
and currently include 22 disability/special needs categories (Republic of Kenya, 2009).
However, educational opportunities for learners with special needs and disabilities are a
major challenge to the education sector. Majority of learners with special needs and
disabilities in Kenya do not access educational services (Republic of Kenya, 2009). For
instance, in 1999, there were only 22,000 learners with special needs and disabilities in
Kenya enrolled in special schools, units and integrated programs, this number rose to
26,885 in 2003 and 45,000 in 2008 (Republic of Kenya, 2009).
In 2008, there were 1,341 special units and 114 public special schools in the
country, which include vocational and technical institutions that cater for the learners
with special needs and disabilities (Republic of Kenya, 2009). In view of the above, this
situation calls for a re-appraisal of available approaches to expand special needs
education so as to achieve an enrolment rate at par with that of other children. To attain
this, Kenya needs to ensure the realization of inclusive education and simultaneously
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develop and implement guidelines that mainstream special needs education at all levels of
the education system.
Although the government has made progress in the provision of educational
services for persons with special needs and disabilities, it has also faced various
challenges. According to the Ministry of Education Science and Technology-Special
Education Policy Framework (2009) these challenges include:
1. Data on children with special education needs is incomplete due to the fact that
some parents with such children have not come up to have such children be
identified for screening and placement.
2. Until 2008, special education provision did not have comprehensive policy on
special needs education and proper guidelines on mainstreaming of special needs
education at all levels in the country.
3. Tools and skills for appropriate early identification and assessment of children
with disabilities have not been developed and expended to cover all regions of the
country.
4. Physical infrastructure, teaching/learning materials and facilities appropriate for
special needs education learners are in short supply.
5. Skilled manpower is in short supply and in some cases children with special needs
have been inappropriately placed in institutions where their unique needs are not
met.
While the government is providing Free Primary Education (FPE) for all Kenyan
Children, lack of clear policy guidelines for the provision of special needs education has
7
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resulted in situations where special schools and training institutions are established
without proper coordination (Republic of Kenya, 2009). Poor coordination of activities of
special needs education service providers has led to duplication, substandard and
unregulated provision of services to learners with special needs and disabilities. This
hinders the realization of the Ministry of Education’s goal of providing accessible quality
services to learners with special needs and disabilities. Major challenges are in the areas
of staffing, training, quality assurance, research, examinations, curriculum development
and teaching/learning materials. It is against this background that the government
embarked on the development of Special Needs Education Policy Framework, which was
released in 2008 and came into effect in 2009.
Steps towards Inclusive Education in Kenya
In Kenya, just as in other parts of the world, there are changes in the way children
with disabilities are getting their education. There is a movement and a focus towards
educating students with disabilities in the regular education classrooms. Kenya is
committed to achieving education for all of its citizens (Republic of Kenya, 2009). The
government of Kenya established a Special Needs Education Section (SNES) in 1975 and
appointed the first special needs inspector in 1978. The special needs education section
developed a policy in 2008 to harmonize education service provision for learners with
special educational needs in Kenya, which was approved by the Minister of Education in
2009.

8
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Education of Children with Special Educational Needs in Kenya
According to the Kenyan Ministry of Education, Science and Technology
(Republic of Kenya, 2009), the policy affords a framework that allows equal access to
quality and relevance in education and training for learners with special education needs.
The policy also identifies the additional measures that will be taken by the government
and other stakeholders to redress inequities and inequalities in educational provision for
children with special educational needs (Republic of Kenya, 2009). A supporting
Ministry of Education document, the Kenya Education Sector Support Program (KESSP2010), recognizes a number of constraints affecting provision for children with special
educational needs, such as the lack of clear guidelines on the implementation of an allinclusive education policy, lack of reliable data on children with special needs,
inadequate tools and skills in identification and assessment and a curriculum that is not
tailored to meet the needs of students with special needs.
There are currently three different placement opportunities for children with
disabilities in Kenyan public schools. From most to least restrictive, they are: (a) special
schools with and without residential/boarding facilities where only children with
disabilities are being educated and there are no opportunities to contact and interact with
typically developing peers; (b) special classrooms in regular school (integrated units)
where children with disabilities are being educated separately but have opportunities to
interact with nondisabled children during arrival in the morning, recess and departure
times as well as during teacher planned activities that aim to promote interaction among
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children with and without disabilities; and (c) inclusive classrooms where children with
and without disabilities are being educated in the same classrooms.
The government still considers it important to maintain special schools and
special units attached to mainstream schools. However, this largely residential specialist
provision is unable to accommodate the greater numbers of children with special needs
enrolling in schools as a result of the Universal Primary Education (Republic of Kenya:
Ministry of Education, Science, and Technology, 2003). A response to this issue has been
to increase access to local regular schools through the adoption of more inclusive
approaches and expansion of special education needs budget. The Kenyan government
plans to extend the range of its provision, enrolling more students while at the same time
addressing wide ranging learning needs through targeted activities such as earmarking
funding for individual students and schools that include children with disabilities. The
government has implemented a 5-year investment program to support seven key areas in
special education needs including: teacher training, supply of equipment to resource
centers, advocacy and awareness creation, provision of equipment and teaching/learning
materials, provision of equipment to regular schools, provision of grants to schools and
providing support to resource centers (Republic of Kenya, 2009).
Efforts to Improve the Education of Students with Disabilities in Kenya
Inequality towards individuals with disabilities arises from the family, community
and society at large (United Disabled Persons of Kenya, 2003). People with disabilities
have been denied justice through the lack of (a) interpreters in courts of law, (b) access to
social amenities such as wheelchairs, specially designed bathrooms, hearing aids, and (c)
10
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accessibility to buildings and transportation. Furthermore, they have been discriminated
against in education and educational opportunities (United Disabled Persons of Kenya,
2003). They have little or no access to education, health, employment and rehabilitation
(Oriedo, 2003). However, some deliberate efforts have been made to address the
situation, and they include;


Developing a special education curriculum in 1977



Initiation in 1984, of the educational assessment of individuals with disabilities by
the Ministry of Education with the support of the Danish International
Development Association



In 1986, the Kenya Institute of Special Education was founded with an aim of
training special needs education teachers



Setting up integration programs to assist children with special education needs.
These programs are located in the regular schools.



In 2009, the government developed the National Special Needs Education Policy
Framework.

It must be noted, however, that despite these efforts, the lack of adequate funding still
prevents the participation of many children with disabilities in these programs and
services (Gichuru, 1999).
Attitudes towards People with Disabilities in the African Context
African beliefs, cultures and traditions greatly hamper the provision of services
for individuals with disabilities (Ihunnah, 1984). Superstitions that view disability as a
curse from the gods are among the factors that contribute to the general apathy and
11
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disregard of children with special educational needs in Africa (Abosi, 2003). Ihunnah
(2003) summarized the beliefs on the etiology of disabilities as:
……. a curse from the gods, breaking laws and family sins, offenses against the
gods, witches and wizards, adultery, misfortune, ancestors, god’s representatives,
misdeed in a previous life, illegal or unapproved marriage, shows the
omnipotence of god, evil spirit, killing certain forbidden animals, a warning from
god, and fighting elders during harvest and planting seasons (pp. 35-36).
Attitudes toward individuals with disabilities in Kenya (like the rest of the
continent) are generally negative (Muchiri & Robertson, 2000; Mutua & Dimitrov, 2001;
Oriedo, 2003). Individuals with disabilities have traditionally been viewed as helpless
and hopeless (Kiarie, 2004). A good majority of people in Kenya believe that disability is
retribution of past deeds by the ancestors (UDPK, 2003). Consequently, parents of
children with disabilities tend to be ashamed of such a child (UNESCO, 1994). Children
with disabilities are hidden from the rest of the society (Abosi, 2003). Children with
mental retardation and deafness are more visible in the community settings than those
with physical impairments, although they may not be more prevalent than other
categories of disabilities, perhaps because of communication difficulties within these
populations (UNESCO, 1994).
Inclusive Education in Kenya
Inclusive education is concerned with removing all barriers to learning, and with
the participation of all learners vulnerable to exclusion and marginalization. It is a
strategic approach designed to facilitate learning success for children. It addresses the
12
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common goals of decreasing exclusion from the human right to education and enhancing
access, participation and learning success in quality basic education for all (UNESCO,
1994). According to Kilonzo (2008), the Kenyan government has developed inclusive
policies that are generating a change in practice in terms of budgetary allocation, staff
training and better assessment and placement of children with disabilities. The Special
Needs Education Section (SNES) of the Ministry of Education, Science and Technology
developed a policy in 2008 to harmonize education service provision for learners with
special educational needs.
The concept of inclusive education gained a lot of international recognition when
the United Nations promoted the idea of “Education for All at the World Conference in
Thailand in 1990 (Kuyini & Desai, 2007). Another significant process in the drive for
inclusive education was the Salamanca Statement of 1994, which challenged nations,
schools and educators to provide effective education for all learners including those with
significant special educational needs. The international community confirmed its pledge
during the Dakar (Senegal) convention of 1994 to achieve Education for All in 2015
(UNESCO 2010). The inclusion of children with special educational needs was recently
adopted as the national educational policy in Kenya. The intention of this policy is to
increase the quality of education and equity for all students as outlined in the Salamanca
Statement. Much of the research on inclusion indicates that the attitudes of the teachers
towards special needs children are key components for successful inclusion (Cook, 2002;
Van Reusen, Shoho, & Barker, 2000).

13
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Most educationists are now talking about what has become known as an inclusive
educational approach, yet there is a big disparity in how this is being interpreted in
different regions. In Kenya, the terms integrated education and inclusion are both used as
an indicator of inclusive practice. Although these tend to be used synonymously in the
local context, they really carry quite different connotations in the international arena.
Integrated education usually refers to changing the child to fit the system (Loreman,
Forlin, & Umesh, 2007). A truly inclusive educational system is a flexible system that
acknowledges that all children are different, that all children can learn, and that they can
do so in the same classroom. Most important, inclusion changes the system to fit the child
and provides for diverse learners, rather than trying to get the child to fit into the system
(Loreman, Forlin, & Umesh, 2007). The system is open and flexible and caters to the
needs of all children. Inclusive education is high quality, age appropriate education for
all. Inclusive education should be embedded within a school’s structure and its
curriculum and not seen as an additional activity that is, or is not, included in a school
community (Avramidis & Norwich, 2002).
Theoretical Framework
Introduction
On the assumption that the successful implementation of any inclusive policy is
largely dependent on educators being positive about it, a great deal of research has sought
to examine teachers’ attitudes towards the integration and, more recently, the inclusion of
children with special educational needs in the mainstream school (Avramidis & Norwich,
2002). This research will focus on exploring a host of factors that might impact upon
14
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teacher acceptance of the inclusion principle. Teachers in general education are expected
to cope with students with diverse needs. They might not always be ready or sufficiently
supported to meet these challenges. This study aims at identifying, child, teacher and
environmental barriers to inclusion. It will address the importance of teacher’s attitudes
and perceptions as the human environment factors that may facilitate inclusion of
children with disability, and teachers’ major concerns about environmental
accommodations that inclusion implies. The study will address how teachers’ attitudes
and perceptions towards inclusion of children with disabilities are affected by the
teachers’ personal characteristics and are related to the accommodations they deem
necessary for admission of such children to their classrooms.
Positioning Theory
The theoretical framework for the study is positioning theory (Harre & van
Langenhove, 1999). Positioning theory is defined as “the study of local moral orders as
ever shifting patterns of mutual and contestable rights and obligations of speaking and
acting” (Harre & van Langenhove, 1999, p.27). Positioning is a metaphorical term
originally introduced to analyze interpersonal encounters from a discursive viewpoint
(Hollway, 1984). The concept of positioning allows researchers to make sense of the
dynamics of evolving social interactions: how people position themselves and how they
are positioned by others within a specific context.
This theoretical framework will help in understanding the attitudes, perceptions
and concerns of general and special education teachers regarding the demands of
inclusion in Kisumu district in Kenya. Positioning theory is a conceptual framework used
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to interpret classroom dynamics. Specifically, the theoretical framework will focus on :
(a) how the policy “positions” the general education and special education teachers
relative to inclusive practices; (b) how general and special education teachers “position”
themselves in response to new policies reflective of demands for inclusive policies; and
(c) how general education teachers position students in need of special education
services.
Two relevant perspectives on positioning are important to the study. One mode of
positioning is intentional positioning. Davies and Harre (1990) refer to this as “reflexive
positioning in which one positions himself. They claim that individuals view the world
from a certain position: That is self-positioning guides the way in which they act and
think about their roles, assignments and duties in a given context. From the
constructionist point of view, individual’s self-positioning is manifested in various
discursive practices such as taking responsibility for their actions. The discursive
practices of positioning make possible a way of expressing one’s stance: “by indexing
one’s statements with the point of view one has on its relevant world” (Harre & van
Langenhove, 1999, p.31). Teachers’ stated beliefs on their relevant world help to explain
how they position themselves in the school and in the classroom. Some teachers, for
example, might position themselves as “inclusive teachers” and others might position
themselves as content teachers focusing on general education /nondisabled students only.
Whatever the positions that teachers take, that positioning directs and motivates them in
the way they interact with students in the classroom.
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The second mode of positioning is interactive positioning “in which what one
person says positions another” (Davies & Harre, 1990, p.47). Unlike reflexive
positioning, which does not offer details as to how and why the same person positions
himself differently in different situations, interactive positioning fills the gap with the
idea that the phenomena occur in relation to others. In this circumstance, positioning
people in particular ways limits or extends what those people can say or do (Adams &
Harre, 2001) and inhibits or provides choice of speaking forms, actions and thoughts
(Harre & van Langenhove, 1999). For example, if individuals are positioned as
“incompetent in a certain field or endeavor they will not be accorded the right to
contribute to discussions in that field” (Harre & van Langenhove, 1999, p.49).
These characteristics of interactive positioning can be used to understand
teachers’ positioning of special needs students in their classrooms. Teachers can
intentionally or unintentionally position the students in more positive or more negative
ways through their teaching ways (Yoon, 2008). Teachers might position special needs
students without realizing that they may be limiting the student’s opportunities to develop
a positive sense of themselves as learners. If there are strong attitudes within a school
regarding inclusion, teachers are more likely to re-arrange their beliefs to fall in line with
the prevailing attitudes of other teachers (Dupoux, Wolman & Estrada, 2005). Eiser
(1994) explained that attitudes are the product of the self and the environment. Since
school climate creates an environment that plays a large role in teachers’ attitudes, it is
important to understand the formal forces that shape institutions, and the ways in which
this culture or climate furthers or hinders positive attitudes towards inclusion.
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General Purpose of Study 1 and Study 2
The purpose of these studies was twofold. First, the studies were designed to
inform the relevant stakeholders (national policy makers, Ministry of Education, nongovernmental organizations, parents and teachers) on some of the factors influencing the
successful implementation of the inclusion policy. Second, the studies were designed to
add to the existing knowledge base regarding the provision of special needs education in
Kenyan regular education schools. Specifically, the purpose of the study is to examine
the attitudes, perceptions and concerns of teachers towards inclusion of students with
disabilities in the general education classrooms in Kisumu district of Kenya. The study
investigated how teachers’ attitudes and perceptions towards inclusion of students with
disability are affected by the teachers’ personal characteristics, concerns and beliefs.
The concept of inclusive education is relatively new to many practicing teachers
in Kenya. The relevance of the study is based on the assumption that Kisumu District and
teacher training institutions will utilize the information to design effective teacher
training programs that are pertinent to the needs of special education students. Further
still, such information can be presented to school boards and non- governmental
organizations for funding purposes and the planning of effective in-service training for
teachers.
Introduction to the Studies
This study was designed to examine the attitudes, perceptions and concerns of the
Kenyan teachers toward the inclusion of children with disabilities in the general
education classrooms. This Mixed Methods Study consists of two studies namely Study 1
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and Study 2. Study 1 has two phases namely Phase1 (quantitative phase) and Phase 2
(qualitative phase). Study 2 consists of 3 quantitative research questions.
Study 1
The Purpose of Study 1 (mixed methods)
The purpose of this concurrent mixed methods design study is to better
understand the research problem by converging both quantitative and qualitative data. In
this study, a survey was used to measure the relationship between the teachers’ concerns
about successful inclusion of students with disabilities (dependent variable) and the
teachers’ varying levels of experience with inclusion of students with disabilities
(independent variable). At the same time, the teachers’ concerns were explored using
focus group interviews with the participants during two focus group interview sessions.
Research Questions for Study 1 (mixed methods)
The specific research questions for study 1 are:
S1.Q1. What is the nature of the concerns that teachers have towards the inclusion
of children with disabilities in the general education classrooms?
S1.Q2. What is the relationship between teachers’ concerns and their experience
with inclusion of children with disabilities?
S1.Q3. What are the teachers’ perceptions of their concerns towards successful
inclusion of

children with disabilities in their classrooms?

S1.Q4. To what extent do the quantitative and qualitative data converge or
confirm each other?
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Study 2
The Purpose of Study 2 (Quantitative)
The purpose of this quantitative survey study was to determine the relationship
between the teachers’ years of experience with inclusion and the amount of contact time
with children with disabilities (independent variables) and the teachers’ attitudes and
perceptions (dependent variables) toward including children with disabilities in the
general education classrooms.
Research Questions for Study 2 (Quantitative)
The research questions for Study 2 are:
S2.Q1. Do the teachers’ years of experience with inclusion predict their attitude
towards inclusion of children with disabilities in the general education classrooms?
S2.Q2. Do the teachers’ experience with inclusion and amount of contact time
with children with disabilities predict their perceptions about inclusion of children with
disabilities?
S2.Q3. Which type of disabilities are teachers least comfortable and most
comfortable working including in their general education classrooms?
Significance of the Study
This study will serve to create awareness among policy makers, practitioners and
other stakeholders of the specific challenges that teachers face in the inclusive classrooms
in the aftermath of the implementation of inclusive education in Kenyan schools.
Secondly, it is expected that the findings and suggestions of this study will be important
in designing teacher preparation and development programs. In this sense, it is expected
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that the findings will address the teachers’ needs and concerns regarding the
implementation and development of inclusive education in the Kenyan schools. Lastly,
the study will be important in adding to the body of knowledge regarding inclusive
education.
The inclusive philosophy and related practices is a relatively new concept in the
Kenyan system of education. Given the Ministry of Education’s current stated directive
that children with special needs education should be included in the regular education
system, the Kenyan teachers will likely face diverse classrooms that many have not
experienced during their teacher training programs. In Kenya education has traditionally
been organized on a two-tier basis; the first is the special schools for children with
disabilities such as deafness, blindness and mental retardation; and the second is the
regular school system (Republic of Kenya, 2009). The system of segregation dates back
to the early post-independence era. Today, it is the policy of the government to have
students with disabilities learning in the regular schools with their nondisabled peers.
With the rapid development of inclusive programs in Kenya, and other parts of
the world, the changes in beliefs, knowledge, attitudes and perceptions of key personnel
may directly affect how and whether the national and local policy goals toward inclusion
are implemented. Therefore this study is designed to examine the attitudes, perceptions
and concerns of teachers towards inclusive education.
While policy and legislation may enforce equality of access to educational
opportunities for all, it is more problematic to ensure attitudes of acceptance and
tolerance among teachers. Research has shown that one of the most important predictors
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of successful inclusion of pupils with disabilities into the regular education classrooms is
the attitude of teachers (Scruggs and Mastropieri, 1996). Avramidis, Bayliss, and Burden
(2000) cite the attitude of teachers towards pupils with special educational needs as a key
factor in determining the success or failure of inclusive education. A positive attitude
towards inclusion must be considered a necessary prerequisite to the successful
implementation of inclusion policies. This study is therefore important to those
developing countries trying to implement inclusive policies into their regular education
systems.
Following the introduction of Universal Primary Education in Kenya in 2003
(UPE), an increasing number of students with disabilities are being included in the
general education classrooms. It is likely that, with recent policy changes that support
inclusion and increasing pressure from advocates of inclusion, the trend toward including
students with disabilities in the general education classroom will continue. This study
provides valuable information that can guide policy.
The role of teachers is crucial for the progress of inclusive education in Kenya. In
view of this, the attitude and perceptions of the teachers towards inclusion is critical to its
implementation and success. This study therefore explores the attitude and perceptions
of teachers in Kisumu District of Kenya.
Delimitations and Limitations.
There were some limitations in this study that should be considered when
interpreting the results of this study. The following section reports the limitations for this
study and the steps this researcher took to minimize threats to validity.
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Delimitations of the Study.
1. The study was confined only to one large school district that has five
administrative divisions in it (Kenya has a total of 47 districts). The number of
administrative divisions in each district depends on the size and the demography.
2. The sample of this study was confined to general and special education teachers
selected from 10 primary schools in the district (convenience sample). A primary school
has grades 1-8.
Limitations of the Study
This study only investigated a limited number of variables related to
attitudes, perceptions and concerns of teachers regarding the inclusion of students with
disabilities into their classrooms. There are undoubtedly other variables that should be
considered when analyzing such attitudes, perceptions and concerns.
The findings were largely based on self-reports by the teachers; there will
always be some doubt as to whether the teachers’ responses reflect their true attitudes,
perceptions and concerns regarding the inclusion of students with disabilities in the
general education settings. The study relied on self-reported questionnaires and focus
group interviews rather than observations of teachers’ classroom behavior. Hence
socially desirable answers/responses could easily be given. Teachers may endorse the
general philosophy of inclusive education, but this does not obviously mean they are
willing to make specific adaptations for pupils with special needs. It seems reasonable
that observations are necessary to establish if teachers’ beliefs, feelings and behavioral
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intentions correspond with their actual behavior towards children with disabilities in their
classrooms.
Another limitation concerns the relatively small sample of participants from one
district in Kenya. Those teachers who participated may have different attitudes,
perceptions and concerns towards inclusion than those who elected not to do so, and it is
conceivable that those who participated were more positively inclined toward inclusion
than those who did not.
The findings of this study represent a snapshot in time. Because inclusive
education and how it is implemented at each school is constantly evolving, today’s results
are not necessarily indicative of where a school will be in the future. Another important
point to consider is that inclusion is new to the Kenyan regular education system and to
the Kenyan teachers.
This study used a convenience sample of participants from one single school
district, and this could have had the effect of reducing the potential for making
generalizations of the findings.
Definition of Terms
The list below contains the operational definition of key terms that will be used
throughout the study.
Inclusion: The term inclusion refers to a restructuring of mainstream schooling to
accommodate every child irrespective of ability or disability. For purposes of this study,
full inclusion is defined as “the belief that instructional practices and technological
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supports are presently available to accommodate all students in the schools and
classrooms they would otherwise attend if not disabled” (Avramidis & Norwich, 2002).
Attitude: Chambers and Forlin (2010) define attitude as a learned, evaluative
response about an object or an issue or a cumulative result of personal beliefs. Forlin adds
that beliefs influence pre-service teacher attitudes to inclusive education that in turn
influence their intentions and behaviors. Attitudes are formed by experience as well as by
implicit learning and may reflect an individual’s personality (Zimbardo & Lieppe, 1991).
This study has also used the broad definition of Gall, Borg, and Gall (1996): “an attitude
is an individual’s viewpoint or disposition towards a particular object” (a person, a thing,
an idea, etc.) (p.273). Formation and modification of teacher attitudes are important for
the success of inclusive education.
Perceptions: For the purposes of this study, perception refers to the individual
internal interpretation of the information gathered from personal experience within their
immediate environment. One forms conclusions about, and reacts to, those around them
based upon their perceptions of the situations at hand. This depends upon how people
actually see and interpret the world around them. This subjective reality includes the
individual’s perceptions, thoughts, feeling, values, beliefs, convictions and conclusion.
Behavior is understood from the vantage point of this subjective perspective (Corey,
2001).
Students with disabilities: The definition from IDEA states that students with a
disability are those having “mental retardation, hearing impairments including deafness,
speech or language impairments, visual impairments including blindness, serious
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emotional disturbance, orthopedic impairments, autism, traumatic brain injury, other
health impairments, specific learning disabilities, deafblindness, or multiple disabilities
and who because of those impairments need special education and related services”
[Individuals with Disabilities Education Improvement Act of 2004 --20 U.S.C.
1401(a)(1)].
Special Needs Students (SNE): In the Kenyan context special needs students
include those with albinism, are orphaned, are abused, are living in the streets, are
heading households, are of nomadic/pastoral communities and are internally displaced
(Republic of Kenya: Ministry of Education, 2009). These are in addition to the
disabilities identified under the IDEA.
Least Restrictive Environment: Least Restrictive Environment (LRE) is defined
by IDEA as that “to the maximum extent appropriate, children with disabilities, including
children in public or private institutions or other care facilities, are educated with children
who are nondisabled; and that special classes, separate schooling or other removal of
children with disabilities from the regular educational environment occurs only if the
nature or severity of the disability is such that education in the regular classes with the
use of supplemental aids and services cannot be achieved satisfactorily (20 U.S.C. 1412
(5) (B) ). The Republic of Kenya (2009) through the Special Needs Education Policy
Framework (2009) emphasis the need to have children with disabilities getting their
education in the least restrictive environment.
Regular or General Education: This refers to a set of educational experiences
that a child would receive in a school or school district were that child to enter school at
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kindergarten or first grade level, and proceed through school without being labeled
“handicapped” or in need of special services (Lilly, 1988).
Integration: This is a process through which learners with and or without special
needs are taught together to the maximum extent possible in a least restrictive
environment. The child is expected to adapt to the environment (Republic of Kenya:
Ministry of Education Science and Technology, 2009).
Special Schools: These are schools set aside to offer education to children with
special needs in education, based on their respective disability. (Republic of Kenya:
Ministry of Education, Science and Technology, 2009).
Regular Schools: These are institutions referred to as mainstream schools and
normally admit learners who are not disabled. (Republic of Kenya: Ministry of
Education, Science, and Technology, 2009).
Chapter Summary
This chapter has provided the background and rationale for this study. The
chapter has also highlighted the research questions, described the research participants
and the theoretical framework that this mixed methods study is based on. The general
purpose of this study was to examine the attitudes, perceptions and concerns of teachers
towards the inclusion of children with disabilities in regular education classrooms. The
review examined what attitudes and perceptions teachers hold towards inclusive
education, and what variables are related to their attitudes and perceptions. The review
also included the concerns teachers have towards inclusion of children with disabilities in
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regular education classrooms. In the next chapter, a detailed review of the literature that
has been used to design the study is given.
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CHAPTER II
LITERATURE REVIEW
Introduction
The purpose of this chapter is to review literature regarding teacher’s attitudes
perceptions and concerns towards teaching children with disabilities in the general
education classrooms. This review highlights research that addresses the following areas
(a) teachers level of formal training to teach children with disabilities in inclusive
settings, (b) the teachers’ beliefs about successful inclusion of students with disabilities in
the general education classrooms, (c) teacher’s perceptions of administrative support as
they practice inclusion, (d) variables associated with teacher attitudes and what issues do
teachers feel should be addressed so that they can be effective teachers in inclusive
settings.
The concept of inclusive education gained significant international recognition
when the United Nations (UN) promoted the idea of “Education for All” at the World
Conference in Thailand in 1990 (Kuyini & Desai, 2007). Another significant step was the
Salamanca Statement of 1994 which challenged nations, schools and educators to provide
effective education to all learners including those with significant special education
needs. The international community confirmed their pledge during the Dakar Convention
(Senegal) of 1994 with a focus of achieving education for all by 2015 (UNESCO 1995).
More recently, the UN General Assembly adopted and ratified the International
Convention on the Rights of Persons with Disabilities, which states in Article 24, which
state parties should ensure that people with disabilities are not excluded from the general
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education systems on the basis of the disability. It is therefore important to examine the
attitudes and perceptions of key professionals who are mostly involved in the process
(United Nations Organization, 2006).
Research on inclusive education has focused on school improvement in terms of
whole school response as well as teaching strategies that include all learners (Ainscow,
1999). In the early 1980’s UNESCO carried out a survey on teacher education in 14
countries involving all world regions (UNESCO, 1995). The findings showed that regular
classroom teachers were willing to take on the responsibility for special needs children,
but were not confident whether they had the skills to carry out the task. Most teachers felt
they needed training in the special needs field. These findings suggested the need for inservice training for regular classroom teachers, through teacher trainers. UNESCO,
therefore, set up a project, led by Professor Mel Ainscow, to develop materials and
teaching strategies that would meet the needs of teachers in inclusive schools. As a result
of this, regional workshops were held for Africa, (Nairobi, Kenya), Asia (Beijing, China),
Middle East (Amman, Jordan), Europe (Romania), Latin America (Chile) and North
America (Canada). Resource teams were set up for preparing training materials that had
to be culturally relevant. Between 1988 and 1993, the project teams met, prepared
materials and ran workshops. The outcome of this effort has been the current widely
distributed materials, Including the Special Needs in the Classroom: Teachers Resource
Pack (UNESCO, 1995) and Special Needs Classroom: A Teacher Guide (Ainscow,
2004). These materials have been highly beneficial in improving school practice, giving
skills and confidence to regular classroom teachers.
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The success of these materials and various experiments carried out on inclusive
schooling in different parts of the world led UNESCO to convene, with the assistance of
the government of Spain, the 1994 World Conference in Salamanca, Spain. The delegates
deliberated on the elimination of exclusive practices for children and young people with
special needs arising from social, economic, psychological and physical conditions. At
the end of the conference, the Salamanca Statement and Framework for Action was
unanimously adopted by acclamation (UNESCO, 1994).
In the United States the passing of P.L. 94-142 in 1975 was a major step in the
provision of education to children with disabilities. It mandates that all children,
regardless of disability, have the right to free, appropriate education in the least restrictive
environment (LRE), with age appropriate peers, to the maximum appropriate. In 1990,
P.L. 94-142 became known as the Individuals with Disabilities education Act (IDEA). It
focuses on the requirement that students with disabilities be provided a “free and
appropriate education” (20 U.S.C 1401), in the “least restrictive environment” possible
for every student. This part of the law became known as the Least Restrictive
Environment (LRE) requirement. This requirement was later strengthened and
reauthorized in 1997 and more recently in 2004 by highlighting the importance of
involvement and progress in the general curriculum.
Inclusion is commonly defined as serving students with a full range of abilities
and disabilities in the general education classroom with appropriate in-class support
(LoVette, 1996; Roach, 1995; Salend, 1999). There has been a lot of research done on
teachers concerns about inclusion and about the supports that teachers feel are necessary
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in the inclusive classroom (Daniel & King, 1997; Lipsky & Gartner, 1998; Lupart, 1998).
Hammond and Ingalls (2003) showed that there were several variables that affected the
inclusive classroom.
Overview of Studies on Inclusion
Numerous studies and research summarizing the attitudes of teachers towards the
inclusion of children with disabilities in the regular education classrooms have been
reported. Most important, a majority of these studies have reported a positive correlation
between the type of attitude and the success of the inclusion program implemented by
schools. Teachers are more inclined to have a positive attitude regarding inclusion with
an increased level of special education training, knowledge and experience in working
with children with disabilities. Van Reusen et al. (2000) stated that “the amount of special
education training or experience in working with students with disabilities appeared to be
a contributing factor that related to whether teachers in the sample reported positive or
negative attitudes toward the inclusion of students with disabilities within their
classrooms”.(p.5). Van Reusen et al. (2000). Several experts have noted that critical
components for successful inclusion are teacher attitudes both towards the principle of
inclusion and students with disabilities (Avramidis et al., 2000; Forlin et.al., 1996).
Existing research reveals that several teacher variables are related to their attitudes
towards inclusion. There have been recent studies regarding teachers’ attitudes towards
inclusion. A study by Vaughn, Schumm, and Sinagub (1996) examined general and
special education teacher’s perceptions of inclusion through the use of focus group
interviews. The majority of these teachers, who were not currently participating in
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inclusive programs, had strong, negative feelings about inclusion and felt that decision
makers were out of touch with classroom realities. The teachers identified several factors
that would affect the success of inclusion, including class size, inadequate resources, the
extent to which all students would benefit from inclusion and lack of adequate teacher
preparation (Avramidis & Norwich, 2002).
However, in studies where teachers had active experience of inclusion,
contradictory findings were reported. Villa, Thousand, Meyers, and Nevin (1996) found
results that were supportive of the inclusion of students with special educational needs in
the regular classroom. The researchers noted that teacher commitment often emerges at
the end of the implementation cycle, after the teachers have gained mastery of the
professional expertise needed to implement inclusive programs. Similar findings were
reported by LeRoy and Simpson (1996) who looked at the impact of inclusion over a
three year period of time. Their study showed that as teachers’ experience with children
with special educational needs increased, their confidence to teach these children also
increased. Whereas the above cited studies were carried out in the USA, similar findings
have been reported from studies carried out in the United Kingdom (Avramidis et al.,
2000). They have provided evidence which seems to indicate that teachers’ negative or
neutral attitudes at the beginning of an innovation such as inclusive education may
change over time as a function of experience and the expertise that develops through the
process of implementation.
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Teachers’ Attitudes
According to Oskamp (1991) the concept of attitude is probably the most
distinctive and indispensable concept in social psychology. In the Dictionary of
Psychology, Corsini (1991) gave a definition of attitude as a learned and stable
predisposition to react to a given situation, person or other set of cues in a consistent way.
Therefore, attitudes guide and influence people’s behaviors in their daily lives
(Parasuram, 2006). Since it is believed that teachers and their attitudes toward inclusion
are very important variables in the implementation of successful inclusive practices
(Avramidis & Norwich, 2002; Larrivee & Cook, 1979; Parasuram, 2006), a lot of
research has been conducted on teachers’ perceptions of and attitudes towards inclusive
education and their beliefs about their ability to teach children with disabilities in regular
education classrooms. Effective inclusion teachers hold positive attitudes regarding
inclusion, including a willingness to teach children with disabilities and take
responsibility for their learning (Titone, 2005). Parents confirm that “condescending or
negative attitudes” (Pivik, McComas, & Laflamme, 2002, p. 103) toward students with
disabilities are hurtful, an obviously detrimental condition to establishing and
maintaining a successful inclusion program. Whether teachers enter their teacher
preparation program with these attitudes already formed and intact, or whether they
acquire them during their programs of study (Trent & Dixon, 2004), it is important that
teachers hold attitudes and beliefs supportive of inclusive instructional models.
Studies investigating the attitudes of inclusive teachers point to the necessity of a
positive attitude toward inclusion and toward children with disabilities (Ross-Hill, 2009).
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Traditionally, regular education teachers have been apprehensive towards inclusive
practices, either because of their inability to accommodate children with special needs in
their classrooms, because they feel inadequate, or because they simply do not favor
inclusive practices in general (Ross-Hill, 2009). Because the significance of attitude
should not be underestimated, favorable attitudes toward inclusion, despite the challenges
associated with the practice, are necessary. Attitudes are important insofar as they predict
behavior. According to Berry (2010), “a teacher who believes that inclusion is unfair to
typically achieving students may act in subtle (or not so subtle) ways that negatively
affect students with disabilities in that classroom. It may be that the presence or absence
of positive attitudes and a sense of commitment to principles of inclusion can tip teachers
toward making or avoiding efforts to effectively teach students with disabilities” (p.76).
Teachers who have favorable attitudes toward inclusion generally believe that students
with disabilities belong in general education classrooms, that they can learn there, and
that the teachers have confidence in their abilities to teach students with disabilities
(Berry, 2010).
Johnson and Howell (2009) suggest that attitudes may be seen to have three
related components: cognitive (i.e. the idea or assumptions upon which the attitude is
based), affective (i.e. the feelings about the issue), and behavioral (i.e. the predisposition
toward an action that corresponds with the assumption or belief). Attitudes toward
disabilities reflect beliefs about people with disabilities and as such guide behavior
towards individuals with disabilities (Roberts & Smith, 1999).
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Teachers’ attitudes are a prerequisite of successful inclusion (Cook, Semmel &
Gerber,1999; Larrivee & Cook, 1979); that is, the cooperation and commitment of those
directly involved in implementing inclusive policies are essential (Avramidis et al.,
2000). Research has shown that one of the most important predictors of successful
inclusion of pupils with disabilities into general education classrooms is the attitude of
teachers (Bacon & Schultz, 1991; Coates, 1989; Semmel, Abernathy, Butera, & Lesar,
1991). Studies by Wilczenski (1992), Barton (1992), Scruggs and Mastropieri (1996),
Avramidis et al. (2000), and Vaughn et al. (1996) cite the attitudes of teachers towards
pupils with special educational needs as a major factor in determining the success or
failure of inclusive education. As it is the teacher who will implement and ultimately
make the difference to any educational change (Hargreaves, 1993), then a positive
attitude towards inclusion is considered a necessary prerequisite to the successful
implementation of inclusion policies in the classroom.
Meijer (2003) has emphasized the need for positive teacher attitudes and for
teachers to create a sense of belonging to support effective inclusive practices. Cook
(2002) and Silverman (2007) have pointed out that teachers’ attitudes and beliefs directly
affect their behavior with students and so have a great influence on classroom climate and
student outcomes.
Research, however, is divided on how to promote positive attitudes among
teachers towards inclusion. Some research studies suggest that teachers with more
experience teaching students with disabilities in their classrooms show more positive
attitudes towards inclusion (Bender, Vial, & Scott, 1995; LeRoy & Simpson, 1996;
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Leyser, Kapperman, & Keller, 1994). Shoho, Katims, and Wilks (1997) have suggested
that increased knowledge and experience about inclusive practices may also promote
positive attitudes. Conversely, however, research has also reported that teacher trainees
often showed more willingness to accept students with special educational needs than
their more experienced counterparts (Forlin et al., 1996). In their study on attitudes of
pre-service teachers towards students with disabilities, Alghazo and Naggar Gaad (2004)
found generally negative attitudes and did not show that increased contact with persons
with disabilities affected attitudes positively. However, those students who had first taken
courses relating to educational approaches to individual differences showed more positive
attitudes to inclusion than those who had not. Studies of both pre-service and in-service
teacher attitudes towards inclusion of pupils with special educational needs in inclusive
classrooms have shown that attitudes were greatly influenced by the amount of education
and academic training/preparation they received (Avramidis et al., 2000 ; Wilczenski,
1992), concluding that improving and increasing training provision at the pre service
level of teacher preparation would be the most effective method of promoting positive
attitudes towards inclusion. Ernest and Rogers (2009) reported in their study that teachers
who have taken at least one special education course and those with several in-services
about inclusion feel positively about it in comparison to teachers with no relevant course
work or in-services.
Research on teacher attitudes towards inclusion undertaken by Center and Ward
(1987) suggested that attitudes towards inclusion were strongly influenced by the nature
of the disabilities and/or educational problems being presented and to a lesser extent, by
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the professional background of the teachers. Bowman (1986) in her 14 nation UNESCO
study reported varied differences in teacher opinions regarding inclusion. Teachers were
found to favor different types of children for inclusion into the general education classes.
Although teacher responses varied in terms of the development of educational systems in
general and special education in particular, there was a general hierarchy of conditions
that were more common regarding successful inclusion. Severe mental disabilities and
multiple disabilities were all considered least favorably. Overall about a quarter of
teachers felt those children with sensory impairments could be taught in inclusion
classrooms.
Importance of Teachers’ Perceptions of Inclusive Education
It is important to examine the perceptions of teachers toward the inclusion of
students with disabilities into regular education classrooms as their perceptions may
influence their behavior toward and acceptance of such students (Van Reusen et al.
2000). Horne (1983) and Van Reusen et al. (2000) have asserted in their studies that the
success of an inclusionary program may be at risk if regular classroom teachers hold
negative perceptions toward the inclusion of students with disabilities in their classrooms.
Negative perceptions of inclusive education may become obstacles, as general education
teachers attempt to include students with disabilities in their classrooms (Avramidis et al.,
2000).
The following section presents an overview of the literature regarding the
variables that may influence a teachers’ attitude and perceptions toward the inclusion of
students with disabilities into the general education classrooms.
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Type and severity of the disability.
Several studies have found a strong relationship between teachers’ attitudes and
pupils’ type of disability. Glaubman and Lifshitz (2001) found that teachers differentiated
their attitudes according to type of disability. In their study, the teachers showed greatest
willingness to include those students with physical disabilities or sensory impairments.
Teachers’ attitudes towards the inclusion of students with disabilities into general
education classrooms appear to be influenced by the type and degree of the disability of
the student. Previous research has found that teacher’s attitudes are influenced by the
nature and severity of the disability (Scruggs & Mastropieri, 1996)). The researchers
found that students with other types of disabilities (for example mental,
emotional/behavioral) should be excluded. Teachers were more accepting of students
with physical disabilities than those with cognitive, emotional and behavioral problems.
Scruggs and Mastropieri (1996) in a review of several studies on teachers’
perceptions towards inclusion, they found that the majority of the teachers (71%)
supported the inclusion of students with specific learning difficulties in regular
classroom, whereas only 23% of the teachers supported the inclusion of students with
educable learning disabilities. Scruggs and Mastropieri’s meta-analysis in the 28 studies
that they reviewed believed that inclusion should proceed according to disabling
conditions. In a study comparing teachers’ attitudes toward integration of students with
disabilities in Haiti and the United States, Dupoux et al. (2005) found that teachers varied
in accepting students with different types of disabilities. Teachers in both countries
seemed to have created a hierarchy of accommodations to severity of the disability.
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Ward, Center, and Bochner (1994) assessed teacher attitudes towards inclusion of
children with special educational needs whose disabling conditions or educational
difficulties were defined behaviorally rather than categorically. Teachers were unanimous
in their rejection of the inclusion of children with severe disabilities (regarded as being
too challenging a group and, at the time of the study, were being educated in special
schools). This group consisted of those with profound visual and hearing impairments
and moderate intellectual disability. Children with profound sensory disabilities and low
cognitive ability (mentally retarded) were considered to have a relatively poor chance of
being successfully included. In the Clough and Lindsay study (1991), the majority of
teachers surveyed ranked the needs of children with emotional and behavioral difficulties
as being more difficult to meet, followed by children with learning difficulties. Third in
the ranking were children with visual impairments, and fourth were children with a
hearing impairment.
In their review of the inclusion literature published from 1984- 2000, Avramidis
and Norwich (2002) found that teachers attitudes towards inclusion were influenced by
the type and severity of the child’s disability and by the teachers’ access to instructional
supports. More positive attitudes were related to the inclusion of children who had less
severe disabilities or with physical or sensory impairments. More positive attitudes were
also related to teachers having greater access to supports, including teaching materials
and other educationally relevant resources.
Alghazo and Naggar Gaad (2004) found that teachers were most positive towards
children with physical disabilities, those with specific learning difficulties and those with
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visual impairments. In the same study, they found that teachers were the most negative
about the inclusion of pupils with mental disabilities, behavioral difficulties and hearing
impairments. The same results were found by Glaubman and Lifshitz (2001) who
concluded that teachers differentiated their attitudes according to type of disability. In
their study, the teachers showed the greatest willingness for the inclusion of children with
physical disabilities or sensory disabilities. Teachers’ attitudes were most negative
towards the inclusion of children with learning disabilities, emotional problems, and
mental retardation.
Prior contact with students with disabilities.
Positive attitudes and confidence in the ability to teach in an inclusive classroom
can be seen as a learned process that is strongly influenced by the amount and kind of
contact teachers have with pupils with special needs education. Research also suggests
that teacher perceptions may be influenced by student characteristics such as disability
label (Soodak, Podell, & Lehman, 1998) and severity of the disability (Cook, 2001).
Leyser et al. (1994) found that overall teachers with much experience with disabled
persons had significantly positive attitudes toward inclusion than those with little or no
experience. Findings of many other studies done in the USA (Leyser & Lessen, 1985;
Stainback & Dedrick, 1983), Australia (Harvey, 1985; McDonald, Birnbrauer &
Swerissen, 1987) and the United Kingdom (Shimman, 1990) have also stressed the
importance of increased experience and social contact with students with disabilities.
These studies seem to suggest that contact with students with significant disabilities, if
carefully planned and supported result in more positive changes in teachers’ attitudes.
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These studies indicate that as experience of general education teachers with children with
special educational needs increases, their attitudes change in a positive direction (LeRoy
& Simpson, 1996).
In studies conducted by Avramidis et al. (2000), their survey found that teachers
with prior experience of inclusion held more positive attitudes towards it. Burke and
Sutherland (2004) found a statistically significant relationship between prior experience
and knowledge of students with disabilities and attitudes towards inclusion. Their study
showed that pre-service and practicing teachers with more experience and knowledge
held more positive attitudes towards inclusion.
However, it is important to note here that social contact alone does not necessarily
lead to positive attitudes. Dupoux et al. (2005) have suggested in their study that teaching
experience by itself may have a small effect in enhancing positive attitudes towards
inclusion. Stephens and Braun (1980), found that no significant correlation between
reported contact with students with significant disabilities and teachers’ attitudes towards
inclusion of these students into regular classrooms. Direct experiences of including
students with disabilities into the general education settings is an essential factor in
shaping teachers’ views toward inclusive settings (Avramidis et al., 2000).
Teachers’ experience with inclusive education.
In addition to prior contact with students with disabilities, teachers’ experience
with inclusive education also seems related to teachers’ attitudes. Research into teachers’
attitudes toward inclusion of children with disabilities has shown that they are influenced
by the teachers’ experience (Cook, 2002). Greater experience in inclusive educational
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contexts favors a more positive attitude toward the education of children with special
needs. Possession of previous experience as an inclusive teacher appears to positively
predispose teachers towards inclusive education (Avramidis et al. 2000). Avramidis and
Kalyva (2007) found a significant difference between schools that had much experience
and those with little or no experience with inclusive education. Direct experiences of
including children with disabilities into regular education settings appeared to be an
essential factor in shaping teachers’ views towards inclusive settings. Villa et al. (1996),
after surveying 680 teachers in general and special education classrooms in 32 schools in
the United States, found that including students with disabilities in the general education
classrooms results in more positive attitudes towards them by both teachers and
administrators. The teachers involved in an inclusive classroom expressed more positive
attitudes towards inclusion, a greater sense of self efficacy, and felt much more confident
in teaching and managing behavior than those teachers in a more traditional setting.
A great deal of research has indicated that teachers’ experience with inclusive
education is a factor that influences their attitude. Avramidis and Kalyva found a
significant difference between schools that had much experience with inclusion and those
with little or no experience with inclusive education. Loreman, Forlin, and Umesh (2007)
conclude that if pre-service teachers are to develop positive attitudes towards inclusion,
they need opportunities for direct interaction with people with disabilities, instruction on
policy and legislation related to inclusive education and opportunities to gain confidence
in practical teaching situations with students with disabilities.
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Teachers’ perceptions of administrative support.
As the leaders of their schools, principals must ensure adequate staffing is in
place, appropriate technology is available, and safety of both staff and students is
maintained (McLean 2008). Villa et al. (1996) found that administrative support and
collaboration were indicators of positive attitude among school staff toward inclusion,
thus making inclusion more successful. Guzman ( 1997), Ryan( 2006), and Praisner
(2003) considered the role of school head teachers to be significant in developing
inclusive education because they can promote inclusive practices in schools, foster new
meanings about diversity and build relationships between schools and community.
Inclusive minded administrators look to educate their entire school communities, promote
dialogue, adopt inclusive policy making, and incorporate whole school approaches and
cultures (Ryan, 2006).
Factors related to administrative support have been linked to teachers’ positive
attitudes toward inclusion (Kruger, Struzziero, & Vacca, 1995). In a study reported by
Horne & Timmons (2009), teachers with students with special needs in their classes
stated that the leadership of the school principal was necessary for inclusion of students.
Administrative support has been cited as a significant factor in determining teacher
attitudes towards inclusion, as the teacher feels reaffirmed if the school principal fosters a
positive learning environment for both teachers and students (Ford, 2007). Additionally
teachers believe that the principals need to accept ownership of all students and support
inclusive placements in their schools. Teachers believe that the support of the school
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principal and other school leaders are critical in order for them to implement inclusive
practices (Hammond & Ingalls, 2003).
A growing body of research has suggested that administrator’s attitudes towards
students with disabilities are especially critical for inclusion to succeed due to the
administrator’s leadership role in developing and operating educational programs in their
schools. Bang (1993) stated that building administrators’ support was positively related to
teachers’ use of instructional strategies that resulted in successful inclusion of students. In
a survey of educators’ attitudes toward inclusive education, Villa and Thousand (2005)
concluded that the degree of administrative support for the practice of inclusion was the
most powerful predictor of a general educator’s positive feeling towards inclusive
practices. A number of research studies have indicated a positive relationship between
administrative support and the success of inclusion (Cook et al., 1999; Fox & Ysseldyke,
1997). The types of administrative support ranged from creating a positive school climate
(Cook et al. 1999; Fox & Ysseldyke, 1997), to creating time for planning and
collaboration to occur and to providing professional development.
Training in special education or inclusive education.
Positive attitudes in schools can be fostered both through training in inclusive
education and constructive experiences with students with disabilities (Avramidis et al.,
2000; Subban & Umesh, 2006). Pre-service training period may be an appropriate time to
address teachers’ concerns and possibly modify attitudes towards teaching learners with
special needs. This is important because if teachers leave universities with negative
attitudes towards inclusive education and disability, then those attitudes may be difficult
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to change (Umesh, Forlin, & Loreman, 2007). The results of the studies investigating the
influence of special education training on teachers’ attitudes inclusion indicate that
training is an important factor in the formation of more positive teacher attitudes towards
inclusion (Avramidis & Norwich, 2002).Training in special needs education or inclusive
education has been consistently found to be an important variable influencing teachers’
attitude towards inclusion (Avramidis & Norwich, 2002; Subban & Umesh, 2006).
Research tends to suggest that there is a positive correlation between the amount
of disability education a teacher has received and educator’s positive attitudes towards
inclusion. Bain and Lancaster (2006) have stated that in general there is a positive change
in attitudes after undertaking an inclusive/special education unit or study and this is the
case a cross a number of contexts and countries. Avramidis and Kalyva (2007) found in
their study that teachers with long term training in inclusive education were significantly
more positive towards statements about the general philosophy compared to those who
had no training at all. Batsiou, Bebetsos, Panteli, and Antoniou (2008) found a significant
relationship between the information teachers have about inclusive education and their
attitudes. The study showed that teachers’ attitudes are influenced by information and
knowledge they have about the inclusion of children with disabilities in their classrooms.
Previous studies that have looked at teachers’ attitudes and concerns towards
inclusive education have indicated that successful implementation of any inclusive policy
is largely dependent upon holding positive attitudes about it (Avramidis & Norwich,
2002) and having received appropriate training. Research done by Center and Ward
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(1987) and Van Reusen et al., (2000) cited training and staff development as having a key
role to play in developing positive attitudes towards inclusion.
Some research has shown that teachers may resist inclusive practices due what
they perceive to be their lack of adequate training. It would appear that teachers perceive
themselves as unprepared for inclusive education because they lack appropriate training
in this area. Inadequate training about inclusive education may result in lowered teacher
confidence as they plan for inclusive education (Schumm, Vaughn, Gordon, & Rothlein,
1994).Teachers who have not undertaken training regarding inclusion of children with
disabilities, may display negative attitudes towards such inclusion (Van Reusen et al.,
2000), while increased training was associated with more positive attitudes toward the
inclusion of children with disabilities (Briggs, Johnson, Shepherd, & Sedbrook, 2002;
Van Reusen et al. 2000). Sari (2004) conducted a study on the role of in-service teacher
training programs on teachers’ attitudes towards children with disabilities. The findings
revealed that an increasing knowledge level leads to positive attitude changes among
teachers towards the inclusion of children with disabilities .Training in special education
appears to enhance understanding and improve attitudes regarding inclusion (Powers,
2002).
Role of on-going/in service teacher training.
General education teachers need professional development training on inclusion.
Van Reusen et al. (2000) concluded that attitudes are influenced by the amount of preservice and in-service training that the teachers received. Fox and Ysseldyke (1997)
identified training that is “concrete, specific and ongoing” as necessary for promoting
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successful school changes regarding inclusion. In a study done by Rakap and Kaczmarek
(2010) regarding teachers’ attitudes towards inclusion in Turkey, they found that
teachers with in-service education and special education certificates and those who
received special education courses while in college had relatively more positive attitudes
towards inclusion. These findings are similar to those of Avramidis et al. (2000).
Lifshitz, Glaubman, and Issawi (2004) investigated the influence of in-service
training on teachers’ attitudes comprising a course of 28 hours on general education
teachers. The results of the study indicated that after the intervention the scores of the
general education teachers on the attitude questionnaire increased significantly. The
influence of in-service teacher training program on teachers’ attitudes towards inclusion
was also evaluated by Sari (2004). The results of this study revealed that an increasing
knowledge level leads to positive attitude changes among teachers towards the inclusion
of students with disabilities.
Teacher supports for inclusive practice.
Avramidis and Norwich (2002) in their review of inclusion literature found that
teachers’ access to instructional supports was an important variable affecting teachers’
acceptance of the inclusive principle. More positive attitudes were also related to teachers
having greater access to supports, including teaching materials and other educationally
relevant resources, and to special service personnel. In the same study teachers reported
that having access to important resources-both fellow professionals with specialized skills
and curriculum modifications and materials- was instrumental in helping them to realize
that inclusion was feasible and manageable. Lipsky and Gartner, 1998; and Lupart 1998
48

Texas Tech University, George Odongo, May 2012

have conducted research about the supports that teachers perceive as necessary in an
inclusive classroom. Other researchers have found that certain factors can influence the
effectiveness of an inclusive classroom. Norrell (1997) suggested that an inclusive
classroom requires prior and on-going training for teachers, additional planning time,
limited number of special needs students, provision for teacher aides, additional monetary
resources and support from principals and other staff.
Summary
The purpose of this study was to examine the attitudes, perceptions, and concerns
of general and special education teachers towards the inclusion of children with
disabilities in their general education classrooms. This chapter has presented the literature
review on the attitudes and perceptions that teachers hold towards inclusive education
and what variables are related to these attitudes and perceptions. Research suggests that a
number of variables appear related to a teachers’ attitude towards inclusion. Studies have
found that: (1) more training in special education (2) more teaching experience with
students with disabilities and (3) access to a variety of instructional supports are related to
teachers having more positive attitudes (Avramidis et al., 2000; Balboni & Pedrabissi,
2000; Jobe, et al., 1996; Van Reusen et al., 2000). Teachers’ attitudes towards inclusion
have been found to be a crucial factor that impacts the implementation of children with
disabilities in the general education classrooms. For instance, it has been reported that
teachers with more positive attitude towards inclusion have more confidence in their
abilities and commitment to accommodate students’ needs in inclusive settings by
adapting appropriate classroom materials and related procedures (Norwich, 1994).
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Moreover, teachers with more negative attitudes were found to have low expectations for
individuals with disabilities (Wilczenski, 1995).
The importance of teacher attitudes toward inclusion is evident from the number
of studies conducted in that area. Teachers must believe that their behaviors can affect the
education of their students. Bandura (1992) stated that even when individuals perceive
that specific actions will likely bring about the desired behavior, they will not engage in
the behavior or persist after initiating the behavior, if they feel that they do not possess
the requisite skills.
The attitudes that teachers hold towards inclusion of students with disabilities in
the regular education classrooms are critical for the success of inclusion. Given the
importance of positive teacher attitudes and perceptions to the success of efforts to create
inclusive learning communities, inquiry into effective method for cultivating positive
attitudes and perceptions toward inclusion is a justifiable research objective.
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CHAPTER III
METHODS
Introduction
This chapter outlines the general purpose of the study and gives a brief
background of the study with a focus on inclusion as an issue in special needs education
provision. It begins by giving a brief general purpose statement for both studies and the
context of the study. Study 1 has a purpose statement, research questions, and a
statement about the research design. Also included in the discussion are participants and
sampling procedures, the measures, data collection procedures and data analysis for each
research question. Study 1 is further divided into two phases namely quantitative phase
(Phase 1) and the qualitative phase (Phase 2). In both phases, the research questions,
instruments and data collection procedures are outlined. Study 2 has a purpose statement,
research questions, and research design outlined. There is a brief discussion of the
measures, participants /sampling and the procedure. Finally, there is a general discussion
of both the quantitative and qualitative phases each ending with the inference and metainference sections. Figure 1 is an illustration of how the two studies were conducted
using the concurrent mixed methods design.
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Purpose

Study 1

The intent of this concurrent mixed methods study was to examine the attitudes,
perceptions and concerns of Kenyan teachers toward inclusion of children with
disabilities in general education classrooms. In the study, a survey was used to measure
the relationship between teachers’ years of experience with inclusion, amount of contact
time with children with disabilities (independent variables) and teachers’ attitudes,
perceptions and concerns towards inclusion of children with disabilities (dependent
variables). At the same time, teachers’ perceptions of their concerns towards inclusion of
children in the regular education classrooms were explored using qualitative focus groups
with the teachers at the research sites.
Research Questions
The research questions for Study 1 are:
S1.Q1. What is the nature of the concerns that teachers have towards the inclusion
of children with disabilities in the general education classrooms?
S1.Q2. What is the relationship between teachers’ concerns and their experience
with inclusion of children with disabilities in their classrooms?
S1.Q3. What are the teachers’ perceptions of their concerns towards successful
inclusion of children with disabilities in their classrooms?
S1.Q4. To what extent do the quantitative and qualitative data converge or
confirm each other?
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Research Design
This study used a mixed methods research design. A mixed methods research
design is a methodology that entails collecting, analyzing, and “mixing” both quantitative
and qualitative research and methods in a single study to understand a research problem
(Creswell & Plano Clark, 2007). This study used a Concurrent Mixed Methods Design. In
this design, qualitative and quantitative approaches are used to confirm, cross-validate, or
corroborate findings within a single study (Tashakori & Teddlie, 2003). A major
advantage of mixed methods research is that it enables the researcher to simultaneously
answer confirmatory and exploratory questions, and therefore verify and generate theory
in the same study (Tashakkori & Teddlie, 2003).
Creswell (2008) has stated that the selection of a research design is based on the
nature of the research problem or the issue being addressed, the researchers’ personal
experience and the audience of the study.
The purpose of this design is to simultaneously collect both quantitative and
qualitative data, merge the data, and use the results to understand a research problem
(Creswell & Plano Clark, 2007).
The second rationale for this design is that one data collection form supplies
strengths to offset the weaknesses of the other form (Creswell, 2008). The strength of this
design is that it combines the advantages of each form of data; that is, quantitative data
provide for generalizability, whereas qualitative data offer information about the context
of the setting (Creswell, 2008). For this study, the information gathered from the survey
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was supplemented by information from the participants’ lived experiences through the
focus groups.
Quantitative Phase
Purpose.
The purpose of this quantitative survey was to gather quantitative data to be used
in determining if a relationship exists between the teachers’ years of experience with
inclusion and the amount of contact time with children with disabilities (independent
variables) and the teachers attitudes and perceptions (dependent variables) toward
including children with disabilities in the general education classrooms. This phase of the
study gathered and analyzed quantitative data to answer the research questions below:
Research questions.
1. What is the nature of the concerns that teachers have towards the inclusion of
children with disabilities in the general education classrooms?
2. What is the relationship between teachers’ concerns and their experience with
inclusion of children with disabilities in their classrooms?
Research design.
To answer the aforementioned research questions, a cross-sectional survey
research design was used during this phase of the study. Survey research designs are
procedures in quantitative research in which investigators administer a survey to a sample
or to the entire population of people to describe the attitudes, opinions, behaviors or
characteristics of the population (Creswell, 2008). In this procedure, survey researchers
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collect quantitative, numbered data using questionnaires and statistically analyze the data
to describe trends about responses to questions and to test research questions.
Cross-sectional survey data is collected at one point in time from a sample
selected to represent a larger population (Creswell, 2008). In a cross-sectional survey
design, the researcher collects data at one point in time (Creswell, 2008). This design has
the advantage of measuring current attitudes or practices. It also provides information in a
short amount of time, such as the time required for administering the survey and
collecting the information. A cross sectional study can examine current attitudes, beliefs,
opinions or practices. Attitudes, beliefs and opinions are ways in which individuals think
about issues, whereas practices are their actual behaviors (Creswell, 2008).
Participants and sampling.
The data for this study was drawn from a convenience sample of 142 primary
school teachers currently teaching in the schools in the district. The participants were
general and special education teachers teaching in the public schools. The criteria for
inclusion in the study were: (a) the participants are adults over the age of 18 (b) the
participant is a general education teacher or a special education teacher at the school and
(c) the participant is a teacher registered by the Teachers Service Commission. The
sample consisted of 100 general education teachers and 42 special education teachers all
drawn from 5 administrative divisions in the district. There are five
administrative/educational divisions in Kisumu district. Two schools were selected from
each division for a total of 10 schools. The main criteria for selection were that: (a) the
school has been designated as an “inclusive school” by District/Municipal Education
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Office; (b) each division has a model school, normally, having good facilities, wellstaffed and usually used as a center for teacher in-services, one such school will be
selected and; (c) a school that has average performance, facilities and staffing.
A model school is normally a well performing school and the first to implement
any new directive from the district or municipal education offices. Such a school will
always be the convergence point where neighboring schools congregate for in-services.
They have the advantage of having one or two extra teachers in their roll and so the
teaching load is not as heavy compared to other schools. On the other hand, a low SES
school (the majority in the rural divisions) is characterized by low/failing academic
standards and normally rank low in the district and national examinations. Such a school
is understaffed (in some cases having as few as 6 teachers against 8 grade levels).
Facilities in such schools are inadequate, including basic facilities such as desks and text
books. Participants from these two categories of schools have different experiences in
terms of social, economic and other teaching challenges in the schools.
Study location.
This study was conducted in Kisumu District of Kenya. The study was designed
to examine the attitudes, perceptions, and concerns of Kenyan teachers toward the
inclusion of students with disabilities in the general education classrooms. The
participants understood inclusive education to be the provision of education to children
with and without disabilities in the general education schools before they took part in the
study. Kisumu District is one of the 46 districts in Kenya as of August 2009 (Republic of
Kenya: Kisumu District Strategic Plan 2005-2010). According to the 1999 population
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census, the district had a total population of 504,359 spread over a total land area of
919square km. The population was projected to be 576,256 by the year 2010.The district
lies on the western part of Kenya and borders Lake Victoria. Kisumu has five
administrative divisions namely Kombewa, Maseno, Kadibo, Winam, and Kisumu
Municipality. These are political and administrative units although the management of
the schools in Kenya follows the same trend. A group of schools form a Zone and a
number of zones make an Educational Division. In terms of administrative hierarchy,
there is a District Education officer (in-charge of the district), a Divisional Education
Officer (in-charge of the division) and the Zonal Education Officer (in-charge of a zone).
The inner city area called the Municipality, though technically a division of the district is
headed by a Municipal Education officer who is equal in rank with the District Education
Officer.
Measures.
To answer the research questions in this study, participants completed a 20- item
survey called a modified adaptation of The School and the Education of All Students
Scale (SEAS). This study adapted a survey designed by Pearman, Huang & Mellblom
(1997). The SEAS was developed in Colorado (USA) for use in a study that investigated
the attitudes of teachers in relation to inclusive education in a mid-size Colorado school
district. SEAS was developed through discussions with district directors of special
education, university graduate classes in administration and special education, University
instructional personnel, building administrators, and regular and special education
teachers. The discussions focused on the needs, hopes, and expectations of each
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respective group. In the study, a stratified proportional random sampling procedure was
utilized to select a total of 558 district personnel including elementary, middle, junior,
high school teachers and administrative staff.
Teachers Concerns Scale.
The concerns scale of the SEAS consisted of 20 items addressing the participants’
concerns about how inclusion would affect themselves, and their schools. The teachers’
concerns scale required the participants to rate the level of concern that the move towards
inclusion of all students into the regular classroom may have created. This scale had 20
items constructed in statement form. The scale utilized a four point Likert type response
scale of very concerned, concerned, not very concerned and not at all concerned (LikertScale range of 1-4). These items allowed the participants to identify and indicate their
concerns about how the delivery of the curriculum is affected by the presence of special
education students in the general education classroom. The items on the concerns scale
were coded so that a higher score (4-very concerned) indicated greater impediments
towards inclusion while a lower score (1-not-at- all concerned) indicated less
impediments towards inclusion. The total scores ranged from 20-80 on and the scale had
a calculated Cronbach alpha reliability coefficient of 0.92 indicating a high degree of
internal consistency and reliability. In the scale were items that focused on participants’
concerns about time, participants’ training, student discipline, and evaluation of students’
work. Research related to teacher attitudes, perceptions, and concerns regarding
inclusionary practices were used as the conceptual underpinning in the choice of the
instrument. Using the literature as a basis, some sections of the instrument were modified
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to make them applicable and relevant to the Kenyan situation. The instrument was chosen
because of the nature of the study that seeks information about conditions that exist
presently regarding teachers’ concerns towards inclusion of children with disabilities in
the general education classrooms.
Background /Demographic Information Questionnaire
This scale was developed by Horne and Timmons, (2009) and was used in a study
to examine the attitudes and perceptions of teachers towards inclusion of children with
disabilities in the general education classrooms in Prince Edward Island, Canada. The
information from this scale was used as a way of identifying subgroups within the
participants’ population and as a means of comparing subgroups. Participants completed
a Background Information Questionnaire containing a series of questions measuring other
variables that have previously been demonstrated to impact attitudes and perceptions
towards inclusion. This scale was designed to elicit participant demographic and
background information across six areas. These areas included each participant’s: (a)
years of teaching experience; (b) duration at the current school; (c) duration of
involvement with inclusive practices; (d) level of expertise or training in special
education, (e) duration of direct contact hours with students receiving special education
and (f) disability categories.
Data collection procedures.
Permission to conduct this study was requested from the District Education
Officer and the Municipal Education Officer, Kisumu District, Kenya. Following
approval, copies of the letter and a description of the study were hand delivered by the
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researcher to the respective Head Teachers of the selected schools (see Appendix B).
Each of the 10 schools was visited by the researcher two times. Before each school visit,
the researcher made telephone contacts with the Head Teachers to schedule a school visit.
The first visit to the school was to meet with the Head Teacher to secure permission to
conduct the survey research on the school campus/compound and to schedule a time to
meet with the teaching staff/faculty to administer the survey. The second visit to the
school was to administer the 34-item survey. After securing permission from the Head
Teacher, the researcher recruited the participants (see Appendix C for recruitment speech
for personal communication with teachers). The researcher provided information to the
teachers about the research (see Appendix D-Teacher Packet-Part 1 for information to
teachers about this research project). The researcher administered the survey to 142
general and special education teachers in the school (see Appendix D- Teacher PacketPart 2 for survey questions).
Data analysis procedures.
This section describes the methodology used in the Study 1 investigating the
nature of the concerns teachers have towards inclusion and the relationship between the
concerns and teachers’ years of inclusive teaching in Kisumu District, Kenya. This
section also explains how quantitative data were analyzed.
Quantitative data was entered into the Statistical Package for Social Sciences
(SPSS) version 17.0 for statistical analysis. Descriptive statistics such as means, standard
deviations and percentages were calculated.
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1. What is the nature of the concerns that teachers have towards the inclusion of
children with disabilities in the general education classrooms? To answer this research
question, descriptive analysis of teachers’ concerns was done in order to identify what
aspects of inclusion concerned teachers the most. Range, means, frequency and variation
statistics were generated to identify and address those specific concerns.
2. What is the relationship between teachers’ concerns and their experience with
inclusion of children with disabilities? To answer the aforementioned research question
bivariate correlation was performed to examine the relationship between teachers’
experience with inclusion of children with disabilities (independent variable) and their
concerns regarding inclusion (dependent variable).
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Qualitative Phase
The purpose of this qualitative focus group study was to identify and examine the
nature of concerns that teachers have towards the inclusion of children with disabilities in
general education classrooms in Kisumu district, Kenya. Concerns were generally
understood as those impediments to successful inclusion of children with disabilities in
the general education classrooms. Two focus group sessions were used as the source of
data collection.
Research question.
S1.Q3. What are the teachers’ perceptions of their concerns towards successful
inclusion of children with disabilities in their classrooms?
Data Collection Method
To answer the above research question, two focus group sessions were used as the
data source in this phase of the study. Teachers who had indicated an interest to be
invited for the focus group session at the end of the survey were randomly selected for
this phase of the study. There were 10 general education teachers and 10 special
education teachers who participated in this phase of the study on different dates. There
were 10 questions for discussion by the focus group (see Appendix F for focus group
questions).
A focus group discussion was used as the data source in this phase of the study.
A focus group is a planned, relaxed naturalistic dialogue among a small group of people
on a specific topic (Morgan, 1993). Focus group research is a “focused” group
discussion, based upon a chosen topic or topics (Morgan 1993). Interviewers usually ask
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focus group participants to consider and answer questions, and then to make additional
comments after listening to the responses of others (Patton, 1990). Focus groups
represent a qualitative strategy for data collection and is a method that allows the
researcher to obtain more information than is typically available in survey research and
provides for participant interaction (Wesley, Buysse & Tyndall, 1997). One of the key
strategies in conducting an effective Focus Group is the development of a set of questions
that will elicit rich information and encourage interaction among group members
(Morgan, 1993). The advantage of focus groups over one- on -one interview is twofold.
First, information can be obtained more quickly because only one interview must be
scheduled for a group, rather than one for each group. Secondly, the group setting allows
individuals to use the ideas of others as cues to more fully elicit their own views (Krueger
& Casey, 2000). There is no minimum or maximum number of focus group sessions
recommended, however, many researchers consider that at least two sessions are required
for the results to be valid. Each session may be conducted with different participants, or
the same people may meet more than once (Morgan, 1993). Focus groups are away of
gathering data about the “meanings” of an issue to a particular group (Bloor, Frankland,
Thomas, & Robson, 2001). They are especially useful when a researcher needs more
generalized, group data rather than an “individual account” (Morgan, 1993)
Participants and sampling.
Participants were 10 general education teachers in the first focus group session
and 10 special education teachers in the second focus group session. At the end of the
survey, the participants who had an interest completed the Focus Group Interest Form
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(see Appendix D-Teacher Packet -Part 3). Participants were primary school teachers
(elementary and middle school) drawn from 10 of the schools in the district (convenience
sample). The participants were general and special education teachers teaching in the
public schools. The criteria for inclusion in this phase of the study were: (a) participant
has volunteered and has been recruited from phase 1 of the research study (b) the
participants are adults over the age of 18 (c) the participant is a general education teacher
or a special education teacher at the school and (d) the participant is a teacher registered
by the Teachers Service Commission. The first focus group session had 10 teachers while
the second one had 11 teachers. Each focus group session took about one and a half
hours.
There were two focus groups, a general education and a special education focus
group. Each focus group included 10 teachers who were invited to participate in the
sessions. The Focus Group was used in this phase of the study to elicit additional details
about inclusion responses. Focus group 1 consisted of general education teachers who
volunteered from each of the 5 education divisions in Kisumu district. Focus Group 2
included special education teachers who volunteered and were drawn from each of the 5
divisions in Kisumu district. There were a total of 10 questions for the participants to
discuss and these sessions were audio recorded for transcription purposes (see Appendix
F).
Measures.
The Focus Group questions in this study were replicated from Horne and
Timmon’s study (2009) based on research on teachers’ attitudes and perceptions
65

Texas Tech University, George Odongo, May 2012

regarding inclusion of children with disabilities in Prince Edward Island, Canada (See
Appendix F for focus group questions). The set of questions effectively set the agenda for
discussion. The researcher sought to facilitate participation by all group members and to
elicit the full range of views held by the participants in relation to the topic under
discussion. The questions were broad and open ended to encourage open discussion and
probes. The Focus Groups were moderated by the researcher based on the guidelines
provided (See Appendix F for focus group guidelines). The researcher made interventions
to re-focus off-topic remarks.
Data collection procedures.
All focus group sessions were conducted by the researcher at dates, times and
locations agreed with the two groups. The purpose of the study and the identification of
the researcher were clarified and anonymity and confidentiality of the participants were
promised. The researcher conducted all the focus group sessions according to a schedule,
this ensured consistency, led to obtaining of comparable data and enabled control to be
exercised over the ways in which prompts were used to elicit further information . All
questions were asked according to the schedule (see Appendix F). Prompts were used
judiciously to seek further information rather than to lead and confidential information
such as teacher, pupil or school names were not included in the transcription. Focus
group data was audio recorded and transcribed verbatim with explanatory or clarifying
comments in parenthesis. During data collection, no identifying information was
collected and the audio recording was done for transcription purposes only.
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Data analysis procedures.
After the process of data collection was completed the focus group discussions
were transcribed. The two focus group transcripts constituted the data for analysis. Focus
group data was analyzed using the general inductive approach. Thomas (2003) describes
the inductive approach as a systematic procedure for analyzing qualitative data where the
analysis is guided by specific objectives. The primary purpose of the inductive approach
is to allow research findings to emerge from the frequent, dominant or significant themes
inherent in raw data without the restraints imposed by structured methodologies.
The transcripts were read several times to identify themes and categories after
which a coding frame was developed. If new codes emerged, the coding frame was
changed and the transcripts were reread according to the new structure. Through this
process, categories were developed; these categories were then conceptualized into broad
themes. Emerging themes or categories were developed by studying the transcripts
repeatedly and considering possible meanings and how these fitted with developing
themes. The transcripts were analyzed using a qualitative approach based on the
procedures described by Vaughn et al. (1996) as follows:


Identification of key themes or “big ideas” within the data, following reading and
re-reading of each of the two transcripts.



Identification and highlighting of units of information (phrases and/or sentences)
relevant to the research purposes.



Selection of category headings to sort and group these units of information.
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The data from the focus group was coded and categories were generated. There
was a search for comments that would enhance the survey.
To ensure validity and reliability of the qualitative data, the transcribed focus

group sessions were sent back to 2 participants (1 from each focus group) for comment
before the final version was included for analysis (member checking). The researcher
took the findings back to check the accuracy of the report. The researcher also obtained
the services of an individual outside the study to review different aspects of the research
(external audit).

Table 1
Research Questions from Study 1, Sources of Data and the Data Analysis Procedures
Q1.Research question
Data Source
Data Analysis
What is the nature of the
Teachers Concerns Scale
Descriptive analysis of
concerns that teachers have (SEAS)
teachers’ concerns was done
towards the inclusion of
to identify major concerns.
children with disabilities in
the general education
classroom?
Q2. What is the relationship Teachers’ Concerns Scale
Bivariate correlation was
between the teachers’
(SEAS)
performed to examine
concerns and their
relationships.
experience with inclusion of
children with disabilities?
Q3. What are the teachers’
Focus group data
Inductive analysis of focus
perceptions of their
group transcripts and
concerns towards successful
analysis of emergent themes
inclusion of children with
disabilities in their
classrooms?
Q4. To what extent do the
Qualitative and quantitative There was no formal
quantitative and qualitative data
analysis, but the researcher
data converge or confirm
determined whether the data
each other?
converged
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Purpose

Study 2

The purpose of this survey study was to examine the relationship between the
participants’ years of experience with inclusion, amount of contact time with children
with disabilities (independent variables) and their attitudes and perceptions towards
inclusion of children with disabilities in general education classrooms (dependent
variables).
Research Questions
The research questions for study 2 are:
S2.Q1. Do the teachers’ years of experience with inclusion predict their attitude
towards inclusion of children with disabilities in the general education classrooms?
S2.Q2. Do the teachers’ years of experience with inclusion and amount of contact
time with children with disabilities predict their perceptions towards inclusion?
S2.Q3. Which type of disabilities are teachers least comfortable and most
comfortable working with in their general education classrooms?
Research Design
To answer the aforementioned research questions, a cross-sectional survey
research design was used during this phase of the study (refer to Study 1, quantitative
phase for a description of the design).
Participants and Sampling
Participants for this study were drawn from a convenience sample of 142 primary
school teachers currently teaching in the schools in the district. The participants were
general and special education teachers teaching in the public schools. The criteria for
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inclusion in the study were: (1) the participants are adults over the age of 18 (2) the
participant is a general education teacher or a special education teacher at the school and
(3) the participant is a teacher registered by the Teachers Service Commission. The
sample consisted of 100 general education teachers and 42 special education teachers all
drawn from 5 administrative divisions in the district (refer to Study 1, quantitative phase
for a detailed description of the participants and sampling method).
Measures
Participants completed a 22- item survey of the modified adaptation of The
School and the Education of All Students Scale (SEAS) (Pearman, Huang, & Mellblom
1997). Research related to teacher attitudes, perceptions and concerns regarding
inclusionary practices was used as the conceptual underpinning in the choice of this
instrument. Using the literature as a basis, some sections of the instrument were modified
to make them applicable and relevant to the Kenyan situation. The instrument was chosen
because of the nature of the study that seeks information about conditions that exist
presently regarding attitudes, perceptions and concerns at the time of the study.
Teacher’ Attitudes and Perceptions Scale (TAPS)
This part of the scale is labeled teachers’ attitudes, and perceptions. This
measured the two constructs of teachers’ dispositions about inclusion (attitudes and
perceptions). This scale included 22 items constructed in statement form (e.g. Inclusion is
the best way to meet the needs of all students). These items were geared toward assessing
the teachers’ attitudes and perceptions regarding how students with special needs affect
the classroom learning environment. Each statement was followed by a four point forced
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choice response Likert-type scale that allowed the participant to select the degree of
intensity that best described the participant’s feeling about the statement (i.e. strongly
agreed, agreed, disagreed, strongly disagreed). The items on the attitudes and perception
scales were coded so that a higher score (4-strongly agreed) indicated more positive
dispositions towards inclusion and a lower score (1-strongly disagreed) indicating a more
negative disposition (see Appendix D for the instrument).
Data Collection Procedures
After securing permission from the Head Teachers representing various research
sites, the researcher recruited the participants (see Appendix C for recruitment speech for
personal communication with teachers). The researcher provided information to the
teachers about the research (see Appendix D Teacher Packet-Part 1 for information to
teachers about this research project). The researcher administered the survey to 142
general and special education teachers in the school (see Appendix D Teacher PacketPart 2 for survey questions). For a detailed description of this procedure, refer to Study 1,
quantitative phase.
Data Analysis Procedures
Quantitative data for this study was entered into the Statistical Package for Social
Sciences (SPSS) version 17.0 for statistical analysis. This section explains how each
research question was analyzed.
Research Question 1. Do the teachers’ years of experience with inclusion
(independent variable) predict their attitude (dependent variable) towards inclusion in the
general education classrooms? To answer this question, linear regression was performed
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to investigate the amount of variance in teachers’ attitude explained by teachers’ years of
experience with inclusion.
Research Question 2. Do the teachers’ years of experience with inclusion and
amount of contact with children with disabilities (independent variables) predict their
perceptions (dependent variables) towards inclusion? To answer this research question,
multiple regressions was performed to investigate (1) the amount of variance in teachers’
perceptions explained by teachers’ experience with inclusion and the amount of contact
time with children with disabilities; and (2) if the two variables are predictors of teachers
perceptions towards inclusion of children with disabilities.
Research Question 3. Which types of disabilities are teachers most comfortable
and least comfortable including in their general education classrooms?
To answer this research question, participants used a scale of 1-12 to indicate which
disability category they were most comfortable (1) and least comfortable (12) including in the
general education classrooms. Frequency statistics were computed to identify the trends among
teachers’ responses towards the types of disabilities present in the classrooms.
Table 2
Research Questions from Study 2, Sources of Data and Data Analysis Procedures
Research Question
Data Source
Data Analysis
Q1. Do the teachers’ years of teaching experience with
TAPS
Linear
inclusion predict their attitude towards inclusion?
regression
Q2. Do the teachers’ years of experience with inclusion and
TAPS
Multiple
amount of contact time with children with disabilities predict
regressions
their perceptions towards inclusion?
Q3. Which type of disabilities are teachers least comfortable BDIQ
Frequency
and most comfortable working with in their general
statistics
education classrooms?
Note: TAPS- Teachers attitude and Perceptions Scale; BDIQ- Background demographic
information questionnaire.
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General Overview of the Schools and the Disability Types
In Kenya, special needs children also include those children with albinism, are
orphaned, are abused, are living in the streets, are heading households, are of
nomadic/pastoral communities and are internally displaced (Republic of Kenya: Ministry
of Education, Science and Technology, 2009). Majority of these children enrolled in the
primary schools in 2003 when the government introduced the Free Primary Education
(Republic of Kenya: Ministry of Education, Science, and Technology, 2003). This study
was done in 10 primary schools in the district. In the 10 primary schools there were 761
children with disabilities out of a total population of 19,661 children. The students
receiving special education services in the 10 schools included individuals manifesting a
variety of disabilities in the mild to moderate range. This population included students
with learning disabilities, students with behavior disorders, students with vision
impairments, students with hearing impairments, speech and communication disorders
and orthopedic impairments. Other disability types included developmental delay, mental
retardation, multiple conditions and deafblindness. The 10 schools were chosen from a
pool of 18 schools that have been designated as “the inclusive schools” by the District
and/or the Municipal Education Office. A Primary school has grades 1-8 (elementary and
middle school together). In some schools with higher student population (campus
populations), a grade level will have two classrooms with a teacher in each room (doublestreamed, meaning two separate classes per grade level), but this is only common within
Kisumu Municipality by virtue of its high urban population. In smaller, more rural
schools, there may be only one teacher per grade level (single-streamed schools). The
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total number of teachers per school may range from 8-16. Table 3 shows data collected
from the 10 research sites in terms of numbers of each disability category.
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Table 3
Type of Disabilities and the Number of Students with Specific Disabilities in the Schools Studied

Total
School D/HI
LD
ED
PH/D S/LD B/VI DD
MR
TBI Autism M/C DB Total
student
population
1
3
31
14
7
4
2
8
0
0
0
9
0
79
2,351
2
4
42
33
0
7
3
13
0
0
0
5
0
107
2,031
3
4
2
7
8
11
1
0
0
1
0
2
1
37
1981
4
0
1
6
3
0
2
7
0
0
1
3
1
24
1,567
5
27
29
37
4
12
16
38
2
0
2
11
4
182
2,457
6
0
8
2
0
23
3
0
0
0
0
5
0
41
1,561
7
23
39
11
18
27
11
19
2
2
0
21
1
153
2,571
8
0
7
9
0
3
2
5
1
3
0
3
2
38
1,562
9
1
4
2
1
3
11
3
0
0
0
5
1
31
1,451
10
12
28
32
3
8
3
6
2
0
0
5
1
100
2,135
Total
74
195
134
44
98
54
99
7
6
3
69
11
761
19,667
Note. DH-deaf/hearing impairment; LD-learning disability; ED-emotional disorder; PH/D-physical handicap/disability; S/LDspeech/language disability; B/VI-blind/visual impairment; DD-developmental delay; MR-mental retardation; TBI-traumatic
brain injury; M/C-multiple disabilities and, DB-multiple disabilities.
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The Inference Process
In doing a mixed methods study, inference process is the process of making sense
out of the results of data analysis (Teddlie & Tashakkori, 2009). In mixed methods
approaches, inference would consist of claiming that conclusions based on findings are
indeed credible, warranted, or valid and are even possibly true (Miller, 2003) . In this
Mixed Methods Study the ultimate goal was to use the results from the quantitative and
qualitative strands to better understand the phenomenon and provide an effective answer
to the research questions. Teddlie and Tashakkori (2009) have suggested that the quality
of inferences depends on the quality of inputs to the process (i.e. design quality) and the
integrity of the process of making meaning (i.e. interpretive rigor). Having a solid
understanding of the cultures of the participants and the research context is a valuable
asset in the process of making inferences. They have suggested that the following
considerations are important when making inferences:


Keeping the research purposes and research questions in the foreground of all
analysis and interpretations.



Stating each question separately and examining or summarizing all of the results
that are relevant to that question.



The quality of the inferences made in a Mixed Methods Study also depends on the
strength of inferences that emerge from the qualitative and quantitative strands of
the study.
The quality of inferences made in a mixed method study differs for each strand

and refers to the accuracy of the conclusions drawn from the data analysis. Quantitative
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inference quality relies on internal validity and statistical conclusion validity of the
numeric data analysis, whereas qualitative inference quality utilizes credibility and
trustworthiness of thematic analysis (Teddlie & Tashakkori, 2009). In a Concurrent
mixed methods study, inferences of the quantitative and qualitative strands occurred in
two stages. Inferences were initially drawn in the quantitative strand after data collection
and ended with the statistical analysis of numeric data. The second phase of inference is
based on the qualitative strand and it occurred during and after data collection ending
with thematic analysis of transcribed data. Finally, meta-inference is done following the
integration of analysis from both quantitative and qualitative data in order to make sense
of the findings based on logical interpretations.
Quantitative Phase Inference
Quantitative inference depends on internal validity and statistical conclusion
validity of the numeric data analysis. Validity here means that the instrument used by the
researcher is capable of measuring what it was intended to measure and that the results
are meaningful and enable me as the researcher to draw good conclusions from the
sample of the population I am studying. There should be high internal validity so that
accurate results are reported.
Teddlie and Tashakkori (2009) have suggested a good inference establishes
relations between variables while providing reasonable certainty that such relationships
did not happen by chance. They have also suggested that internal validity focuses on the
cause and effect relationships of the study based on the degree to which alternative
explanations for the results can be ruled out. To enhance internal validity, this study
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measured the relationships that existed between the variables for causality. The possible
threats to internal validity of the study included maturation, attrition and instrumentation
and attempts were made to control their impact. Maturation, possibly resulting from
differences between two groups or physical/psychological maturation of the participants
was controlled by ensuring that all data was collected in one session for each of the
schools visited. No copies of the instrument/survey were issued to participants in
advance. Attrition was not a threat to the study because the design did not anticipate
having a fixed number of participants from each school and since the survey was done in
one session, there was no threat of missing data from the participants. Finally,
instrumentation was not a threat because there were no pretests and posttests. Again, the
measures were not being manipulated in any way during the process of data collection.
The other type of validity addressed in the quantitative measures is statistical
conclusion validity. According to Teddlie and Tashakkori (2009), statistical conclusion
validity is the degree to which the statistical procedures are appropriate and adequate to
detect differences or relationships and the degree to which dependable inferences about
relationships between variables may be made on the basis of the results of statistical
analysis. Statistical conclusion validity may lead a researcher to make two kinds of
mistakes when interpreting statistical analyses: concluding that there is no relationship
between variables when a relationship really does exist, or the opposite, by concluding
that there is a relationship between variables when none really exists. The possible threat
in this category was low statistical power, which was controlled by obtaining a sufficient
sample size of participants for the statistical analysis.
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Qualitative Phase Inference
In qualitative research, a good inference should capture the meaning of the
phenomenon under consideration for study participants (Teddlie & Tashakkori, 2009).
Guba and Licoln (1989) consider an inference good if it is credible. An inference is
credible if there is a correspondence between the way the respondents actually perceive
social constructs and the way the researcher portrays their viewpoints. Inferences from
the researcher should be trustworthy, which involves credibility, transferability,
dependability, and confirmability. According to Teddlie and Tashakkori (2009)
credibility is achieved when the researcher’s report of the phenomenon is closely aligned
with the participant’s viewpoint of the phenomenon. The researcher ensured credibility
of the study by maintaining a good alignment between the participant’s perceptions of the
three constructs (attitudes, perceptions, and concerns) and the way their viewpoints were
portrayed by the researcher. Credibility of this study was further enhanced through
member checking which according to Teddlie and Tashakkori (2009) is a powerful
technique for determining the trustworthiness of interpretations and involves asking
participants and other members of the social scene to check on the accuracy of the
themes, interpretations and conclusions.
Secondly, transferability (ability to generalize findings of this study to other
populations) was addressed. Transferability focuses on external validity concerns and
can be achieved by using thick descriptions in the research setting. Thick descriptions
involves making detailed descriptions of the context and other aspects of the research
setting so that other researchers can make comparisons with other contexts in which they
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are working (Teddlie & Tashakkori, 2009). The researcher took detailed notes of the
context of the study to control for transferability.
Dependability, which refers to the extent to which the process of the inquiry is
dependable, was addressed through dependability audit. The audit included a description
of any changes on the context of the study that could have an effect on the
results/findings. The context of the study remained stable.
The final measure was confirmability. Teddlie and Tashakkori (2009) refers to it
as the extent to which the product of the inquiry is confirmable, including whether the
results are grounded in data, whether inferences are logical and whether there is inquirer
bias. A study is judged in terms of the degree to which its findings are the product of the
focus of its inquiry and not of the biases of the researcher (Lincoln & Guba, 1985). To
ensure that results were grounded in data the researcher constantly reviewed the data
collected and made careful interpretations. The researcher maintained control of
researcher biases that could influence the interpretation of the results.
Meta-Inference Phase
Meta-inference (or integrated mixed inference) is an inference developed through
an integration of the inferences that are obtained on the basis of qualitative and
quantitative strands of a mixed methods study (Tashakkori &Teddlie, 2003). In the metainference phase, the quality of the inferences is maintained through careful considerations
of design quality and interpretive rigor (Teddlie & Tashakkori, 2009). Careful attention
has been paid to issues related to the choice of research methodology for each research
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question, and measures have been undertaken to ensure that the procedures for both the
quantitative and qualitative phase of the study are rigorous.
Teddlie and Tashakkori (2009) have stated that in a mixed methods research, a
crucial stage of the study is to integrate (e.g. compare and contrast, infuse, link, modify
one on the basis of another) the two sets of inferences generated by the two strands of the
study. They have suggested that a strong meta-inference phase is based on the quality of
the research design and procedures, which are guided by the research questions. In this
study, careful considerations were made to ensure that the methods of study were
appropriate for answering the research questions. The data analysis procedures were
appropriately chosen and were adequate in answering the research questions.
Role of Researcher
The role of the researcher varied in each phase of the study. The research method
(quantitative or qualitative) dictated the role the researcher played in the process of data
collection. In the quantitative phase of the study the researcher is distant and independent
of the research and does not influence the data collection and analysis (Creswell, 2009).
The life experiences, values and beliefs of the researcher in no way color or influence the
research. In the quantitative phase, the researcher interacted in a prescribed method, for
example, reading verbatim from a written recruitment script. The researcher was removed
from influencing the research with personal beliefs, values, and biases by maintaining
minimal verbal interaction with participants.
In the qualitative phase of the study, the researcher is the research instrument and
thereby influences the research (Creswell, 2009). Qualitative research is influenced by
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the experiences, values and beliefs of the researcher. Data collection in qualitative studies
is highly influenced by the perceptions and attributions of the researcher (Greenhalgh &
Taylor, 1997). During this phase, the researcher interacted with the participants during
the focus group sessions. The researcher directed the conversations by asking questions
because this procedure was the only means of data collection. Through this kind of
interaction, the researcher collected rich and descriptive data that was used to answer the
research questions. The focus group questions had been identified earlier so there was no
risk of deviating from the focus of the study and this minimized the biases that are
inherent in this kind of study. All the two focus group sessions were subjected to the
same set of questions. In addition, the researcher consciously tried to remain neutral
physically and verbally when reading out questions or making clarifications. The
researcher consciously tried to make sure that the participants understood the questions
asked by pausing after each question to make sure that the participants understood the
question and encouraging them to ask for clarification. The researcher was confident that
he was able to avoid most stereotypical biases and assumptions that might be imposed by
researchers unfamiliar with this population. The researcher grew up in the same
geographical region and worked as a teacher and education officer in the same
environment.
Research Permission and Ethical Considerations
Permission to conduct this study was sought from the Institutional Review Board
(IRB) at Texas Tech University. The application to the Institutional Review Board
included the research title, description of the research and its significance, methods and
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procedures, number and type of participants, duration of the study, information about the
principal investigator and type of review requested. In addition to this, permission was
also sought from the District Education Office/Municipal Education Office, Kisumu,
Kenya (Appendix H).
Participants of this study were provided with an informed consent form which
described the nature of the study and informed the participants of their rights before and
during the study. There were no known risks or discomforts associated with the study and
none were experienced during the study.
The anonymity of the participants in the first phase of the study was protected by
requesting the participants not include any identifying information. The results in this
study were kept strictly confidential. In the second phase of the study participants were
assigned numbers that would in no way identify the individual by name or school. The
audio recordings of the focus group sessions were destroyed after the data analysis
process. The information obtained from this study may be published in education journals
or presented at conferences but the data will be reported as aggregated data.
Significance of the Study
The education of children with disabilities has seen a shift from the segregated
special schools to inclusion in the general education schools and classrooms. Educating
children with disabilities and special needs in the regular classrooms has become an
important goal of the government of Kenya. Following the introduction of Free Primary
Education in Kenya in 2003 (FPE), an increasing number of students with disabilities are
being included in the general education classrooms. It is likely that, with recent policy
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changes that support inclusion and increasing pressure from advocates of inclusion, the
trend towards including students with disabilities in the general education classroom will
continue. This study provides valuable information which can guide implementation and
policy.
This study is very significant because it will inform the relevant stakeholders
(national policy makers, Ministry of Education Science and Technology, nongovernmental organizations, parents and teachers) on some of the factors influencing the
successful implementation of the inclusion policy. Second, this study will add to the
existing knowledge base regarding the provision of special needs education in Kenyan
regular education schools. The study investigated how teachers’ attitudes, perceptions
and concerns towards inclusion of students with disability are affected by the teachers’
personal characteristics, concerns and beliefs. The relevance of the study lies on the
assumption that schools, the Ministry of Education and teacher training colleges can
utilize the information generated from the study to guide policy and to design inclusive
training programs.
Because of the system of academic selection that has been in existence in the
Kenyan system of education, issues relating to inclusion have been difficult to resolve
mainly because the principles of inclusion are at odds with the existing structures. With
the introduction of Free Primary Education in 2003 and the adoption of the National
Special Needs Education Policy Framework (2009), it would seem reasonable to believe
that more inclusive practices will be adopted by all schools.
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Most head teachers are not positive towards admitting students with disabilities
into their schools due to the long held belief that such children will lower the academic
standards of the schools. This is a major problem because schools in Kenya are aiming at
securing good results in the national examinations. Most teachers consider having
students with special needs in their classrooms burdensome. This study has focused on
examining the factors that influence teachers’ attitudes, perceptions and concerns towards
the inclusion of children with disabilities in the regular education classrooms. The
general attitudes and perceptions held by the teachers towards the inclusion of students
with disabilities are very important for what actually happens in the classrooms.
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Chapter Summary
The chapter has described the research methods that were used to answer the
seven research questions that framed the study. The research protocols included a
quantitative analysis of the survey about teachers’ attitudes, perceptions and concerns
regarding the inclusion of children with disabilities in the regular education classrooms.
The qualitative analysis in phase 2 used focus group interviews to examine the attitude,
perceptions and concerns of teachers regarding the inclusion of children with disabilities
in the general education classrooms. The results of this study are explained in chapter 4.
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CHAPTER IV
RESULTS
Introduction
This dissertation study was designed to examine the attitudes, perceptions and
concerns of the Kenyan teachers toward the inclusion of children with disabilities in the
general education classrooms. It was divided into two studies, Study 1 (mixed methods
study) and Study 2 (quantitative study). The purpose of this section is to report the results
for each study. The chapter concludes with a general summary of the findings from each
of the studies.
Information about the Research Sites for Study 1
All the 10 selected schools for the study were currently handling special needs
students belonging to at least two disability groups with a maximum of five disability
categories. The teachers stated that these students usually came to the teachers’ attention
because of their poor academic performance, emotional disturbance/behavior problems,
and sometimes poor health conditions. Teachers easily identified children with physical
disabilities and their needs were often noted very early in the school year. However, most
of the children with special needs received additional assessment from the Educational
Assessment Center located at Joyland Special School which serves Kisumu District and
other neighboring districts. Depending on the assessment result, some of the students are
referred to the special schools while others are admitted into the regular schools.
However, the majority of the children had never had a formal assessment so that their
status as special needs was determined by the teachers.
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A commonly used support service is the resource classroom or special units. All
the 10 schools had resource classrooms. Another source of support is the trained teachers
meaning those who have received training in special education and who by virtue of their
training, are classified as special education teachers. Two of the 10 schools have received
some funds for equipment and environmental changes from the German government.
This section reports the findings of Study 1 that was designed to examine the
concerns of Kenyan teachers toward inclusion of children with disabilities in the general
education classrooms.
Research Question 1

Results from Study 1

What is the nature of the concerns that teachers have towards the inclusion of
children with disabilities in the general education classrooms?
To answer this question, descriptive analysis of teachers’ concerns was done. The
teachers’ concerns scale required the participants to rate the level of concern that the
move towards inclusion of all students into the regular classroom may have created. This
scale had 20 items constructed in statement form. The scale utilized a four point Likerttype response scale of very concerned, concerned, not very concerned and not at all
concerned (Likert-Scale range of 1-4). These items allowed the participants to identify
and indicate their concerns about how the delivery of the curriculum is affected by the
presence of special education students in the general education classroom. The items on
the concerns scale were coded so that a higher score (4-very concerned) indicated greater
impediments towards inclusion while a lower score (1-not at all concerned) indicated
less towards inclusion.
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Out of the 20 questions in the scale, concern 1(enough time to meet the
educational needs of all students); concern 4 (staff had not been trained to work with
increasingly diverse students); concern 6 (maintaining discipline would be difficult) and
concern 9 (evaluating work of diverse students) were identified as posing the highest
amount of challenge to the teachers. Frequency means and standard deviations were
generated to show the named areas of concern. See Table 4 for the distribution of the
concerns.
Table 4
Means and Standard Deviation for the Teachers’ Concerns towards Inclusion
Concerns 1-20

Total

1 (Enough time to meet the education needs of all)
4 (Staff had not been trained for diversity)
9 (Evaluating work of diverse students)
6 (Maintaining discipline would be difficult)
2 (Instructing students with a wide range of needs)
7 (Staff lacked training to manage diverse classes)
12 (Lack of on-going training/in-service)
3 (Class standards would change)
8 (Not able to individualize instruction)
11 (Sufficient planning time)
5 (All students not adequately challenged)
15 (Ability to evaluate effectiveness of program)
17 (Additional meeting times)
19 (Student acceptance of special needs children)
20 (Other teachers do not support inclusion)
14 (Students’ attitude towards inclusion)
17 (Additional meeting times)
18 (Parents would not understand reasons for inclusion)
14 (students acceptance of those with special needs)
10 (Able to work cooperatively with other staff)

142
142
142
142
142
142
142
142
142
142
142
142
142
142
142
142
142
142
142
142

Mean
3.36
3.30
3.21
2.99
2.98
2.98
2.96
2.96
2.96
2.87
2.87
2.86
2.86
2.86
2.85
2.65
2.62
2.60
2.60
2.60

Standard
Deviation
.75
.84
.75
.93
.82
.82
.93
.93
.93
.98
.98
.99
.99
.99
1.0
1.2
1.3
1.4
1.4
1.4

The table (Table 4) shows that of the four main areas of concern about inclusion
of children with disabilities, teachers were most concerned about not having enough time
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to meet the educational needs of all students in an inclusive classroom (M=3.36,
SD=.75). Discipline is the lowest concern in the top four category (M= 2.9, SD =.93)
compared with other major concerns (time, M =3.36, SD = .75); training, M= 3.30, SD =
.84; and evaluation, M = 2.99, SD = .75). Responses to individual items in the concerns
sub-scale indicate that the participants have concerns about including all students in the
general education classrooms. The four main concerns according to the survey responses
were:
(a) Having enough time to meet the needs of students with disabilities: Of the 142
teachers participating, 121 participants (85.1%) were concerned and very
concerned about having enough time to meet the needs of students with
disabilities in the regular classroom.
(b) Teachers’ concern for training to teach children with disabilities: There was a
high concern about training of teachers for inclusion suggesting that training
of teachers to include children with disabilities is a major concern. Of the total
number of teachers who responded to this item 84% (n=119) indicated that
they were very concerned and concerned about their training needs to meet the
demands of an inclusive classroom.
(c) Evaluating the work of diverse students: The third identified concern was the
participants’ concern for evaluation of work of diversified students due to
inclusion. The teachers were very concerned about evaluating the work of
diverse students in their general education classrooms. Of the total number of
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teachers who responded to this item 83% (n=118) indicated that they were
very concerned and concerned about evaluating the work of diverse students.
(d) Maintaining discipline in a diversified classroom: The last of the four
identified major concerns was the teachers’ concern for class discipline. The
teachers indicated that maintaining class discipline in an inclusion classroom
would be difficult. Of the total number of teachers who responded to this item
73% (n=103) indicated that they were very concerned and concerned about
evaluating the work of diverse students.
The teachers’ responses to the items in the concerns subscales indicate that they
have a higher level of concern for how the inclusion of students with disabilities in their
classrooms will affect them personally. There was lower concern in other areas. Table 5
below shows the frequency and percentage distribution for the four major concerns
identified by the participants.
Table 5
Frequency and Percentage Distribution for the Four Major Concerns
Frequency/Percent
Concerns
Not at all
Not very
Very
Concerned
concerned
concerned
concerned
1
1/.70
20/14.10
48/33.80
73/51.40
4
6/4.20
17/12.00
47/33.10
72/50.70
6
2/1.40
22/15.50
62/43.70
56/39.40
9
11/7.70
28/19.70
54/38.00
49/34.50

Total
142/100
142/100
142/100
142/100

Research Question 2
What is the relationship between teachers’ concerns and their experience with
inclusion of children with disabilities in the classroom? To answer the research question,
bivariate correlation was performed to examine the relationship between the teachers’
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concerns and their experience with inclusion of children with disabilities. Table 6 shows
the relationship between the teachers’ experience with inclusion and their concerns.
Table 6
Correlation between the Teachers’ Years of Using Inclusive Education and Their
Concerns about Successful Inclusion of Children with Disabilities
Mean Concern
Total Concern
Years of using inclusive education
Years of using inclusive
.17*
education
*The correlation is significant at p<.05
Bivariate correlation was used to measure the relationship between the total
concerns

and the teachers’ years of experience with inclusion of children with

disabilities. The results of the correlational analysis are presented in the Table 6 above.
The correlation of the teachers years of experience with inclusion and their concerns
about inclusion of children with disabilities as reported in the table above is r=.17, p<05
The correlation is significant at the 0.05 level. In general the results suggest that there
was no strong relationship between the teachers’ years of experience with inclusion of
children with disabilities in the classrooms and their concerns.
Research Question 3
What are the teachers’ perceptions of their concerns toward successful inclusion
of children with disabilities?
The qualitative analysis was used to answer this research question. The special
education and general education teachers who participated in this qualitative phase of the
study outlined common concerns within their classroom contexts that affected their
success in educating children with disabilities in the general classroom setting. Once data
was transcribed, I embarked on reading and looking for things that were pertinent to
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answering the research question. I engaged in an inductive process of coding data to
identify major themes in the data (Patton, 1980). In doing this, I relied on the specificity
and concreteness of the research question to tell me what to look for. I carefully read the
transcribed data line by line and divided the data into meaningful analytical
units/segments. I embarked on the coding process by segmenting and labeling text to
form descriptions and broad themes in the data.
This study identified a perception amongst the teachers that a number of
conditions have to be met to facilitate a more inclusive education system in the district
and in Kenya. While it is true that the opinions expressed by those interviewed may be
based on limited experience of inclusive education, it is clear that children with special
educational needs are considered as presenting a greater challenge to the general
education system. The general education teachers reported that inclusion provides both
children with and without disabilities with social benefits. At the same time, some of the
teachers also believed that students with disabilities needed specialized services that
presently, in Kenya, can only be provided in special schools. These concerns explain the
possible reasons for the reluctance in embracing inclusive education practices. The
regular education teachers were aware of their limited skills and professional knowledge
regarding inclusion. They also showed lack of good understanding of the very nature of
some disability types. This appeared to make the teachers fearful of the challenge and to
display reluctance in accepting the philosophy of inclusion. Some key themes emerged
which resonate with research findings previously done.
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With the 10 focus group interview questions acting as guiding principle,
categories were identified by the use of selective coding. Axial coding was used to
identify several themes that supported the categories identified and placed under each
corresponding category. The following categories and themes emerged from the analysis
of common areas of concern as they relate to the feelings of the general education
teachers (GEN-ED) and special education teachers (SPED). The categories that emerged
are (a) concerns about inclusion, (b) experience of inclusion/training in special needs
education, (c) examination culture of ranking classes/schools/divisions and districts
according to performance in national examinations, (d) teachers’ perceptions of
supportive services, (e) inability to complete syllabuses and failure in exams, (f)
inadequate physical access/facilities and, (g) teachers’ perceptions of the difficulties they
encounter. The categories and themes that emerged are discussed separately in this
section. The quotations from the teachers’ discussions are used to illustrate the themes
from the discussion groups.
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Table 7
Categories and Themes from the General Education and Special Education Teachers’
Focus Group Sessions
Focus
Category
Theme
Group
Questions
Concerns about
1. Mutual development in education with benefits
6,7 & 8
inclusion
2. Good for both children with and without disabilities
Experience of
1 Role of additional ongoing training.
inclusion/Training 2 Lack of professional experience (GEN-ED)
1,4, & 5
in special
3 Additional training in methodology of instruction
education.
4 Good understanding of disabilities (GEN-ED)
Examination
1. Practice of academic selection in schools not good
culture of ranking
for inclusive education
8
schools
2. Fear and concern about academic success of their
schools
Teachers’
1. Teachers need support from school administration
perceptions of
2. GEN-ED teachers need support from SPED
9 & 10
supportive
teachers
services.
3. GEN-ED felt not supported.
Physical access
1. Difficulties of access presented by the school
/Facilities in
buildings and classrooms
2
schools
Inability to
1. Inclusion would affect academic performance
complete
2. Difficulties in individualizing instruction in large
6
syllabuses
classes
Teachers’
1. Class control in an inclusive environment
perceptions of
2. Time constraints
3
their difficulties
3. Large class sizes
Theme 1: Concerns about inclusion.
Most general education teachers showed positive attitudes towards inclusion.
Some considered it to be a mutual development in education and indicated mutual
benefits for their students with and without disabilities. The teachers demonstrated a good
understanding of the social function of inclusion by indicating that their students without
disabilities in the regular education classrooms learned to accept and understand people
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who were different from them. Inclusion was cited as being good for not only the school,
but also to the wider community.
“Inclusion is a good initiative but when there is a problem with its
implementation, it is a problem to the learner who has special needs. When the children
are together, they learn from each other and also this does away with superstitions about
disabilities. Long time ago, people used to fear those who are challenged in one way or
another. Without that government support, we cannot achieve our aims of providing
inclusive education” (SPED Teacher 10)
“Inclusive education can work but not in all schools. There are some disabilities
like autism and mental handicap, those ones cannot learn in general education, and they
should go to special schools. Only those with learning disabilities, hearing impairment
and visual impairment can be included in the general education classrooms” (SPED
Teacher 1)
Theme 2: Experience of inclusion/ training in special needs education.
Training in special needs was a major issue mentioned by the teachers as a
requirement for successful implementation of inclusion. The teachers also talked about
the need for additional on-going training and expressed their concern for lack of personal
professional experience. The teachers mentioned that they needed additional training in
methods of instruction to meet the needs of all students with special needs in their
classrooms. A majority of the teachers also pointed out that they needed specialized
training in specific cases of disabilities especially in areas with great challenges. The
general education teachers indicated that they did not have the skills necessary for the
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inclusion of students with disabilities. They agreed that further training was necessary for
the effective inclusion to be achieved.
The need for additional training and lack of personal professional development
and experience was a consistent theme expressed by the teachers. The teachers indicated
that unless they understood the disability and how to deal with it, they may experience
frustration and guilt of not being able to do their best in the inclusive classroom. The
regular education teachers reported that they did not feel confident in their abilities to
provide for special needs children in terms of adapting the curriculum to meet their
needs.
“I think specific problems need specific training which as a teacher you can
understand and cope with. I think it is hard to know how to deal with certain types of
children with say autism. I have never taught an autistic child and I think you need to
have an understanding of autism itself” (GEN-ED Teacher 4)
“If we are thinking in terms of inclusion, we would have to be looking at the
training of the whole teaching staff. When there is inclusion in a particular class, we
obviously think that it is the responsibility of that class teacher or subject teacher” (GENED Teacher 2)
The general education teachers agreed that the one required unit in special
education for general education is inadequate training for inclusion. One teacher said that
the teachers were not prepared to teach children with diverse needs. This reported lack of
required skills and knowledge negatively affected their ability to successfully meet the
needs of students with special needs in the classrooms. Seven out of ten teachers felt they
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needed more in-service training and education to experience more comfort in their
inclusive classrooms.
“Most of the teachers have not gone for training in special needs education and
most of them have not had a chance to meet students with special needs so they find it
difficult to deal with them. Those who have had that training have no problem but those
who have not cannot deal with these students” (GEN-ED Teacher 3)
“How do the policy makers expect us to work with students whom we have not
been trained for? Our inability to meet the needs of those students with specific problems
such as mental retardation, autism and multiple disabilities is hindering academic
progress for us. Teaching all these students at the same time is really a difficult job”.
(GEN-ED Teacher 1)
Theme 3: Examination culture of ranking classes/schools/divisions/districts
and provinces according to performance.
The teachers expressed fear and concern about the academic success of their
schools. They expressed fear that because majority of them do not have the required
knowledge and expertise to teach students with disabilities who are included in the
regular classrooms, this is contributing to low mean scores in the examinations. The
teachers stated that because of the practice of academic selection into the schools right
from Standard 1 (First Grade), adopting inclusion in practice will be a major shift for all
schools and the teachers. Teachers also pointed out that the school head teachers base
admission of children in schools on academic ability and so children with disabilities will
always have difficulty securing admission in some schools because they are believed to
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be of low academic ability. In the end, the teachers pointed out; there will be a distinction
between the inclusive schools and those that do not. Teachers also discussed the
implications of full inclusion and its effects on the teaching time in the schools.
“We have lost a lot of our teaching time. Since our school was chosen as a model
inclusive school in the zone, we have been spending a lot of time in meetings and
seminars because teachers from other schools come to our school to see what we are
doing. This is taking a lot of time.”(GEN-ED Teacher 3)
Theme 4: Teacher’s perceptions of supportive services.
The fourth theme that emerged and was supported by the interviews stated that
the teachers needed support from the administrators; this was a concern for both special
and general education teachers. In addition to this, the general education teachers also
requested for support from the few special education teachers in the schools. All the
participants reported that support was a contributing factor to the success of inclusion and
also to be able to meet the needs of the children with disabilities. The teachers
specifically singled out the support from the school administration as the most important
towards the success of inclusion in their schools. This support includes finding
appropriate ways for teachers to be involved in the decision making process in their
classrooms, working collaboratively with special needs children and getting the required
basic equipment for teachers to use in the classrooms with special needs children. The
teachers pointed out that the head teacher is the most important link between the school
and the community. The teachers talked about the need for stronger collaboration
between the school head teacher and the community.
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Teachers were critical of the support they received from the school
administration. The general education teachers expressed disappointment with the quality
of assistance and support they received from the special education teachers in their
schools. The teachers emphasized the importance of providing comprehensive inclusion
planning and programming. For example, they suggested that all school personnel should
be involved in the planning and requirements of inclusive education. The teachers also
suggested that they needed specification about their roles and responsibilities in
providing inclusive instruction. The teachers were critical about the amount of support
they received from their respective school administrators. A common example cited by
teachers was when teachers requested to have a meeting with a parent of a child with
special needs. Some parents are very negative and the teachers need the support of the
school administration to facilitate such meetings. Some head teachers took long to
facilitate such meetings while at the same time some parents do not honor such meetings
leading to a lot of frustration by the teacher. Both groups of teachers (regular and special
education) supported the position that successful inclusive education, to a large extent is
dependent upon the positive attitudes of the teachers and the amount of support they
receive towards the implementation of the program. The participants also emphasized
the position that there exists a significant effect of administrative support on teacher
attitudes towards inclusion. The teachers emphasized the importance of the school head
teacher in promoting a positive inclusive learning environment for both teachers and
students. The teachers’ belief that availability of administrative support positively
influenced their attitudes towards inclusion indicates that teachers are generally accepting
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of special needs students if the teachers can rely on the support from the school head
teacher.
“When there is a child with a problem, sometimes we ask the school
administration to call the parents so that we sensitize. Sometimes the administration
provides funds for some teachers to attend workshops or meetings on inclusive
education”. (GEN -ED Teacher 8)
Theme 5: Inadequate physical access/facilities in the schools.
Several teachers pointed out the difficulties of access presented by the school
buildings and the classrooms. Both special education and general education teachers
explained the difficulties of classroom access, the lack of suitable toileting facilities, and
the hardships that would be experienced in providing privacy and efforts to maintain the
dignity of the child with the disability. The teachers talked about the difficulties of
classroom access, lack of suitable toilets and ramps. The teachers pointed out that the
difficulties in educating children with disabilities increases with an increase in the variety
of special needs children a teacher has in the classroom.
“I have not taught children on a wheelchair before, and again, wheelchairs
physically in our school and classrooms would cause major problems because our
classes are not wheelchair structured”. (GEN-ED Teacher 2)
Theme 6: Inability to complete the syllabus and failure in national
examinations.
The teachers also believed that if students with disabilities were included in
regular classes, it would affect the academic performance of their peers without
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disabilities. The teachers pointed out that because of the long attachment to academic
selection as the model for education in Kenyan schools, adoption of total inclusion in
practice will be a radical change for all schools and the teaching staff. The teachers
pointed out that with the regular education system requiring schools to follow a common
policy implementing a national curriculum, whole class instruction, identical textbooks,
similar and strict timetables and a competitive examination culture, it is very difficult for
the regular education teachers to include students with special needs and to individualize
instruction especially with big classrooms sizes. The teachers also expressed the fear that
total inclusion may hinder the progress of other children and lower the overall
performance of the school. In turn, this will affect the allocation of classmates to “good”
secondary schools.
“This inclusive education idea is still a big problem in Kenya. We are always far
behind in completing our syllabuses. It is also resulting in low output of work and we
teachers are always blamed when KCPE results (Kenya Certificate of Primary
Education) are out at the beginning of the year. The government should make the school
system to be disability friendly. The government should stop categorizing schools
according to how they perform in the national examinations. Most head teachers will
reject the students with special education needs and they will be forced to attend the so
called small schools. Inclusive education is a good thing but it cannot be accepted in
some schools” (GEN-ED Teacher 2)
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Theme 7: Teachers’ perceptions of the difficulties they encounter.
Teachers pointed out several important issues and problems. Several teachers
pointed out that it is difficult to control classroom behaviors when several students with
disabilities are included, especially those with multiple disabilities and behavior
problems. The teachers felt that a factor contributing to this is the teachers’ own lack of
special education training. Some teachers also complained about inadequate time,
necessary conditions, and material supports in the schools to help them with the
successful implementation of inclusive practices. Large class sizes was also mentioned by
the teachers and identified as slowing down of other students’ progress. The teachers
pointed out that one way of making inclusion work more successfully in their classrooms
is by limiting the number of children with special needs in an inclusive classroom.
“We must not only be thinking about the placement of students with disabilities
into general education classrooms, we must also think about how their placement is
going to disturb the emotions and academic performance of other students without
disabilities in the school” (GEN-ED Teacher 1). “We need to think carefully about
placement in the class because of the wheelchair, having a wheelchair in the classroom
could cause problems. My class has three steep steps to be climbed, each day I have to
request other students to lift the student and the wheelchair into the classroom” (GENED Teacher 3)
“I have 59 students in my class. Each lesson has 40 minutes. This student (special
needs student) takes much of my teaching time. It is very unfair for the other 58 students.
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In fact we as teachers we are very helpless. We do want to help these children, but does it
mean that we have to ignore the other 58 students?” (GEN-ED Teacher 4)
“Impossible to teach too many diverse needs in one classroom: Another important
issue that needs to be addressed is the willingness and cooperation from all teachers.
Will they want to teach a mix of abilities where the behavioral difficulties of some
children will affect other children?” (GEN-ED Teacher 2)
Research Question 4
To what extent do the quantitative and qualitative data converge or confirm each
other? This was a mixed methods question, and there was no formal analysis done to
answer this research question, but the researcher determined whether the data converged.
Study 1 of this dissertation integrated quantitative with qualitative methods, and both
methods were employed at the same time within the study to complement each other. In
each of the four research questions, quantitative or qualitative data is expected to uncover
some unique variance that otherwise may have been neglected by a single method. The
major advantage of the design in this study was the ability to find agreement and
validation of results through quantitative and qualitative methods. When the two methods
came to the same conclusion, the researcher gained more confidence that the results are
truly a reflection of what is actually happening, and not a reflection of the method of
testing used to gather the data.
The study collected quantitative data and followed this with quantitative data
analysis to get quantitative results. Secondly, qualitative data was collected and analyzed
to produce qualitative results. The next step involved comparing and contrasting both
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quantitative and qualitative data results. This process gave way to the final step, which
entailed the interpretation of quantitative and qualitative results. In this process,
quantitative and qualitative approaches were used to confirm, cross validate, or
corroborate findings within the same study. In the next chapter, a discussion will be done
on the extent to which quantitative and qualitative data converged or confirmed each
other.
Research Question 1

Results from Study 2

Do the teachers’ years of experience with inclusion of children with disabilities in their
classrooms predict their attitude towards inclusion?
To answer this research question, a simple linear regression was performed to
investigate the amount of variance in teachers’ attitude as explained by teachers’ years of
experience with inclusion of children with disabilities. A linear regression analysis was
conducted to evaluate the prediction of teachers’ years of using inclusive education and
their attitude towards inclusion of children with disabilities in their classrooms. As
illustrated in Table 8, teachers’ years of using inclusive education is not a significant
predictor of their attitude; F (141) = 0.43, p=.24. The variance in teachers’ attitude as
explained by the years of experience with inclusion is only 1%.
Table 8
Linear Regression Analysis Showing the Prediction of Attitude
Unstandardized
Standardized
Coefficients
Coefficients
Model
Std.
B
Beta
1
Error
Constant
2.953
.068
Years of
-.032
.027
-.100
inclusion
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t

sig

43.444 .000
-1.186 .238

R
sq.
0.01
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Research Question 2
Do the teachers’ years of experience with inclusion and amount of contact time
with children with disabilities predict their perceptions towards inclusion of children with
disabilities? To answer this research question multiple regression was performed to
investigate; (a) the amount of variance in teachers’ perceptions explained by teachers
experience with inclusion and amount of contact time with children with disabilities in
the inclusive classrooms; (b) Whether they are significant predictors or not. A multiple
regression analysis was conducted to evaluate how well experience with inclusion and
amount of contact time with children with disabilities predicted the teachers perceptions
towards inclusion of children with disabilities. The analysis showed that length of time of
contact and experiences with inclusion were significant predictors of teachers’
perceptions towards inclusion of children with disabilities. F (2,141) = 7.07, p< .05. The
variance was 0.092 indicating that only 9% of the total variance was explained by the
independent variables (teachers’ years of experience with inclusion and the amount of
contact time teachers spent with children with disabilities) on teachers’ perception
towards inclusion. The results show that of the two variables, the amount of contact time
that teachers had with children with disabilities was a stronger predictor of their
perceptions towards inclusion. The results of this analysis are shown in table 9.
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Table 9
Results of Multiple Regression Analysis Showing the Relationship between Years of
Using Inclusive Education, Length of Contact Time with Children with Disabilities and
Teachers’ Perceptions
Unstandardized
Standardized
Coefficients
Coefficients
Model
sig
R sq.
t
Std.
B
Beta
Error
Constant
2.42
.118
20.536 .000
1
Years of
.055
.025
1.86
2.228
.027 0.055
using
inclusive
educational
practices.
Length of
.119
.050
.199
2.385
0.18 0.092
time of
contact
with
inclusion.
Research Question 3
Which type of disabilities are teachers least comfortable and most comfortable
working with in their general education classrooms?
To answer this question, frequency statistics were computed to identify the trends
among teachers’ responses towards types of disabilities in the general education
classrooms.
Teachers’ ranked the disability categories according to how they felt most
comfortable (12) and least (1) comfortable including children with those disabilities in
the general education classrooms. Of the total (n=142), 131 teachers (92.2%) felt most
comfortable with children with physical disabilities, followed by learning disabilities;
n=95 (66.9%) and deaf and hearing impairment; n=92 (64.8%).
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Teachers also indicated the disability categories they were least comfortable
including in their classrooms. Of the total (n=142), 97 teachers (68.3%) felt least
comfortable working with children with autism; followed by emotional disturbance; n=85
(59.9%) and traumatic brain injury; n=79 (55.6%). A summary of the findings are
presented in Table 10.
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Table 10
Ranking of Students with Disabilities That Teachers Are Mostly Comfortable Working
with, 1 Being “the Most Comfortable” and 12 Being “the Least Comfortable”

Deaf/Hearing
Impairment
Learning Disabilities
Emotional Disturbance
Physical Disability
Speech/Language
Blind/Visual
Impairment
Developmental Delay
Mental Retardation
Traumatic Brain Injury
Autism
Multiple Conditions
Deafblindness

1
18

2
30

3
44

4
28

5
15

6
5

7
1

8

17

51
1
25
23

27

26

6
37
3

11
45
5

20
1

1
6

14

23

23
10

10
53

34

1
8

6
1

23
1

23

2

1
1

2
2

51
3
4
1
10
3

21
10
3
3
25
5

7
30
12
7
17
19

3
29
21
13
30
18

100
3
3

9
1

10

11

12

12 23 19
7

12

43
7

3

4
1
32 21
9
23 33 30
21 19 43
13 14 12
29 18 21

6
16
35
18
24

Data in table 10 show that teachers are more comfortable including students with
physical disabilities (1), learning disabilities (2) and deaf/hard of hearing students (3). In
the least comfortable category were autism (12), emotional disturbance (11), and
traumatic brain injury (10). The participants showed different levels of acceptance for
students with different types of disabilities. According to the information in the table, the
teachers reported that they were more accepting of students with physical disabilities in
the regular education classrooms than students with severe cognitive and behavioral
disabilities. The teachers’ ranking of the disabilities was an indication that the nature or
type of disability influenced how they would be positive or negative towards the
inclusion of children with those disabilities in their classrooms.
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Chapter Summary
This chapter reported the results of a concurrent mixed methods design that
involved the collection and analysis of quantitative and qualitative data so as to answer
the 7 research questions underlying the study. In general, the results indicated that the
attitudes, perceptions and concerns of the teachers from the survey and interviews center
on a positive outlook toward inclusion, a need for on-going teacher training, a need for
good amount of support from the school leadership and more time for the implementation
of inclusive education practices. In the next chapter I will present a discussion and
implications of the results.

111

Texas Tech University, George Odongo, May 2012

CHAPTER V
DISCUSSION
Introduction
This Mixed Methods Study aimed at examining the attitudes, perceptions, and
concerns of the Kenyan teachers towards inclusion of children with disabilities in the
general education classrooms. The purpose of this study was twofold. First, this study
was designed to inform the relevant stakeholders (national policy makers, Ministry of
Education, non-governmental organizations, parents and teachers) on some of the factors
influencing the successful implementation of the inclusion policy. Second, this study was
designed to add to the existing knowledge base regarding the provision of special needs
education in Kenyan regular education schools.
A concurrent mixed model design was used to address the research questions in
the study. This dissertation was divided into two studies, Study 1 (mixed methods Study)
and Study 2 (quantitative study). Study 1 was divided into Phase 1(quantitative phase)
and Phase 2 (qualitative phase). The aim of this discussion section is to give a summary
and interpretation of the key findings and also to link the findings with what other past
research have found. The discussion section will address: (a) results and inferences, (b)
limitations (c) practical implications, and, (d) future research.
Results and Inferences
The results presented in the previous chapter reveal that although the teachers are
positive towards the general philosophy of inclusive education, they do not believe fully
in the concept of total inclusion approach to special education provision. Instead the
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participants presented differing attitudes, perceptions and concerns about the best
classroom and school placements options based largely upon the nature of the student’s
disability. Teachers indicated a willingness to include children with mild disabilities than
children with more complex needs. This preference was greatly expressed by the teachers
during the focus group interviews. The study has shown that the attitudes, perceptions
and concerns of the teachers influence their acceptance and commitment to the
implementation and success of inclusive education.
The results of this study should be interpreted in regard to reasonable
considerations of the limitations of the study. Specifically, the participants were drawn
from one region of Western Kenya (Kisumu District) with all the participants drawn from
schools specifically selected for their active implementation of inclusive programs.
Moreover, the assessment of the participants’ attitudes, perceptions and concerns was
solely based on their responses to the survey instrument administered and their responses
during the focus group sessions. The study did not utilize any direct measures to record
the teachers’ actual behavior in the inclusive classrooms.
Overall, this study found that teachers were generally positive towards the
inclusion of a majority of children with different types of special education needs in the
regular education classrooms. In this section, inferences are drawn from the results and
are discussed while making reference to previous research and the theoretical framework
underpinning this study (Positioning Theory).
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Research Question 1

Study 1

What is the nature of the concerns that teachers have towards the inclusion of
children with disabilities in the general education classrooms?
To answer this questio n, descriptive analysis of teachers’ concerns was done.
Means, frequency and variation statistics were generated to address the nam ed areas of
concern.
Results.
Out of the 20 questions in the scale, concern 1(enough time to meet the
educational needs of all students); concern 4(staff had not been trained to work with
increasingly diverse students); concern 6 (maintaining discipline would be difficult) and
concern 9 (evaluating work of diverse students) were identified as posing the highest
amount of challenge to the teachers. Frequency means and standard deviations were
generated to show the named areas of concern.
Responses to individual items in the concerns sub-scale indicated that the
participants had concerns about including all students in the general education
classrooms. The teachers also indicated more concerns regarding some aspects of
successful inclusion of children with disabilities. The findings of this research question
indicated that the teachers expressed concerns about some aspects of inclusion namely
adequate time to meet the educational needs of all students and training of teachers to
work with increasingly diverse students. According to the participants in the study, time
was a major concern. The participants rated time as a major concern in terms of meeting
the educational needs of all students. The teachers were also very concerned about the
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time required for additional meetings such as those with parents. The majority of the
teachers indicated a very high concern for time indicating that the management of
children with special education needs took an extra amount of time when compared to
their peers.
Another major concern involved the training of teachers. The teachers expressed
the belief that they were not adequately prepared to meet the needs of children with
special needs. They pointed out that their limited training and knowledge in special needs
education restricted their knowledge and information on children with special needs. The
teachers pointed out that this inadequacy minimized their efforts to adopt effective
interventions. Also singled were concerns for the evaluation of children in an inclusive
classroom and maintaining classroom discipline in an inclusive environment. The
participants reported that controlling classroom behavior was a major challenge when
several students with disabilities are included especially those with multiple disabilities
and emotional/behavior problems.
With the traditional Kenyan system of education requiring teachers and schools
to follow a common policy implementing a national curriculum, whole class instruction,
identical textbooks, similar timetable, a national examination at the end of the year and a
heavy primary school curriculum, it appears to be very difficult for the general education
teachers to individualize learning in a class of 50-60 children. As the teachers pointed out
during the focus group interviews and in the surveys, they felt that they were under great
pressure to cover compulsory curriculum and to develop the skills of the children in the
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subjects studied. These major concerns were highlighted in the survey and during the
focus group interviews.
Previous research.
The findings of this research question supports findings from previous studies and
serves to add to the existing knowledge base about the concerns expressed by teachers
regarding the inclusion of children with disabilities in the regular education classrooms.
Training in special needs education and having adequate time to meet the individualized
needs of children with disabilities were major concerns mentioned by the teachers as a
requirement for successful implementation of inclusion. The need for additional on-going
training and concern for lack of personal professional experience has been consistent
themes expressed by teachers involved with inclusion. The teachers in this study
mentioned that they needed additional training in methods of instruction to meet the
needs of all students with special needs in the classroom. A majority of the teachers also
pointed out that they needed specialized training in specific cases of disabilities
especially in areas with great challenges. Other areas of concern for the teachers were
concerns about time, maintaining student discipline and evaluation of student’s work.
These results align with previous studies, which suggest that pre-service training period
may be an appropriate time to address teachers’ concerns and possibly modify their
attitude towards teaching learners with special needs (Subban & Umesh, 2006). Previous
studies that have looked at teachers’ attitudes and concerns toward inclusive education
have indicated that successful implementation of any inclusive policy is largely
dependent upon holding positive attitude about it and having received appropriate
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training. (Avramidis & Norwich, 2002). Eiser (1994) stated that attitudes are habits of
thoughts that are consistent over time, are complex and multidimensional. Attitudes can
be barriers to inclusion of children with disabilities.
The findings also add to the more specific knowledge base of the role of training
of teachers for inclusion. Studies done by Van Reusen et. al. (2000) concluded that
attitudes towards inclusion are influenced by the amount of pre-service and in-service
training that teachers received. The teachers in the study indicated that they are generally
supportive of the policy of inclusive education, but they also pointed out that not all
children thrive in the regular classroom setting particularly with the challenges the
teachers face. The teachers expressed positive feelings about inclusive education, but at
the same time they conveyed the need for more training or workshops to better meet the
individual needs of their children with disabilities. Research done by Knight (2002)
found that teachers take an active role in their own learning and development when they
attend workshops and in-service professional development courses. These trainings allow
the teachers to construct their own knowledge and to make sense of their world. This
means that the provision of extensive opportunities for training during pre-service and inservice phases should be a top priority for personnel in-charge of formulating educational
policies. The implication here is that if teachers receive training regarding inclusion, they
will become more committed and more proficient.
The concern of time, also a major finding of this study, has been identified in
other previous studies. Teachers in this study were very concerned and concerned about
having enough time to meet the educational needs of all students. The teachers were
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concerned about having their teaching time spent on workshops and seminars regarding
inclusion. Previous research by Pearman et. al. (1997) recorded similar concerns.
Inferences.
These concerns are impediments to the successful implementation of inclusion,
which means, before inclusion can become a viable educational reality, these concerns
must be addressed. Teachers must openly accept the concept of inclusion. They must be
trained in handling special education children. In-service training should not be a one day
workshop, but a series of on-going professional development. Children with special
needs are commonly found in regular schools in Kenya. In the past, they were often
admitted and allocated to classes basically according to their age without adequate
preparation or planning by the schools. Before the Kenya government made inclusion an
official policy, children with special education needs were referred to schools in which
their education was the responsibility of the teachers who worked in these special
institutions (special schools and integrated units). This position has changed especially
since 2003 when the government introduced the Universal Primary Education (UPE).
These children are now sent to schools where teachers are increasingly facing the
challenge of providing an education in the Least Restrictive Environment for all children.
Though inclusive education is a fairly recent development in Kenya, teachers showed a
good understanding and recognition of the concept and underlying philosophy of
inclusive education. This was evident from the survey items that the teachers responded
to. Further exploration through focus group interviews also revealed no strong objection
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to the ideals of inclusive education. Despite all these, the teachers’ enthusiasm in meeting
the demands of inclusive education in the current situation was much less positive.
Regarding the concern for teacher training for special needs education, this result
means that in preparing teachers to teach in inclusive classrooms, the training should
involve knowledge and understanding of the nature and causes of the disabilities and
their associated characteristics. Teachers would know what to add or take away from the
curriculum so that the child with disability can access and participate in classroom
activities (adapting and modifying the curriculum). The teachers also pointed out that the
training should not only focus on sharpening their cognitive skills but also improve their
affective skills. It should challenge their beliefs and attitudes in order to help them
accommodate children with special needs. If teachers lack this information, they are
likely to reject children with special needs and disabilities.
Research Question 2
What is the relationship between the teachers concerns and their experience with
inclusion of children with disabilities in the regular education classrooms?
Results.
The quantitative analysis of the results indicated that there was no significant
relationship between the teachers’ concerns about successful inclusion of children with
disabilities and their experience with inclusion. From this result, it can be inferred that
greater experience with inclusion of children did not have an effect on teachers’ concerns
about the inclusion of children with disabilities. This result may be true for the Kenyan
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regular education teachers because their experience with inclusion has not been for more
than three years on average.
Previous research.
Previous studies have indicated that attitudes, perceptions and concerns of the
teachers who had prior experience with a person with a disability were more positive than
those who had no prior experience with a person with a disability. A number of studies
have stated that contact with people with disabilities increases positive attitudes towards
disabilities.
The quantitative phase of this study did not support many of the previous findings
that teachers’ experience with inclusion has a positive effect on them. The findings from
this study, however, support research findings of Stephens and Braun (1980), Forlin
(1995) and Gilada, Reiter, and Leyser (2003). Their studies reported that teachers’
teaching experience has no effect on their attitude to teaching children with special needs
and disabilities. In all their studies, they found that teachers who had taught for many
years were less supportive of inclusion.
However, Avramidis et al. (2000) reported in their study that teachers’ experience
has positive effects on inclusion and that those teachers who have implemented inclusion
program and therefore have active experience were more positive about inclusion.
Previous studies have indicated that teachers hold beliefs that vary from one situation to
the other and from one type of disability to the other. Those teachers who have previous
experience of people with a disability, and relevant professional training hold more
positive attitudes (Subban & Umesh, 2006). Similar findings have also been reported in
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the study done by Avramidis and Kalyva (2007). In the survey that they administered,
they found that more positive attitudes were recorded from teachers who had been
working in schools with integration units than their counterparts who had little or no
experience of inclusion. The teachers with experience of inclusion also felt more
prepared to teach children with different types of needs in a full inclusive classroom.
Similar results were also reported by Villa et al. (1996) who concluded that teacher
commitment often emerges at the end of the implementation cycle, after the teachers have
gained mastery of the professional expertise needed to implement inclusive programs.
A majority of the teachers who participated in the study stated that they had
received little or no formal training and experience in response to inclusion. However,
some participants indicated that they had received some informal support from their
colleagues who are trained in special education. Training in special needs education was
a major issue mentioned by the teachers as a requirement for successful implementation
of inclusion. The need for additional on-going training and concern for lack of personal
professional experience was a consistent theme expressed by the teachers. The teachers
mentioned that they needed additional training in methods of instruction to meet the
needs of all students with special needs in the classroom. A majority of the teachers also
pointed out that they needed specialized training in specific cases of disabilities
especially in areas with great challenges.
Inferences.
The results from the teachers surveyed seem to suggest that experience in itself
does not result in more favorable attitudes, perception and concerns. It may be possible to
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infer that the nature and quality of the experiences are very significant influences on the
way these variables are developed. An important point to consider here is that inclusion
in Kenya is a new policy and concept and that the teachers have not had more experience
with inclusion (average of 2 years with inclusive teaching). On the other hand, during the
focus group interviews, teachers emphasized the importance of experience as very
significant towards the success of inclusion programs in the Kenyans schools. Findings
from both quantitative and qualitative studies have been supported by previous research
and available literature.
Inclusive education provision in Kenya is currently associated mainly with
efforts to develop and expand integrated units in the regular schools. Teachers who have
worked in schools with more developed units are better off in terms of their level of
experience with students with disabilities.
Research Question 3
What are the teachers’ perceptions of their concerns towards successful inclusion
of children with disabilities in the general education classrooms?
Results.
This question intended to bring to the fore the views, feelings and opinions of
teachers regarding the concept of inclusion of children with disabilities in the general
education classrooms. Therefore the teachers’ perspectives which are the subject of
interpretations here were informed by their lived experiences in their settings.
Of the 20 concerns in the scale, the teachers identified four major concerns that
impacted on their ability to include children with disabilities in the inclusive classrooms.
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The teachers were concerned about time to meet the needs of all students in an inclusive
classroom, training of teachers to work with increasing diverse students, maintaining
student discipline and evaluating work of diverse students. The concerns that emerged
during the focus group sessions were related to the teachers’ beliefs about inclusion,
experience and training in special education; concerns about the examination culture in
Kenyan school system; concerns about teachers’ supportive services/ facilities in schools;
concerns about the curriculum and concerns about the difficulties teachers face during
inclusion. The concerns the teachers in the study identified were consistent with those
expressed by teachers in other previous studies on inclusion and can be supported by past
research. The results showed that the teachers hold a good understanding of inclusion.
The teachers’ conception of inclusion pointed to a focus on creating an environment of
belongingness, fairness, sensitivity and provision of support to enable all children to
access the curriculum. The majority of the participants were regular education Primary
School teachers with varying levels of education. These teachers were interested in this
topic because it affected them personally and they were concerned about the future of the
classroom following the decision by the government to make inclusion of children with
disabilities to be part of the regular school. Most of these teachers had taught regular
education for many years and were content in their teaching. A majority of them had not
gone back to college to learn methodology in the area of teaching special needs education
children. Comments from the participants and results from the survey indicated that they
currently had at least three or more special needs children in their classrooms.
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Previous research.
Research done by Knight (2002) states that teachers take an active role in their
own learning and development when they attend workshops and in-service professional
development courses. These trainings allow the teachers to construct their own
knowledge and to make sense of their world. This means that the provision of extensive
opportunities for training during pre-service and in-service phases should be a top priority
for those in charge of formulating educational policies in Kenya. The implication here is
that if teachers receive training regarding inclusion, they will become more committed
and more proficient. Additional studies have found that teachers express more positive
attitude and feelings of confidence in the inclusive classroom when the teacher is
provided with direct training and education needed to work with children requiring
special needs education (Hornby, 1999; Siegel & Jausovec, 1994).
Inferences.
The teachers in the study indicated that they are generally supportive of the policy
of inclusive education, but they also pointed out that not all children thrive in the regular
classroom setting particularly with the challenges the teachers face. The teachers
expressed positive feelings about inclusive education, but at the same time they conveyed
the need for more training or workshops to better meet the individual needs of their
children with disabilities. During the focus group interviews the teachers generally
demonstrated a positive attitude towards the problems faced by children with disabilities,
but they had no way to reconcile the needs of these students with those without special
needs.
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Despite the relatively large number of schools claiming to practice inclusive
education, the government assistance to these schools has been no more than the existing
services given to regular primary schools since the inception of Free Primary Education
in January 2003. Teachers have to rely on themselves for alternatives and skills while
working within the demands of the classroom schedule and curriculum. To supplement
the government efforts, which are thinly spread out, some non- governmental
organizations have also offered assistance through donations, equipment, infrastructure
improvement within the schools and in-service training of teachers. To the general
education teacher a resource class (special unit/integrated unit) provided a welcome relief
from a professional uphill struggle and any academic advantage to the child with special
needs was very much a secondary consideration.
This finding is very important for Kenyan teachers because training in special
education needs has not been part of regular teacher training. Although most of the
teachers in the study were negative towards the possibility of including all children with
severe disabilities in the regular classrooms, they at the same time indicated their
eagerness to participate in in-service training programs in order to learn new strategies
that would enable them to work better with students with severe disabilities and use the
skills they acquired in these training programs to assist those students. Many teachers
strongly indicated that there was a strong case for the implementation of more training
regarding inclusive education.
A majority of the teachers expressed the opinion that their experience with inclusion
enabled them to cope with the included children with confidence. However, throughout
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the focus group discussion many teachers remarked that they felt there was a strong case
for the implementation of more training. A major finding of this study is the importance
of providing comprehensive inclusion planning and programming.
The study found that teachers were critical about the amount of support they
received from their respective school head teachers. The study found that there is a
significant effect of head teacher support on teacher attitudes towards inclusion. The
teachers emphasized the importance of the school head teacher in promoting a positive
learning environment for both teachers and students. The finding that availability of
administrative support positively influenced teacher attitudes towards inclusion indicates
that teachers are generally accepting of special needs students if the teachers can rely on
the support from the school head teacher.
Meta-inference.
The concerns about inclusion come into great focus when the teachers are without
resources, necessary training and other supports necessary to teach children with
disabilities successfully. Ideal inclusive education focuses on fitting schools to meet the
needs of all students. The obstacles to effective instruction of special education children
in general education classrooms include deficits in teachers’ skill levels, deficits in time
available for instructional planning, and difficulty implementing individualized
instruction within a large group for teachers accustomed to a general education
classroom. The concerns illustrate possible reasons for hesitation in implementing
inclusive education practices. Many general education teachers were aware of their
limited skills and knowledge regarding inclusion, including the relevant skills and
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knowledge, and even the very nature of disability and inclusion. This appeared to make
teachers fearful of change and hesitant in accepting the new educational agenda of
inclusion.
The concerns of the teachers affect their acceptance and commitment to
implementing inclusion. It is worth noting that inclusive education, as currently
implemented by the Kenya government through the Ministry of Education Science and
Technology, is not leading to equal and quantifiable educational outcomes, particularly
for children with disabilities because of unequal and inappropriate school practices such
as inappropriate resources, lack of provision of support and training services and a
general curriculum that is skewed in favor of regular education. It is important that
teacher attitude toward inclusive education is studied in greater depth on regular basis.
Attitudes toward inclusion have important correlation with classroom practice. A
lot of research points out that teacher who feel unprepared to teach in inclusive settings
are less likely to exhibit the teaching behaviors that positively impact their students.
However, with adequate resources, training and other supports necessary to teach
students with disabilities in their classrooms, teachers might be more willing to adapt the
curriculum for their students, and to be more patient and flexible in providing their
students with the extra help required. Successful inclusive classrooms are taught by
teachers who have been equipped with the necessary training necessary to facilitate the
academic success of their students at all levels.
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Study 2
Research Question 1
Do the teachers’ years of experience with inclusion predict their attitude towards
inclusion of children with disabilities in regular education classrooms?
Results.
The results from the survey indicated that years of using inclusive education is not
a significant predictor of teachers’ attitude towards inclusion. This finding is unusual but
not entirely unexpected given that inclusive education as a government policy in Kenyan
schools is just getting implemented. Results from the focus group interviews on the other
hand suggested that the more inclusion becomes part of the school day the more inclusive
the teachers’ attitudes and practices will become.
Previous research.
Previous studies on the other hand have supported the argument that successful
inclusive education, to a large extent is dependent upon the positive attitudes of the
teachers and the amount of support they receive towards the implementation of the
program. Attitudes of general education teachers towards inclusion of children with
disabilities in the regular classrooms have been found to vary. Both Scruggs and
Mastropieri (1996), and Avramidis and Norwich (2002) concluded that general education
teachers supported the concept of inclusion. However, their willingness to apply
inclusion depended on the nature of the disability and other educational environmental
related variables. Rakap and Kaczmarek (2010), in a study done in Turkey, also found
that teachers who have experienced inclusive practices and who have had children with
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disabilities in their classrooms hold more favorable attitudes toward inclusion than
teachers who have not had any students with disabilities in their classrooms.
A majority of the teachers expressed the opinion that the number of years of
experience with children with disabilities enabled them to cope with the children with
disabilities in the regular education classrooms confidently. However, throughout the
focus group interviews many teachers remarked that they felt there was a strong case for
the implementation of more training regarding inclusive education. Results from the
focus groups revealed more positive attitudes from teachers who had been working in
schools with integrated or special units than the teachers who had no previous experience
with inclusion. This group of teachers with prior experience felt more ready to teach
children with different types of special education needs in a full inclusive classroom.
Inferences.
This study was conducted at a relatively early point within the implementation of
inclusive education as the official government policy. It is possible that the opinions
expressed and the attitudes reflected at this stage may change dramatically in light of an
extended period of experience with inclusion.
The finding from this study on the effect of experience on the teachers’ attitude
towards inclusion is very important: experience on its own does not result in more
favorable attitudes; the nature and quality of the experience seem to be a significant
influence on the way attitudes towards inclusive education developed. Currently,
inclusive education in Kenya is mainly associated with the development and expansion of
integrated units/special units/resource classrooms in regular schools. Presently there is
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still a need for rigorous evaluation of the academic and social outcomes of these
arrangements to determine if they are suitable experiences to the teachers. The
government has made significant policy developments regarding the provision of special
needs education, but these are by no means adequate. Many aspects of the regular
education provision still need to be changed if efforts towards genuine inclusion are to be
realized. As the participants pointed out during the focus group discussion, the inclusion
philosophy will take more roots if the strict adherence to an academically oriented
curriculum and its inflexible application in all primary schools (lack of differentiated
curriculum) is changed. For example, currently, a good number of schools and their
teachers consider inclusive education as something that interferes with normal curriculum
delivery.
Though inclusive education is a fairly recent development in Kenya, teachers
showed a good understanding and recognition of the concept and underlying philosophy
of inclusive education. This was evident from the survey items that the teachers
responded to. Further exploration through focus group interviews also revealed no strong
objection to the ideals of inclusive education. Despite all these, the teachers’ enthusiasm
in meeting the demands of inclusive education in the current situation was much less
positive.
The teachers’ attitude towards their responsibilities for the children with special
needs is very much a reflection of the expectations placed on them by the various parties
concerned. On the one hand, teachers in Kenya are evaluated more so on the academic
and behavioral performance of their students and are thus encouraged to help these
130

Texas Tech University, George Odongo, May 2012

students as much as possible. On the other hand, the teachers are also acutely aware that
their students would be assessed at the end of the year in the national exams like any
other students in the Kenya Certificate of Primary Education and the Kenya Certificate of
Secondary Education examinations.
Research Question 2
Do the teachers’ years of experience with inclusion and amount of contact time
with children with disabilities predict their perceptions towards inclusion?
Results.
On teacher length of experience with inclusion, that is, whether a teacher had
taught children with disabilities and how this affected their perception regarding
inclusion, this study found a significant statistical correlation. On the issues of the
amount of contact time teachers have had with children with disabilities and how this
affected their perceptions, this study found a significant statistical correlation. This study
found that, of the two variables, the amount of contact time was the stronger predictor of
teachers’ perception towards inclusion of children with disabilities in their classrooms.
Previous research.
Past research on teacher perceptions on inclusion have suggested that it is
important to examine the perceptions of teachers toward the inclusion of students with
disabilities into regular education classrooms as their perceptions may influence their
behavior toward and acceptance of such students (Van Reusen et al., 2000). Horne,
(1983) and Van Reusen et al. (2000), have asserted in their studies that the success of an
inclusionary program may be at risk if regular classroom teachers hold negative
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perceptions toward the inclusion of students with disabilities in their classrooms.
Negative perceptions of inclusive education may become obstacles, as general education
teachers attempt to include students with disabilities in their classrooms (Avramidis et al.,
2000). It is therefore important that teachers’ attitude towards inclusion remains positive
before they embark on their teaching activities. Focus should always be on the variables
that support positive disposition towards children with special needs.
Teacher perceptions have been influenced by the amount of contact teachers have
with children with disabilities. Positive attitudes and confidence in the ability to teach in
an inclusive classroom can be seen as a learned process that is strongly influenced by the
amount and kind of contact teachers have with pupils with special needs education.
Previous experience teaching children with disabilities is conceptually connected to the
idea of having direct contact with a person with a disability. The positive impact that
teaching children with disabilities has on perceptions is well documented in the literature
as well as the impact of practical experiences with inclusion. Research also suggests that
teacher perceptions may be influenced by student characteristics such as disability label
(Soodak et al., 1998) and severity of the disability (Cook, 2001). Leyser et al. (1994)
found that overall; teachers with much experience with disabled persons had significantly
positive attitudes towards inclusion than those with little or no experience. Findings of
many other studies done in the USA (Leyser & Lessen, 1985; Stainback & Dedrick,
1983), Australia (Harvey, 1985; McDonald et al., 1987) and UK (Shimman, 1990) have
also stressed the importance of increased experience and social contact with students with
disabilities. These studies seem to suggest that contact with students with significant
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disabilities, if carefully planned and supported results in more positive changes in
teachers’ attitudes.
Inferences.
A majority of the teachers, during the focus group interviews, expressed the
opinion that the number of years of experience with children with disabilities enabled
them to cope with the children with disabilities in the regular education classrooms
confidently. The finding from this research question is not entirely unexpected because a
number of previous research studies have found similar results. This study was primarily
designed to provide practical implications for primary school teachers in Kenya and by
extension to other parts of the world especially the developing countries. Most teachers’
conceptualization of the term inclusion reflected integration. This study therefore
highlights the need for Kenya’s Ministry of Education to interpret the inclusion agenda
from local perspectives and fashion policies regarding special needs education to be in
line with national policy position and standards.
Results from the focus group revealed more positive attitudes from teachers who
had been working in schools with integrated or special units than the teachers who had no
previous experience with inclusion. This group of teachers with prior experience felt
more ready to teach children with different types of special education needs in a full
inclusive classroom. The finding from this study also supports the social constructivist
view of perception and attitude as context specific variables that are influenced by
elements within a particular socio-cultural context (Carrington, 1999), therefore, the
positive attitude reported by teachers whose schools have had integrated units, is as a
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result of working in a setting with an inclusion background. The teachers had positive
interactions and support with previous inclusive classrooms, which they felt increased,
their chances to have those positive experiences again. Leatherman and Niameyer (2005)
found that when teachers have positive attitudes towards inclusion, the classroom
environment is more conducive to all children learning and being productive members of
the classroom community.
Again, the special education teachers teaching in the integrated units and who by
the nature of their specialty spent the entire school day with children with disabilities
reported very positive views regarding inclusion in the regular education classrooms.
Research Question 3
Which type of disabilities are teachers least comfortable and most comfortable
including in their general education classrooms?
Results.
Teachers indicated that they are more comfortable including students with
physical disabilities (1), learning disabilities (2) and students who are deaf/hard of
hearing (3). In the least comfortable category were autism (12), emotional disturbance
(11), and traumatic brain injury (10). According to what the results revealed, the teachers
reported that they were more accepting of students with physical disabilities in the
regular education classrooms than students with severe cognitive and behavioral
disabilities.
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Previous research.
Past research has indicated that teacher’s conceptualization of children with
disability consists of types of disabilities, the prevalence of the disability and the
educational needs of such children. Past studies have also found that teachers are more
positive about the inclusion of children with physical impairments than those with
emotional/behavioral disorders. This finding is consistent with Mittler (2000) who found
in his study that educators are more positive in accepting children with physical and
sensory impairments and more negative in accepting those with severe and multiple
impairments. This belief could also be attributed to the challenges to be overcome when
teaching students who are severely or multiply impaired. Regular education teachers
would therefore find it more challenging to teach such children than those with high
incidence disabilities.
Inferences.
The teachers showed different levels of acceptance for students with different
types of disabilities. Both the severity and type of disability affect the attitudes and
perceptions of teachers regarding the most appropriate educational placement for a child
with a disability. The more severe the disability, the more segregated educational
environment is considered to be better for the child with the disability. Teachers in the
focus group showed more frustration and helplessness in relation to teaching those
special needs children with autism, traumatic brain disorder and emotional/behavioral
disturbance. While some participants had no experience of those disabilities others felt
that those disabilities posed a direct challenge to the teachers’ basic expectations and
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competence. On the other hand, the teachers expressed more tolerance for those children
with physical disabilities, deaf/hearing impairments and those with learning disabilities.
Despite the fact that the participants avoided categorizing the disabilities whose
inclusion in the general education classroom may not be successful, they gave some
general descriptions about what they considered appropriate for inclusion.
The contradictory attitudes that has been revealed in the study that is, on the one
hand teachers being supportive of inclusive education, and on the other hand regarding
the process as dependent on the severity of the disability /disabling conditions are by no
means unique to this study. Scruggs and Mastropieri (1996) in their meta-analysis of 28
studies published between 1958 and 1995 reported similar findings. Their major finding
was that, although, 65% of the participants in their study (10,560 in total) supported the
general philosophy of inclusion, only one third or less believed they had sufficient time,
skills, training and resources necessary for implementing inclusive education programs.
Other studies have also concluded that teachers’ attitudes are strongly influenced by the
nature and the severity of the disabling conditions presented by the children with
disabilities (Avramidis & Norwich, 2002). The results of the study by Alghazo and
Naggar Gaad (2004) revealed that teachers had a positive attitude towards children with
physical disabilities, children with specific learning disabilities and children with visual
impairments. However, teachers were negative about the inclusion of children with
mental disabilities, behavioral difficulties and hearing impairments. In principle, the
teachers support the basic philosophy of inclusion but feel that they have been left to their
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own devices to survive the stresses created by including all students in the regular
classroom without appropriate supports.
Meta-inference.
The importance of attitudes towards people with disabilities has been recognized
internationally (Antonak, 1988). Teachers’ attitude is an important variable affecting
relationships with children with disabilities, their inclusion in regular classrooms, and the
quality of their lives (Bacon & Schultz, 1991). Teacher training should undeniably focus
on improving the self-efficacy of teachers, developing more positive attitudes and
reducing their concerns by increasing their understanding and confidence in meeting the
needs of diverse learners.
This study has found that previous experience and involvement in teaching
children with disabilities resulted in more positive perceptions and in particular enabled
teachers to respond better to their concerns. Likewise previous contact led to more
positive attitudes and less concerns. This study provides an initial understanding of how
teacher training and preparation courses must reflect the needs for inclusive education.
Evidently, closer contact with people with disabilities and involvement in teaching
children with diverse needs has a significant effect on improving attitudes towards
inclusion. Consequently, although quite difficult to implement especially with large
groups of children, engaging with students with diverse needs should be a priority in
teacher training programs.
The discrepancy between the results of the attitude questionnaire and the focus
group interviews may suggest that teachers do have positive attitudes, although they have
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diverse requirements. It may alternatively suggest that the attitude questionnaire was not
sensitive to identify specific attitudes due to the way some questions were stated.
The finding from this study that teachers have a preference towards certain
disability types is reinforced by earlier studies suggesting that the perceived most
appropriate placements of children with varied disabilities largely depend on the
disability category; the least restrictive placements in general education have more often
been chosen for children with less severe disabilities and less often for children with
more severe disabilities. Populations that require more environmental accommodations
seem more prone to be placed in a restrictive educational environment, in this case for
Kenya, the special education schools.
Mixed Methods Question
This section will provide a discussion on the extent to which the quantitative and
qualitative phases of the study confirmed each other. To what extent do the quantitative
and qualitative data converge or confirm each other?
The final research question is derived from mixed methodology in which the
results from both data sets are utilized to make conclusions.
This mixed methods question required an assessment and a statement of the extent
to which the quantitative and qualitative data converged or confirmed each other. Both
data sets were collected concurrently during the study. Qualitative data and results
obtained through focus group interviews were used to confirm quantitative data obtained
from the survey. Results indicated that to a large extent the qualitative results confirmed
and aligned with the quantitative findings. There was no formal analysis done for this
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question and no specific previous research cited as well. The researcher determined if
quantitative and qualitative results converged or confirmed each other. In the section
below, an explanation is given on how quantitative and qualitative approaches confirmed
or cross validated each other.
S1.Q1Quantitative phase analyzed 20 concerns in the scale and identified four
major concerns that teachers have towards inclusion of children with disabilities in the
regular education classrooms. The qualitative phase supported results from the
quantitative phase regarding the first research question, which sought to determine the
nature of the concerns the teachers had. Responses to individual items in the concerns
sub-scale indicated that the participants have strong concerns about including all students
in the general education classrooms. The quantitative phase identified four main areas of
concern, namely, concern for time, training, student discipline and evaluation. The
qualitative phase identified seven areas of concern that emerged as categories and themes
during the focus group discussion. Training of teachers for inclusive education was the
most outstanding concern, which was highlighted in the findings from quantitative and
qualitative phases. This finding suggests that if teachers are provided with adequate
training in special needs education, then it can be expected that positive attitude can be
obtained. In-service training and attending courses at the colleges of education was
mentioned by teachers as the best way of improving the teachers’ knowledge of special
needs education. Secondly, both quantitative and qualitative findings focused on the
variable of time (enough time to meet the educational needs of all students). Through
interview comments and survey ranking the teachers indicated that they found the task of
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meeting the needs of all diverse learners to be challenging taken into account the fact that
most classes were over-enrolled. The teachers explained that most students with special
needs require additional time and adjustment. Both focus group and survey data
confirmed each other regarding the evaluation of the work of students in a diverse
classroom. The teachers pointed out during the focus group interviews that providing
uniform assessment at the end of the term was difficult for them. Finally, the survey
identified discipline as a major concern for the teachers while at the same time several
teachers pointed out during the focus group that it is difficult to control classroom
behaviors when several students with disabilities are included, especially those with
multiple disabilities and behavior problems.
S1.Q2 What is the relationship between the teachers’ concerns and their
experience with inclusion of children with disabilities?
For this research question, quantitative phase found no significant relationship
between teachers’ concerns and experience with inclusion. Qualitative results on the
other hand found that experience was valued. The qualitative phase supported previous
research studies that have indicated that attitudes, perceptions and concerns of the
teachers who have had prior experience with a person with a disability were more
positive than those who had no prior experience with a person with a disability.
Children with special needs are commonly found in regular schools in Kenya. In
the past, they were often admitted and allocated to classes basically according to their age
without adequate preparation or planning by the schools. Before the Kenya government
made inclusion an official policy, children with special education needs were referred to
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schools in which their education was the responsibility of the teachers who worked in
these special institutions. This position has changed especially since 2003 when the
government introduced the Free Primary Education (Republic of Kenya: Ministry of
Education, Science, and Technology, 2003). These children are now sent to schools
where teachers are increasingly facing the challenge of providing an education in the
Least Restrictive Environment for all children. The teachers who have had previous
experience with inclusion in schools with integrated units for special needs children had
more positive attitudes towards inclusion compared to those who had no prior experience.
Therefore from the above, qualitative results did not confirm the quantitative results
regarding the research question. Qualitative results however, were in agreement with
what a majority of previous research findings on inclusion have found.
S1.Q3 What are the teachers’ perceptions of their concerns towards successful
inclusion of children with disabilities in the regular education classrooms?
Qualitative findings corroborated quantitative findings regarding teachers’
perceptions of their concerns. The qualitative phase identified more concerns in addition
to those identified in the quantitative study. The overall mean of the participants on all
statements regarding the four areas of concern was a 3.3 out of 4 indicating that the
concerns towards inclusion was falling between response numbers 3 and 4, that is
between concerned and very concerned. Qualitative data solidified these concerns by
identifying seven major categories and corresponding themes focusing on teachers
concerns. The categories were; teachers’ beliefs about inclusion, teachers’ experience of
inclusion/training in special needs education, examination culture of ranking schools,
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teachers’ perceptions of supportive services, teachers’ inability to complete
syllabuses/failure in national examinations, inadequate physical facilities and the
teachers’ perceptions of the difficulties they encounter while including children with
disabilities in the regular education classrooms.
S2.Q1 Do the teachers’ years of teaching and experience with inclusion predict
their attitude towards inclusion?
The quantitative phase found that years of experience with inclusion is not a
significant predictor of attitudes. The qualitative phase found that the more inclusion
became part of the school day, the more inclusive the teachers’ attitudes and practices
will be. The quantitative results did not indicate a strong correlation. The qualitative
results on the other hand strongly emphasized the role of experience in the formation of
positive attitudes. Available literature from previous studies however have supported the
argument that successful inclusive education to a large extent is dependent upon the
positive attitudes of the teachers and the amount of support they receive towards the
implementation of the program. The qualitative results stated that a majority of the
teachers expressed the opinion that their years of experience with inclusion enabled them
to cope with the included children with confidence. This prior experience was however;
mainly from the teachers who were teaching in schools with integrated/special units in
the schools studied and therefore had some prior experience. Majority of the teachers
who completed the survey (100 of the 142) had no prior experience with inclusive
teaching. The conclusion regarding this research question is that qualitative results did
not confirm quantitative results.
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S2.Q2 Do the teachers’ years of experience with inclusion and amount of contact
time with children with disabilities predict their perceptions towards inclusion?
Both quantitative and qualitative phases found that a relationship exists between
years of experience, amount of contact time with children with disabilities and teachers’
perceptions. The qualitative phase solidified this position with its finding that more
positive attitudes and perceptions were noted from teachers who had been working in
schools with integrated/special units than the teachers who had no previous experience.
According the results from this study, the two variables (years of inclusive teaching
experience and amount of contact time with children with disabilities) were predictors of
teachers’ perceptions towards including children with disabilities in the regular education
classrooms. Qualitative results found a strong relationship between the two variables and
teacher perceptions. This solidified the quantitative results with findings that teachers
who had been working in Kenyan schools with integrated or special units were much
more comfortable with inclusion than those without prior contact.
S2.Q3What types of disabilities are teachers are teachers most comfortable and
least comfortable working with in their general education classrooms?
Both quantitative and qualitative findings confirmed that both the severity and
type of disability affected teachers’ attitudes, perceptions and concerns. Qualitative phase
greatly solidified the quantitative findings. The finding from this study is consistent with
the findings from previous studies: Nagata (2007), Cook, 2001; Evans & Lunt 2002), that
the type and severity of the disability are significant factors that influence attitudes. A
perception persists that people with severe disabilities are harder to get along with than
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people with less severe disabilities. Both quantitative and qualitative results have
confirmed that both the severity and type of disability affect perceptions about the most
suitable educational placement for a child with a disability. The more severe the
disability, the more segregated educational placement is considered suitable for a child
with a disability. Both quantitative and qualitative results have revealed the participants’
variable responses to the difficulty of accommodating children with different types of
disabilities and this revealing of the participants’ attitudes, and perceptions. While
children with physical disabilities, learning disabilities and deaf/hearing impairments
were viewed as unproblematic, children with more severe and complex needs (autism,
traumatic brain injury) were regarded as a major challenge to include in the regular
classrooms.
Overall Results and Theoretical Framework
The theoretical framework for the study is positioning theory (Harre & van
Langenhove, 1999). The concept of positioning allows researchers to make sense of the
dynamics of evolving social interactions; how people position themselves and how they
are positioned by others within a specific context. Positioning theory is a conceptual
framework used to interpret classrooms dynamics and was used in understanding the
attitudes, perceptions and concerns of teachers in the study. Positioning theory provides
away to understand discourse. Positioning explains how discursive practices enable
speakers and hearers to constitute themselves in certain ways and how speakers and
hearers negotiate positions for themselves and others, in which they establish a balance of
parity and power. Those who achieve power are able to influence outcomes and define
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the relationships of others and what happens in a community (Harre & van Langenhove,
1999).
The study focused on exploring a number of factors that might impact upon
teacher acceptance of inclusion. Under the new requirement, teachers in general
education are expected to cope with students with diverse needs. Underlying the process
of inclusion is the assumption that the general classroom teacher has certain knowledge
and understanding about the needs of different learners, teaching techniques and
curriculum strategies. The need for high quality teachers equipped to meet the needs of
all learners is a requirement for inclusive education. Teachers therefore need confidence
in their ability and the knowledge and skills in inclusive education to meet the challenges
that they will encounter in the present school system.
Positioning theory was used as a framework in the study to direct focus on (a)
how the special needs education policy framework “positions” the general and special
needs education teachers relative to inclusive practices; (b) how general and special
education teachers “position” themselves in response to new policies reflective of
demands for inclusive policies, and (c) how general education teachers position students
in need of special education services.
The policy addresses how the Kenyan government through the Ministry of
Education Science and Technology will work with stakeholders (teachers, parents and
non-government organizations) to transition to an inclusive education approach in line
with Education for All by 2015 (UNESCO, 2010). Education policies tend to evoke
mixed feelings; excitement amongst advocates of change or uncertainty and stress among
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teachers expected to implement them. The result from this study has indicated that the
general education teachers had limited experiences of inclusive education and as a result,
most teachers felt inadequately prepared to implement it.
Two relevant perspectives on positioning are important to the study. One mode of
positioning is intentional/reflexive positioning in which an individual views the world
from a certain position. Positioning guides the way in which an individual may act and
think about his roles, assignments and duties in a given context. Teachers stated beliefs
on their relevant world help to explain how they position themselves in the school or
classroom. Some teachers may position themselves as inclusive teachers and work
towards promoting inclusive practices in their classrooms.
The second type of positioning is interactive positioning in which what one
person says positions another. In this situation, positioning people in certain ways limits
or extends what those people can do or say. Teachers can intentionally or unintentionally
position students in more positive or negative ways through their teaching ways. Again,
teachers might position special needs students without realizing that they might be
limiting the student’s opportunities to develop a positive sense of themselves as learners.
If there are strong attitudes within a school regarding inclusion, teachers are more likely
to re-arrange their beliefs to fall in line with the prevailing attitudes of other teachers.
The findings from the study indicate that there are many obstacles to be
overcome, for example, the feeling of the teachers that they have been “positioned” by
the policy to implement inclusive education has to be corrected before much ground can
be covered in the efforts to include children with disabilities in the regular schools. The
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fact that some teachers still viewed separate provision for learners who experience
barriers to learning and development as a better option (including those with disabilities)
is in itself positioning those learners.
Limitations of the Study
This study only investigated a limited number of variables related to attitudes,
perceptions, and concerns of teachers regarding the inclusion of students with disabilities
into their classrooms. There are undoubtedly other variables that should be considered
when analyzing such attitudes, perceptions, and concerns.
The findings were largely based on teacher self-report and focus-group interviews
rather than observations of teachers’ classroom behavior, which will always leave some
doubt as to whether the teachers’ responses reflect their true attitudes, perceptions, and
concerns regarding the inclusion of students with disabilities in the general education
settings. Hence, socially desirable answers/responses could easily be given. Teachers
may endorse the general philosophy of inclusive education, but this does not obviously
mean they are willing to make specific adaptations for pupils with special needs. It seems
reasonable that observations are necessary to establish if teachers’ beliefs, feelings, and
behavioral intentions correspond with their actual behavior towards children with
disabilities in their classrooms. However, according to Creswell (2008), a survey has the
advantage of measuring current attitudes, beliefs, opinions, and practices. Again, the
choice of a focus group interviews was suitable for the study. Many researchers consider
at least two sessions as required for the results to be considered valid. Each session may
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be conducted with different participants or the same group may meet more than once
(Morgan, 1993).
The study included a relatively small sample of participants from one district in
Kenya. Those teachers who participated may have different attitudes, perceptions, and
concerns towards inclusion than those who elected not to do so, and it is conceivable that
those who participated were more positively inclined toward inclusion than those who did
not.
The findings of this study represent a snapshot in time. Because inclusive
education and means of implementation at each school is constantly evolving, today’s
results are not necessarily indicative of where a school will be in the future. Another
important point to consider is that inclusion is new to the Kenyan regular education
system and to the Kenyan teachers.
This study used a convenience sample of participants from one single school
district, and this could have had the effect of reducing the potential for making
generalizations of the findings. The researcher used this sampling method because of
familiarity with the schools in the district, the ease of access to these schools, the
leadership of the school district, knowledge of the area under study, and the
demographics of the participants (having worked in the same school district as an
administrator for four years). According to Teddlie and Tashakkori (2009), having a solid
understanding of the cultures of the participants and the research context is a valuable
asset in the process of making inferences.
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In order to minimize threats to generalizability, the researcher took detailed notes
of the characteristics of the population sampled, with the intention of using this
information in the future to determine if these findings may be generalizable to another
population (thick descriptions). Thick descriptions involve making detailed descriptions
of the context and other aspects of the research setting so that other researchers can make
comparisons with other contexts in which they are working.
The study investigated a limited number of variables related to attitudes,
perceptions, and concerns of teachers regarding the inclusion of children with disabilities.
Previous studies on inclusion have focused on different variables and how these variables
affected the implementation of the inclusion philosophy. These studies have revealed that
none of the variables alone could be regarded as single and stronger predictor of teacher
attitude and perceptions. Many studies on inclusion have identified many other variables
that have previously been demonstrated to impact attitudes and perceptions towards
inclusion. Inclusion of children with disabilities is a fluid topic and cultural, historical
and government policies all mediate the interpretation and areas of emphasis. For Kenya,
the inclusion debate is still focused on the best ways to implement the policy.
Last, this study relied on surveys and focus group interviews rather than
observations of teachers’ classroom behaviors. I considered these two as strong sources
of data for the study.
Practical Implications
This study provided insight into a range of possible views held by teachers
regarding aspects of inclusion. Such information may be useful to teacher educators as
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they seek to (a) understand what these teachers bring to inclusion contexts and (b)
provide course content and educational experiences that will help teachers develop the
knowledge and dispositions that will prepare them to be successful teachers for all
students (Stanovich & Jordan, 2002). This includes knowledge of how to provide
instruction that meets the needs of a wide range of students, how to access and effectively
manage resources and a strong commitment to teaching students with disabilities.
In Kenya, the findings of this study have implications on the inclusion agenda
and the manner in which the government through the Ministry of Education Science and
Technology has responded to it. With government policy and eventually legislation
supporting inclusive education in place, it is important that teacher training institutions
prepare teachers who are confident in their ability to cater for diversity in their
classrooms. Such teachers are in turn likely to have beneficial impact on the attitudes of
children without disabilities towards their fellows with disabilities. One of the most
effective ways to change attitudes of the community towards persons with disabilities is
to ensure that teachers have positive attitudes. To facilitate effective inclusive education,
support must be provided that promotes change in attitudes, beliefs, values and habits.
Issues identified in this study regarding large class sizes, teacher training, student needs
and resources are particularly important for inclusive practices to be successful in Kenya.
The existing pre-service and in-service teacher programs need to be re-evaluated and
strengthened to develop specific programs for training regular teachers so that they can
effectively respond to the needs of all students.
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Results suggesting that the teachers are particularly concerned about lack of
resources have an important implication for the initial teacher education/training in
Kenya. There is need to provide grounded information and training to pre-service
teachers during their initial teacher training regarding the range of resources available to
support children with disabilities. It may also be important to review the Special Needs
Education Policy Framework so that its provisions are anchored in the country’s
legislation.
There is need for urgent policy change because without this change to reflect the
teachers’ current attitudes, perceptions and concerns, driving the inclusion agenda
forward may face serious obstacles. Ainscow (2004) speculated that policy documents,
conferences and in-service courses do not necessarily lead to significant changes in the
attitude and thinking of teachers. What the current study found is that the dominant
culture of the people and the historical contexts mediate the interpretation of inclusion
and therefore the policies to guide implementation should be generated rather than
transplanted or imposed. In a way, the results of this study emphasize the need for the
Kenyan Ministry of Education Science and Technology to interpret the inclusion agenda
from local perspectives. The government should involve classroom teachers in all stages
of inclusive policy development and decision making that would affect them in their
schools. A synchronization of these support systems and the involvement of teachers
would be a catalyst in reducing their negative attitude and concerns about inclusive
education in Kenya.
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Teachers must be actively involved in the process of developing and
implementing inclusive education so that they do not view it as an imposed policy. It may
be necessary for the government of Kenya to harness and take advantage of the
enthusiasm that the teachers have shown towards inclusive education by giving full
support to the efforts of the teachers. One aspect towards successful inclusion agenda that
the Kenyan government needs to focus on is the quality of teacher training programs.
There is some research that suggests that too much focus on causes and characteristics of
different disability types during initial teacher training programs may develop negative
attitudes among teacher trainees (Forlin et.al, 2009). Rather, the training focus of teacher
education should be on sociological aspects of disability and on the strategies that have
been shown to enhance inclusion of all children in the learning process.
Third, the teachers expressed some concerns about some aspects of inclusion. One
major concern expressed by the teachers was that they believed that they have not been
consulted enough as part of the process. It would appear that the regular classroom
teachers view inclusive education as a top-down decision, which has subjected them to
additional pressure. The teachers also felt that they have not been given adequate
guidelines or directives regarding the inclusion of students with disabilities in the regular
classrooms. What the current study shows is that teacher characteristics and school
contexts mediate the interpretation of inclusion and therefore policies need to be
generated rather than imposed.
The teachers in the study pointed out that because of the long attachment to
academic selection as the model for education in Kenya, adoption of total inclusion in
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practice will be a radical change for all schools and the teaching staff. The teachers
expressed fear and concern about the academic success of their schools. They expressed
fear that because majority of them do not have the required knowledge and expertise to
teach students with disabilities who are included in the regular classrooms, this is
contributing to low mean scores in the examinations. While schools tend to be blamed for
not being more inclusive, the teacher training college and colleges of education at the
universities must acknowledge and embrace their role more fully to ensure that they are
producing graduates who have the appropriate knowledge, skills and attitudes to be more
proactive in furthering the inclusion agenda. Teachers must be prepared to differentiate
their curricular to ensure that they meet the dissimilar needs of children with disabilities.
The results of this study lead towards a few areas of potential intervention; inservice awareness programs and attitude change workshops for teachers is important
towards the success of the inclusion agenda. Since research concerning attitude change
towards people with disabilities and towards inclusive education is almost lacking in
Kenya, attitude –change workshops are necessary to help focus the inclusion agenda.
In conclusion, the government should address the issue of teacher training and the
system of ranking of schools in national examinations. In general, the teachers from
Kisumu who took part in the study were positive about including children with
disabilities in their classrooms. They did, however, express the belief that they were not
adequately prepared to meet the needs of children with disabilities. They also stated that
they were not well supported in terms of administrative support, planning time and
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disability-specific teaching skills and resources. Teachers from this study believe they
need supports such as smaller class sizes, training and more supports.
It has been posited that a process of affirmative and rewarding personnel
engagement with people with disabilities is most likely to continue to promote inclusion
(Forlin, 2006). This is one good direction that the Ministry of Education, Science and
Technology through the Teachers’ Service Commission can implement in order to make
special education attractive. Special education teachers should also be considered for
special allowances just like their counterparts in Math, English, and Science.
Future Research
Inclusive education has been embraced as a means towards the creation of a
caring inclusive society and teachers have a critical role to play as change agents in the
creation of such a society. Several international studies have concluded that teachers’
attitudes and perceptions towards inclusive education determine their commitment to
inclusive practices and influence the outcomes of their practice. Since inclusive education
is concerned with the identification and minimization of barriers to learning, then more
studies should focus on highlighting the critical role of teachers’ professional
development as a crucial factor influencing teachers’ understandings of , and
commitment to the development of inclusive education.
First, this study has indicated that a good understanding of how educators relate to
inclusion is crucial since they are the key resource that will make inclusion a reality,
more comparative research is therefore required. More research is needed to examine
additional factors that influence the development of positive attitudes and perceptions
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towards inclusion and how these variables interact. There is need for a good
understanding of the complexity of factors that shape teacher attitudes and perceptions
towards inclusion in order to learn which are the most important. Future research needs to
focus on the quality of training opportunities for teachers and should include details such
as duration, content, intensity and relevance. Training of teacher should also focus on the
quality of their experiences with different categories of disability or special needs. Again,
if experience with inclusion promotes positive attitudes, then future research should also
focus on ways of supporting teachers (the main agents of the implementation of the
policy) as schools become more inclusive so that their experiences become more positive.
Second, this study has shown that contact is an important variable in the attitude
of teachers towards children with disabilities and towards inclusive education. Since
inclusive education is new to Kenya, this finding would be very valuable in the planning
and implementation phase. As part of teacher training programs, potential teachers should
have planned contacts such as extended time for teaching practice (practicum). Such
measure would increase the success of inclusion. Future research is needed to examine
this variable critically and with a larger population of teachers so that if the results
continue to show the significance of this variable, then increasing quality contact time
should be part of programmed teacher training in Kenya.
Third, one of the challenges in designing this study was a lack of published
literature on inclusive education in Kenya. This presents a shortcoming for researchers
and call urgently for more studies about attitudes, perceptions and concerns. For example,
it would be valuable to compare the attitudes of those teachers with and without
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experience of teaching inclusively. Further work is also needed to identify the factors that
hinder and challenge the effective implementation of inclusion in Kenya. Clearly, the
implementation of inclusion is an important area for investigation, not only because of
the immediate implications for the children and their families, but also because of the
wider issues related to shifting attitudes and increasing acceptance of disability in the
society.
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Appendix B
Recruitment Script for Personal Communication with the Head Teachers
Good morning Mr. /Mrs. /Ms.
__________________________________________________
My name is George Odongo, a Doctoral Candidate in Special Education, Texas Tech
University. Here is my contact information while I am in Kenya.
Mr. /Mrs. /Ms. ___________________________________________ at the District
Education Office and Mr./Mrs./Ms._____________________________________ at the
Municipal Education Office, Kisumu, have given me permission to visit your school.
Here are my approval documents for you to look at.
The purpose of my visit is to secure your assistance to allow me to collect my research
data about general education teachers and special education teachers’ perceptions and
attitudes towards inclusion of children with disabilities in their classrooms. The data
collected will be used in writing a dissertation in partial fulfillment of the requirement for
the award of a Doctor of Education in special education degree at Texas Tech University.
This is the Teacher Packet that I would like the teachers to complete.
If you grant me permission, I will request you to arrange for me to have a 20 minute
meeting with your teachers in the staffroom for them to fill out a survey. I will request
that you introduce me to the teachers after which you are free to leave the room. The
survey does not have any information that can be connected to a person or a school. All
reported data will be aggregated for Kisumu district. Would you like for me to come back
on Wednesday May__________ during lunch break to meet with the teachers? Would
you like to suggest another day and time that would be appropriate for you?
Thank you very much.
George Odongo
Email: george.odongo@ttu.edu
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Appendix C
Recruitment Speech/Narrative for Personal Communication with Special/General
Education Teachers
Hello teachers, my name is George Odongo. I am a Doctoral Candidate in special
education and am working towards the degree of Doctor in Education in special
education at Texas Tech University. The Head Teacher has kindly agreed to have me
meet and talk with you. The purpose of my meeting with you is to seek your support and
to recruit you as a possible participant in my data collection process for my research
study. My study focus is on teacher perceptions and attitudes towards teaching children
with disabilities in their classrooms. Participation will be in two parts namely: (1) filling
out a 60 item survey and, (2) participating in a focus group interview/discussion. Today I
would like for you to fill out a survey lasting about 15 minutes. I will now pass this out
for you to look at.
I would like for you to tear out the front page, read and keep. After filling out the survey,
the last page is for you to complete if you would like to participate in a Focus Group
discussion, which will be organized for a later date. Please place the completed survey in
the box marked “Survey” and the last page in the box marked “Focus group”.
A stipend of Kenya Shillings 100/- will be paid today towards your lunch as a token of
appreciation for your time. Those who will participate in the Focus Group session will be
paid Kenya Shillings 100/- to defray their transport costs.
Do you have any questions for me at this time?
Thank you very much for your time.
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Appendix D
Teacher Packet (Part 1)
Information to Teachers about This Research Project
Purpose: You are invited to participate in a study involving an investigation on the
perceptions and attitudes of teachers towards teaching students with disabilities in their
general education classrooms. You were selected as a possible participant in this study
because you are a teacher in the special education/general education department at this
primary/elementary/middle school.
Research Purpose: The purpose of this research is to collect data that will be used in
writing a dissertation in partial fulfillment of the requirement for the award of Doctor of
Education in special education degree at Texas Tech University.
Description of the procedure: This is a 2 part study, which will be conducted on two
separate days.
The first part is a 60-item survey about teacher perceptions and attitudes regarding the
inclusion of students with disabilities in inclusive classrooms. The survey will take
approximately 15 minutes of your time. Today you will receive Kenya Shillings100/- as
lunch money for participating in this survey. At the end of the survey there is an
invitation to participate in the second part of the study.
The second part is a Focus Group that will take about 1:30 minutes. This session will be
audio-recorded for transcription purposes only and the transcription will be destroyed
immediately after writing the dissertation. The Focus Group questions seek your
perceptions and attitudes regarding the inclusion of students with disabilities in the
general education classroom. If you are invited for this session, you will receive Kenya
Shillings 100/- to defray your travel expenses.
Benefits of the study to the subjects: Results from the study would help influence
policy beginning at the local level in Kenya.
Confidentiality: No personally identifying information is collected in this research
project. All survey answers will remain anonymous and the survey data will be reported
in an aggregate manner so that no person and no school can be identified. The focus
group session will be audio recorded for transcription purposes only and the recording
will be destroyed immediately after my dissertation.
Refusal/Withdrawal: Participation in this study is entirely voluntary. If you agree to
participate in the study, you are free to withdraw at any time without penalty.
Contact: If you have any questions about this research, feel free to contact the principal
investigator: Dr. Roseanna Davidson, Texas Tech University, and College of Education.
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Box 41071, Lubbock, TX. 79409. Telephone: 806-742-1998 ext.246, email:
Roseanna.davidson@ttu.edu. (When calling from Kenya, use the format: +1 806-7421998).

186

Texas Tech University, George Odongo, May 2012

Appendix D
Teacher Packet (Part 2)
Survey Questions:
Modified adaptation of The School and the Education of All Students Scale (SEAS)
I. BACKGROUND INFORMATION
In this section, please circle the best answer that applies to you
1. How many years have you been working in education?
1) 1 or less
2) 2-3
3) 4-5
4) 6-10
5) >10
2. How many years have you been at your current school?
1) First year
2) 2-3
3) 4-5
4) 6-10
5) >10
3. How many years have you been using inclusive educational practices in which you
have been formally trained?
1) None
2) ___(years) 3) ___(years) 4) ___(years) 5) ___(years)
4. Please indicate your present level of training/education.
1) Primary Education
2) Diploma in
3) BEd in Special
Teacher (PI)
Education
Education
4) MEd in Special Education. 5) Support Teacher
5. Approximately what part of most days do you work with students receiving special
education services?
1) None
2) Half time or less
3) More than half time
6. This year, will you or are you working with students who have the following
disabilities? Please circle the answer that applies to you.

Deaf/Hearing Impairment
Learning Disabilities
Emotional Disturbance
Physical Disability
Speech/Language
Blind/ Visual Impairment
Developmental Delay
Mental Retardation
Traumatic Brain Injury
Autism
Multiple Conditions
Deafblindness

Yes

No

1
1
1
1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2
2
2
2
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Don’t
Know
3
3
3
3
3
3
3
3
3
3
3
3

Doesn’t
Apply
4
4
4
4
4
4
4
4
4
4
4
4

Rank
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7. Which of the above disability category(-ies) will you find yourself most comfortable
working with? Rank the categories from 1 to 12, with 1 being “the most comfortable” and
12 being the least comfortable.
II. TEACHERS’ ATTITUDES, PERCEPTIONS, AND CONCERNS

Strongly
agreed

Attitude
8 Inclusion is the best way to meet the needs of all students.
9 Inclusion causes more problems than it solves.
10 Diversity in the classroom enriches learning
11 Leadership of the head teacher is necessary for inclusion
12 Head teachers enable regular and special education staff to
communicate with each other.
13 Inclusion of students with special needs into regular classrooms
creates tension in their schools.
14 Inclusion would work well in your school
15 Inclusion depends solely on staff/teacher involved
16 Inclusion of students with special needs is detrimental to the
education of other students.
17 Inclusion creates too much additional work for teachers
Perception
18 Parents are willing to accept a philosophy of full inclusion.
19 School committees support efforts of including all students into
the classroom.
20 Colleagues support full inclusion of students with special needs
21 Department of education supports inclusion
22 Staff at school resists inclusion.
23 Special education staff support full inclusion
24 There is adequate head teacher support.
25 Teachers currently need training in inclusive practices
26 School staff members are adequately prepared for inclusion
27 Students in your school accept children with special needs in
their classrooms.
28 Parents are more satisfied with their child’s education as a
result of inclusion
29 Regular and special education staff are provided time to plan
together for instruction.
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Agreed

Survey Topic

Strongly
disagreed
Disagree
d

In this section, circle your level of agreement or disagreement with the statements below:

1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

1

2

3

4

1
1
1

2
2
2

3
3
3

4
4
4

1

1

2

4

1
1

2
2

3
3

4
4

1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4

1

2

3

4

1

2

3

4

1
1

2
2

3
3

4
4

1
1

2
2

3
3

4
4

1
1
1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4
4

1

2

3

4

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

Concern
ed
Very
Concern

Not very
concerne

Survey Topic

Not at all
concerne
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Concerns
30 Enough time to meet the educational needs of all students
31 Concerned about instructing students with a wide range of
needs in one class.
32 Concerned that class standards would change.
33 Staff had not been trained to work with increasingly
diverse students
34 All students would not be adequately challenged
35 Maintaining discipline would be difficult
36 Staff lacked training to manage diverse classrooms
37 Not able to individualize instruction.
38 Evaluating work of diverse students
39 Able to work cooperatively with other staff
40 Sufficient planning time
41 Lack of ongoing training/in-service
42 Additional paperwork/documentation.
43 Students’ attitude towards inclusion.
44 Teacher’s ability to evaluate the effectiveness of inclusion
programs
45 Whether all school staff are responsible for all students (staff
ownership)
46 Additional meeting times.
47 Parents would not understand the reasons for inclusion.
48 Student acceptance of classmates with special needs
49 Other teachers in this school do not support inclusion
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Appendix E
Telephone Recruitment Script for Focus Group Participants
Hello Mr./Mrs./Ms.___________________________ I am George Odongo
calling you because of your volunteering to participate in a Focus Group for my research
project on teachers’ perceptions and attitudes toward inclusion of special needs students
in general education classrooms.
Do you have a few minutes to talk to me now?
(If participant says NO): When would be a better time for me to call you back?
(If participant says YES): Thank you for taking the time now to talk to me. I
would like to invite you to participate in a face-to-face Focus Group meeting along with 9
other educators on ______________________________, May ______________
at_______________________
At the end of the group meeting, I will give you a travel stipend of Kenya
Shillings 100/-.
In the 90 minutes meeting I will ask the group to discuss several topics related
inclusion. I will audio- record the session for transcription purposes only. No individual’s
name will be transcribed and no schools will be identified. The audio tape will be
destroyed after my dissertation is completed.
Your participation in this part of the research is very important to the overall
quality of the project. I greatly appreciate your willingness to take the time.
Do you have any questions now?
Are you able to come to the meeting on _____________________
Participant: Yes I can. Researcher response: Great! I will see you on _________,
May_________ at____________ Thank you. Good evening.
Participant: No. Researcher response: That is fine. Thank you for your help with
the survey.
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Appendix F
Focus Group Guidelines and Questions
Welcome Focus Group Members, I am George Odongo. Thank you for being here to
participate in this research activity. While we are here, we need to follow a few rules to
protect the integrity of each of you.
1.

Try not to refer to each other by names.

2.

Try not to name schools.
I will audio record the session to transcribe the discussion to look for topical themes,
BUT I will not transcribe any person’s name or any school name. When my dissertation
research is completed, I will destroy the audio recording.
I have 10 questions to guide our discussions. You have been invited here because you
have valuable input on the topic of discussion. My goal is for everyone to have the
opportunity to contribute to the conversation. For that reason, I have given each of you
stick or name tags with letters on them. That will assist me in calling on people in an
anonymous but respectful way.
Do you have any questions now?
No: Let’s begin……….
Focus Group Questions

1.

What training/professional development did you receive prior to and during the time you
have been having special needs students in your class?

2.

Could you tell me about the needs of the special needs child/children in your class?

3.

Which disability/disabilities do you consider more challenging/less challenging to work
with in your classroom?

4.

In your opinion, do teachers have the resources to implement inclusive education in your
school?

5.

In your opinion do the teachers have the knowledge and skills to implement inclusive
education? Why or why not?

6.

Tell me your feelings about inclusive education

7.

How much good do you think inclusive education is doing?

8.

How much do teachers believe in the ideas of inclusive education?
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9.

What do you really need to make inclusive education possible?

10.

What supports did you receive from the school administration?
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Appendix G
Letters of Approval from Kenya
Letter from the Municipal Education Office
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Letter from District Education Office
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Appendix H
Letter of Approval from Institutional Review Board at Texas Tech University
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