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ABSTRACT

The Ministry of Education has integrated HIV/AIDS education into the school
curriculum as a strategy for behaviour change of the learner. The literature reviewed
indicates that teachers have not been implementing this curriculum as required.
Given the fact that HIV/AIDS is an additional subject that requires an integrated
approach, it is in the interest of this study to examine integration within the
sociological context with a focus to the social organisation of knowledge. The study
sought to find out how teachers teach HIVV/AIDS subject in secondary schools in Gem
Sub- County, Kenya. The study objectives were: To examine the nature of knowledge
organisation adopted by selected secondary schools in Gem sub-County; to examine
how HIV/AIDS curriculum is taught in selected secondary schools in Gem Sub-
County. It set out to find how HIV/AIDS education was being taught in secondary
schools in Gem Sub County, Kenya, in order to develop insights into the nature of the
knowledge organisation practised by teachers in the HIV/AIDS curriculum. The study
used Basil Bernstein’s theory of classification and framing that focuses on the what,
how and who in the learning process. The study used a qualitative methodology and
adopted interpretive case study design. The target population comprised of form two
students and subject teachers. The study population was sampled from 6 well
established secondary schools regarding facilities in Gem Sub County. The six
schools were selected using purposive sampling during the Piloting stage. A group of
students were randomly selected after the lesson for the focus group discussion
together with 12 teachers who were purposively sampled. A pilot study was done in
one school to establish the authenticity and trustworthiness of the research
instruments, whereas the accuracy of the findings was established by using
methodological triangulation and presenting the data to the supervisor several times.
Quialitative data was collected through a document search, observation, interview and
focus group discussion. Data were coded, transcribed, organise into various emerging
themes of study and reported. The findings of the study established that most teachers
have not been integrating the HIV/AIDS education as required by the HIV/AIDS
education policy. The study also revealed that the challenges in implementing the new
subject were due to lack of knowledge organisation required to teach the HIV/AIDS
curriculum, lack of teacher capacity and challenges resulting from the pedagogical
application. The study recommends that the Ministry of Education Science and
Technology ensure that the teachers receive capacity building to enable them to
implement the required knowledge on the HIV/AIDS curriculum. The Ministry of
education should also make sure that knowledge organisation is introduced in teacher
training institutions early enough. These would be of importance to subject teachers,
and policymakers in understanding what is needed in teaching a new subject area that
teachers are not familiar with.
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CHAPTER ONE

INTRODUCTION TO THE STUDY

1.1 Introduction

This chapter presents an introduction to the study. It includes the following sub-
sections; background of the study, statement of the problem, purpose of the study,
research objectives, research questions, assumptions and justification, as well the
significance, scope and limitations of study, theoretical and conceptual framework,

the operational definition of terms and organisation of the thesis report.

1.2 Background of the Study

The success of any educational programme at the school level is dependent on how
teachers implement it. According to Berman and McLaughlin (1976:33) the bridge
between a promising idea and its impact on students is implementation. Research
demonstrates that the implementation of effective programmes is unlikely to affect
behaviour unless there is careful attention given to the quality of implementation;
(Biglan & Taylor, 2000; American Youth Policy Forum, 1999; Lipsey, 1999). The
quality of implementation of an educational programme is dependent on several
stakeholders of whom teachers are crucial. This therefore requires the teacher who is
the implementer, to be involved, right from the early stages of the programme so as to
enable one to interpret and implement the programme effectively at the classroom
level. This prepares the teacher to familiarize with the new subject since much
responsibility is placed on the shoulders of the teacher. Okwara (2000) argues that
teachers play an important role in the implementation of any new programme, without
their input the programme will meet a lot of challenges. Yet, from the literature

reviewed and contrary to this understanding, it seems teachers were left out of the



development stage. This is supported by Gottfredson, Gottfredson and Czeh (2000)
who noted that a high-quality implementation of a poor programme may be more

effective than a low quality implementation of the best programme.

Ordinarily when a new subject is introduced, Kenya Institute of Curriculum
development forms (KICD) a panel for the subject concerned Nzioka, (2007). The
members of the panel are recommended by Kenya Institute of Curriculum
Development (KICD) and they include a subject specialist from Ministry of Education,
a specialist in the subject who knows the curriculum and other experienced teachers.
Nzioka (2007) argued that KICD developed a national HIVV/AIDS education syllabus
for schools and colleges, yet instead of using a panel as is the norm, they used a
participatory approach, which brought together a wide spectrum of stakeholders. This
included staff of KICD, UNICEF, National AIDS and STDs Control Programme
(NASCOP), Supreme Council of Kenya Muslims (SUPKEM), Kenya Catholic
Secretariat, The Christian Churches Educational Association and Hindu council,

among others.

At no point are teachers mentioned in the production of the syllabus, (Republic of
Kenya 1999). This appears to have given other stakeholders room for representation
while ignoring teachers’ contributions who are also stakeholders especially during
implementation at the classroom level. According to Kelly (2006) teachers are
instrumental in the delivery of HIVV/AIDS education. This could be the reason why
(Barasa, 2005) observes that teachers in Kenya are rarely involved in curriculum
development, and it is taken for granted that they will be able to adapt to the new
changes immediately and implement the needed programs. This approach creates weak
links between design and delivery and hence the need to examine how teachers

implement this subject.



HIV/AIDS education was introduced as a new subject in schools in the year 2000.
According to the MOE syllabus for HIV/AIDS education in secondary schools, the
aim was to aid the students acquire the necessary knowledge, skills and attitudes that
would enable them to avoid being infected with HIV/AIDS (GOK, 1999). Yet the
HIV/AIDS policy was introduced in 2004, five years after the introduction of the
subject. This speaks volumes about the level of preparedness of the policymakers.
During the first five years, a stand-alone strategy was adopted for the implementation
of the curriculum, with HIV/AIDS education being taught as a separate subject and

was non-examinable (Ndambuki, 2006)

This initial strategy of teaching HIVV/AIDS had to be reviewed since it faced several
challenges: First, it was a stand-alone subject, and majority of teachers felt they
lacked the knowledge and skills, which negatively affected the quantity and quality of
the implementation of the national HIV/AIDS curriculum (Nzioka, 2007). Secondly,
the time HIVV/AIDS curriculum was launched it was not an examinable subject, which
meant it was not given importance in teaching, yet all teachers were expected to
implement the HIV/AIDS curriculum in their subjects. Some teachers did not teach it
but instead used the time to teach other subjects that they considered important in
achieving success in the national examinations (Ndambuki, 2006). In response to
these challenges, the MOE changed the implementation strategy and introduced the
integration strategy in 2003 whereby HIV/AIDS content was included in the regular

subjects taught in schools.

The HIV/AIDS Education policy expected to emulate the Primary School Action for
Better Health programme (PSABH) yet according to UNESCO (2007) certain things
were done in primary schools and not secondary schools, such as PSABH inducted

teachers on teaching HIV/AIDS education in selected primary schools. The



HIV/AIDS was a new subject in which teachers had no pre-service training. It is
difficult for the teachers to know their role and the student’s role within the subject
and how to transmit the content. If they are not trained, then it is likely to affect the
programme. This situation fits in with what Tijuana (2004) suggests, that teacher
training is fundamental to the successful delivery of HIV/AIDS education in school
because the teachers are the gatekeepers of knowledge and skills for the large number
of young people. This is also in agreement with the Republic of Kenya (2005) Report
on HIV/AIDS and STDS which states that most of the in-service training seems to
have taken place in primary schools. From the reviewed literature, (Nzioka, 2007)
argues that teachers have not been adequately trained to handle the new subject. This
situation then poses a curious curricular phenomenon in what ways teachers

implement the new subject at the classroom level.

Teacher preparedness is an important component to the success of any new subject.
Ward and Doutis (1999) argue that teachers’ professional development is central to
subject reform, whether as part of a continuous cycle of focused staff improvement,
including induction programs, in-service workshops or further education. Hayward
and Jerome (2010) argue that pre-service and in-service training are essential in

determining the success of the implementation of a new subject.

Also, Diesenbury and Falcon (1995) argue that teacher training is essential to
promoting successful implementation of HIV/AIDS curricula. The manner of
implementation of a new subject is very important. As Kelly (2006) noted, the
HIV/AIDS education was rapidly introduced into the school programmes, yet the
teacher preparation and development programmes had not kept pace with these

advances. Thus, to him, it was evident that schools were endeavouring to integrate the



subjects of HIV/AIDS and Life Skills into their curriculum before anything similar

had been introduced in teacher preparation institutions.

Further, Kelly (2006) and UNESCO (2008) confirm the level of unpreparedness by
teachers to implement any form of anti-Aids campaigns or teaching at school level. In
effect, what is needed is what Mulama (2006) emphasises of teachers. There is a need
to improve on both the in-service and pre-service programme for teachers who are
and will be involved in the implementation of the in HIV/AIDS in educational

institutions.

According to Harden (2000) in an inter-disciplinary integration of subject, the
emphasis is on the themes as a focus for the learning of and to the common ideas
across the subjects. There may be no reference to the individual subjects just as much

as such subjects not being timetabled.

In a study conducted in Kenya, UNESCO (2006) observed that the HIV/AIDS
education sector policy lacks clear and detailed interpretation and implementation
guidelines. After going through the context of preparation, strategy, the manner of
implementation, and social organisation of knowledge, it follows that the teachers
who implement the subject have taken a variety of ways in actualising what they
surmise to be expected by HIV/AIDS education policy. In short, this situation calls
for an examination on how the teachers assigned to this subject have interpreted and
implemented the policy. Nyiva (2007) concurs with this view in the recommendation
that research should be conducted to find out the nature of classroom level

implementation of the integration strategy of HIVV/AIDS education in schools.

Only a small fraction of teachers has been inducted on how the HIVV/AIDS curriculum

ought to be implemented over the last 11 years of its existence at secondary school



level. This is despite the curricular reality that requires such a school subject to have
a specific implementation model. In the absence of effective implementation of the
HIV/AIDS education, the programme is unlikely to affect behaviour change as
anticipated in the objectives for the subject. It is, therefore, necessary to investigate
how a new subject that does not fall in any of the existing (established) academic

departments is implemented at the classroom level.

1.3 Statement of the Problem

Over the years, policy on classroom teaching has shown that secondary school
teachers are trained to teach two subjects which are stand-alone. However, HIV/AIDS
education is a recent addition to the secondary school curriculum in Kenya.
According to the curriculum policy for the subject, teachers are encouraged to adopt
an integrated approach in the implementation of the subject at the classroom level.
Because the HIV/AIDS education is an additional curriculum that has also tasked
teachers to adopt the integrated approach in its implementation, yet the teachers are
used to teaching stand-alone subjects, it is, therefore, the interest of this study to
examine integration with a focus on the social organisation of knowledge. This study
addresses the following main research question: What is the nature of the organisation

of knowledge for HIVV/AIDS education at the classroom level.

1.4 Purpose of the Study

The purpose of this study is to find out how teachers teach the HIV/AIDS subject in
secondary schools in Gem district, in order to develop insights on the nature of the
knowledge organisation practised by teachers in the teaching of HIV/AIDS

curriculum.



1.5 Research Objectives

The objectives of this study were:

i) To examine the nature of knowledge organisation adopted by secondary

school teachers for the HIVV/AIDS curriculum.

i) To examine how HIV/AIDS curriculum was taught at secondary school level.

1.6 Research Questions

The following questions guided this study:

i) What was the nature of the knowledge organisation adopted by secondary
school teachers for the HIVV/AIDS curriculum?

i) How is HIV/AIDS curriculum taught at the secondary school level?

1.7 Assumptions of the Study

This study began from the assumption that HIV/AIDS Education is taught in all
secondary school in Gem District. This was important because this would help the
researcher in the selection of the schools. The study also assumed that all teachers
who participated in the research were professionally trained to teach their respective
subjects. This study also assumed that the MOE had provided materials for

dissemination of HIVV/AIDS education.

1.8 Justification for the Study

When the HIV/AIDS curriculum was reviewed, teachers as one of the stakeholders
were not adequately prepared on the teaching of the new curriculum (Nzioka, 2007).
This being a new concept it requires a different way of knowledge organisation.
Teachers are used to teaching single isolated subjects. Boler & Aggleton, (2005)

observe that though there are notable exceptions, most teachers in Kenya maintain



very traditional teaching styles, where the speaker addresses several learners and
interruptions are not encouraged. Teaching in most classrooms tend to be didactic,
non-participatory, inflexible and assessment driven. Yet reviewed literature indicates
that there have been numerous studies that adopted theoretical approaches in
educational instruction, planning and management, (Harden, 2000; Wallace, 2007,
Hayward and Jerome, 2010) yet there are no local studies that looked at the
implementation of the school curriculum from a perspective of the sociology of

knowledge.

It is therefore important to examine the existing programmes because it is not useful
to continue providing programmes whose outcome we know little about. A lack of
systematic assessment of existing HIVV/AIDS programmes leads to the perpetuation of
ineffective educational efforts. This will improve the effectiveness of delivery of the
subject. Therefore, this study will look at the HIV/AIDS curriculum through the

perspective of the sociology of knowledge.

1.9 Significance of the Study

This study on the teaching of HIV/AIDS is important, and its findings may be of
significance to various stakeholders in the education sector. The findings may give the
teachers an opportunity to reflect on their practices at the classroom level. It will help
them understand how learning is influenced by the social organisation of knowledge.
The study may also help reveal useful information for policymakers in the ministry of
education on the successes and challenges of implementing a new curriculum so that
unsuccessful programmes would be modified or discontinued.  Successful
implementation of a new curriculum is dependent on, among others, teacher’s
conception of how knowledge is organised within their subjects. It is hoped that this

research initiates a need for further research on the organisation of knowledge at all



levels of education especially in Kenya where it is yet to attract research (Nyiva,
2007). Of importance to note, though, is that efforts in the introduction of new
subjects in schools over the years (even when such subjects were relevant and timely)
have hardly had an impact on learners or society in general. For example, the Social
Education and Ethics subject, which was introduced as a self —standing subject at the
secondary school level, the subject did not have its specialist teachers, and its content
was drawn from some existing subjects (Social Education and Ethics syllabus, 1985).
This subject has partly come back as Life Skills (Nzioka, 2007). While the notion of
utility is important in the introduction of a new school subject, this ought not to
override other equally important considerations such as how to teach a new subject
area that teachers are not familiar. Through the notion of the social organisation of
knowledge, the study is hoped to add a worthwhile dimension to the understanding
needed by all who participated in the initiation, development and implementation of

new school subjects.

1.10 Scope and Limitations of the Study

This study was concerned with the teaching of HIVV/AIDS Education as an integrated
programme in secondary schools in Gem District. It was conducted in six well
established public secondary schools in terms of facilities. It covered the subject

teachers and students.

1.11 Theoretical Framework

The researcher examined the nature of knowledge organisation in HIV/AIDS at the
secondary school level. This study involved an examination of teachers’
implementation of the HIV/AIDS education policy at the classroom level. Thus, this
was a study about the organisation of knowledge. According to Bernstein (1996), the

social organisation, of educational knowledge often, affects what is selected in
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schools, and how it is organised i.e. taught and learned. In other words, Bernstein’s
construal of knowledge organisation would mean that the social organisation of
knowledge for HIV/AIDS influence, among other things, what content will be taught?
How will such content be taught? Who will teach it? How will the content taugh be
received (by learners) and, how will content be examined? More specifically the
notion of the social organisation as delineated through the concepts of classification

and framing as explained below.

Classification refers to the degree of boundary maintenance between subjects. In this
case, subject content is taught in isolation, and there is a clear demarcation between
subjects. In such a clear distinction of school subjects, the classification is identified

as being strongly bounded.

In schools, this subject distinction is most evident in examples such as English,
Mathematics, Physics, History, and Geography. On the contrary, classification can
also take on a weak attribute. This occurs when the boundary between two subjects is
not conspicuous. For example, in teaching of reading skills in Language, one could
use a literature set book or teaching spelling (Language) using poetry (Literature),
learners may not be aware of whether they are learning English or Literature. Hence
such integration brings little awareness of the theme as a distinct entity from the host
subject. In short, the notion of classification can be used to clarify the nature of
knowledge organisation within a school subject as well as among the various subjects

of a school curriculum

Framing is the degree of control that teachers and students have over the selection,
organisation, pacing and timing of knowledge transmitted and received in a learning

situation. It also refers to the relationship between the teacher and the learner and the
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degree of freedom each person has in the relationship regarding what the learner
should learn when content is taught and how that content is prioritized. Framing also
refers to the timing of curriculum content, what content is taught, when, and what
takes priority over the other. Where the framing is strong the teacher has control over
the selection, sequencing and pacing criteria of knowledge, Students, therefore, learn

what questions to ask, and when, and what is more valuable within the lesson.

On the other hand, where framing is weak, the student rather than the teacher has
more control over the learning process. Therefore, classification deals with the
theoretical aspects of the subject, while framing, deals with the practical aspect of its
teaching. Ordinarily, host subjects are strongly classified and hence are taught using
strong framing. On the other hand, HIV/AIDS education policy engenders the

adoption of weak classification and framing in its implementation.

The policy states that the teaching of HIV/AIDS content is done in an integrated form,
but it does not indicate how this integration should take place. It does not give the role
of the teacher, or the role of the student in this interaction yet the expectation of the
policy is learner behaviour change. If the policy then is not detailed, teachers will treat
the subject casually and hence its teaching does not result in learners changing their

behaviour.

In this conception of the social organisation of the knowledge offered at school, the
varied school subjects are organised in the following ways; they have a programme of
study, they have a place in the timetable, and they have specific means of assessment.
What this means is that the introduction of the HIV/AIDS curriculum requires
teachers to organise this knowledge area in a certain way. Teachers are required to

integrate HIV/AIDS content into the host subjects they teach. In order to examine this
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organisation, this study adopted Bernstein’s (2000) notion of classification and

framing.

The researcher used the theory to examine the nature of the interaction between the
teacher and the learner since the policy focused on the learner more than anything
else. In such an arrangement, the learner has more control over what is learnt, how it
is learnt and when it is being learnt. It, therefore, meant that framing ought to give the
learner more control and in turn teachers of the subject ought to have known this. This
was what the researcher attempted to capture during observation in the classroom and
the interview of teachers. In Bernstein’s terms whether HIV/AIDS education was
taught with strong or weak framing, since how knowledge is organised affects how
knowledge is taught and learnt. The researcher also used the theory to understand the
nature of HIVV/AIDS as a subject in schools. The researcher examined the nature of
boundaries and lack of them and the effects that were generated from such

demarcations.

In the light of the implementation of HIV/AIDS curriculum in public secondary
schools in Gem District, the concepts of classification and framing as key tentacles of
Bernstein’s construal of the social organisation of knowledge, it is hoped they would
guide the researcher in examining how teachers had interpreted the relevant policy
and put it into practice. In the next sub-section, through a conceptual framework, |
tease out the key concepts used in delineating the social organisation of knowledge

for an integrated school subject according to Bernstein (2000).
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1.12 Conceptual Framework

CONCEPTUAL FRAMEWORK —-INTEGRATED CURRICULUM

Integration

Classification
Framing

Teacher

--Classification

-- Framing
Learner

+ Classification

+ Framing

Figure 1: Conceptual Framework
Enactment of Teaching

KEY
C-- Classification weak
F- - Framing weak
C + + Classification strong

F + + Framing strong
According to Bernstein (2000), the success of transmitting educational knowledge is
dependent on a set of rules, which facilitates logical communication. Each of these
rules has specific roles to play in the communication process. The social organisation
of educational knowledge affects what is selected in schools and how it is taught and
learnt. The social organisation of knowledge for HIVV/AIDS influences what will be
taught (content) how and it will be taught as well as who will teach it and how it will

be received by learners. Therefore, an integrated curriculum is influenced by both the
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classification and framing rules. Classification rules pre-suppose boundary
maintenance between subjects. This is where subjects are taught either in isolation
(C++) or with blurred boundaries (C--). In the school situation when the demarcation
of the boundary between two subjects is visible, the teacher focuses on a specific
subject guided by the principles of the subject and it is referred to as strong

classification.

On the other hand, there are framing rules which demarcate the teacher and the
learner, and conditions under which learning takes place. For instance, within the
school context, it means that the subjects are taught according to the principles of a

subject’s order such as those relating to selection, sequence and pacing.

HIV/AIDS engenders the adoption of weak classification and framing in its pedagogic
communication. This kind of curriculum ought to give the learner more control over
what is learnt (F++). This implies that the teacher has less control over what is taught
and learnt in the classroom (F--). Therefore classification and framing rules select not

only what but also the how of the theory of instruction

1.13 Operational Definition of Terms

Classification -Refers to the nature of bounded-ness of subject matter knowledge.
Knowledge or content (information) of a subject is either structured/packaged in
isolation (as distinct) or joined/mixed with that of a different or another subject to
become one. Thus, in the former representation (structural organisation) a subject is

termed as having a ‘strong classification’ and in the latter, a ‘weak classification’.

Framing - Refers to the conditions for presentation by the teacher and the positioning

of learners as participants in a teaching and learning moment/event. A strong framing
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gives a teacher a dominant and authoritative position. Conversely, a weak framing

gives a leaner more central participative role in a teaching and learning event.

Integrated Knowledge - Describes a curriculum that has less emphasis on the role of
the subject area and it transcends beyond the subject boundaries with a focus on the

themes.

1.14 Organisation of the Thesis

There are five chapters in this thesis. The first chapter presents the background of the
study on the HIV/AIDS educational policy, the strategy anticipated, and the
implementation challenges thereof. The chapter also covers an explication on, among
other things, the statement of the problem, purpose, objectives and questions of the
study. Besides the theoretical and conceptual frameworks of the study, the chapter

elaborates on aspects of the definition of terms and organisation of the thesis report.

The second chapter covers a presentation on a review of related literature. As a study
centred on the organisation of educational knowledge, the focus of this chapter is on a
review of relevant literature on the characteristics of knowledge organisation,

especially in the integrated curriculum orientation.

In chapter three, the focus is an exposition of the methodological approach used in the
study. There is a deliberate effort to detail the procedures of data collection, data
management and the subsequent data analysis. The fourth chapter dwells on a
presentation of the research findings and the attendant discussion. In the fifth and last
chapter of the report, Chapter Five, a summary of the study that involves an

explication of the conclusion, recommendations, areas of further research is made.
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1.15 Conclusion

In this chapter, | have looked at the background of this study, the statement of the
problem, the purpose of the study, research objectives and questions, the assumption
of the study, the significance of the study, the theoretical and conceptual framework.
From what has been revealed from the background information the next chapter will

dwell on the social organisation of knowledge.
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CHAPTER TWO

LITERATURE REVIEW

2.0 Introduction

This chapter dwells on a review of the extant literature, specific studies (researches),
on the organisation of school subject knowledge. This endeavour is hoped to clarify
for the researcher the basic tenets in the delineation of the social organisation of
knowledge for the HIV/AIDS subject at secondary school level in Kenya.
Specifically, the chapter is structured under the following sub-sections: HIV/AIDS
policy, curriculum Integration, sociology of knowledge, classification and framing,
and teacher/ subject identity. The chapter concludes with highlighting the main
features of the notion of the social organisation of knowledge as a springboard on

which the methodology chapter finds its anchorage.

2.1 HIV /AIDS Education at the Secondary School

The Ministry of Education’s response to the fight against HIV/AIDS scourge
introduced the education policy on HIV/AIDS to provide an operating framework
which covered directives and recommendations meant to shape the behaviour of
students. The Kenya Institute of Education developed a national curriculum on
HIV/AIDS education through which HIV/AIDS messages were transmitted to

students.

Translating any educational initiative into classroom reality involves a range of
managerial, financial and pedagogical hurdles with the potential for misunderstanding
and reinterpretations (Hayward and Jerome, 2010). Following the introduction of The

Education Sector Policy on HIV/AIDS in 2004 to act as a guideline for effective
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prevention, care and support within the education sector, (Republic of Kenya, 2004)
The policy envisioned education of HIV/AIDS to be taught through integration
strategy that would generate behaviour development and change that was appropriate
to the youths’ stage of development, which would help in HIV/AIDS prevention and
control (UNESCO, 2006). In secondary schools, the teaching of HIV/AIDS education
was reviewed and integrated into various subjects, with HIV/AIDS education content
integrated into host subjects (GOK, 1999). The policy did not indicate how this
integration would take place and how competence would be addressed. It was
therefore left to the teacher to produce the criteria of the best practice of teaching
HIV/AIDS Education. Yet the expectation of the policy has implications both for
what is chosen as valid content for HIV/AIDS and the way such knowledge is
presented to learners. Therefore, Policies need to be disseminated, implemented and
enforced depending on whether the policies are understood by those that are to
implement them (Gordon & Turner, 2003). Therefore, as evident here different
individuals implement policies differently depending on how they engage with the
practice, what they regard as important and meaningful and what values and ideas

shape their actions and judgments (Ngarari, 2010).

The HIV/AIDS syllabus in Kenya was based around life skills approach that is an
approach that focuses on relationship issues and social side of HIV/AIDS as well as
simple scientific facts about infection. The national curriculum also provided for
practical information about HIVV/AIDS that covers content that promoted awareness.
It addressed risk behaviour such as drugs, pre-marital sex, alcohol and ways of
avoiding such behaviour. Together with that, the curriculum also looked at: facts
about HIV/AIDS and other STIs, mode of transmission, practices that promote the

spread of HIV/AIDS and prevention and control of HIV/AIDS (HIV/AIDS syllabus,



19

2005) Therefore, the HIVV/AIDS education policy and AIDS education syllabus were
used to help understand the intention of Ministry of Education, to provide HIV/AIDS
education in schools. At the secondary school level, the HIVV/AIDS education policy
anticipated integration into various traditional subjects. This was done through a

multi-disciplinary approach (Republic of Kenya, 2004).

The Ministry of Education (MOE) envisioned a curriculum that would identify links
of HIV/AIDS content within different subjects. The MOE’S curriculum committed
one period a week to teaching HIV/AIDS. In addition, teachers were to work in
groups to plan where, in their respective subjects, HIV/AIDS links can be found.
Identification of links enabled incorporation of MOE HIV/AIDS syllabus into
classroom teaching throughout the curriculum with teachers determining the

methodology to be used to teach each topic identified (Ndambuki, 2006).

The revised syllabi have integrated HIV/AIDS content, information and messages in
most subjects, which ensures that such content will be taught and examined in’ host
subjects’. The revised curriculum also contains most of the HIV/AIDS content from
the old stand-alone subject KICD syllabus (1999). Life skills was also introduced to
be a critical link between information and behaviour change. Teachers are expected to
teach learners how to be assertive, how to negotiate, how to be creative and critical in
challenging circumstances. Skills on self-awareness and risk assessment are also
included (UNESCO, 2008). In addition, teachers were issued with the syllabus and a
handbook to help them introduce the subject (UNESCO, 2008). The policy indicates
of an integrated curriculum but does not indicate the role of the teacher, the role of the
student, and how this integration should take place. Without addressing the three arms
of curriculum i.e. curriculum, pedagogy and evaluation that ought to be attended to.

This then means the' new’ subject was introduced not by due consideration of
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curriculum imperatives, that is, what is required of an integrated subject as espoused
by Harden (2000) and Bernstein (1999, 2000), but for non-educational circumstantial
reasons that were directives from the ministry. It is therefore left to the teacher to
produce the criteria for the best practice of teaching HIVV/AIDS education. Yet the
expectation of the policy has implications both for what is chosen as valid content
within HIVV/AIDS and the way such knowledge is transmitted. Currently, HIV/AIDS
is being taught within the traditional subjects. Moore (2000) argues that the
achievement of interdisciplinary forms of the curriculum may be more challenging at
the intellectual and social level than policymakers give credit. In essence, this
situation fits into what Aduda (2010) argues that, although most of the teachers have
the basic qualification to teach in secondary schools, they do not seem to have the
right competencies to tackle the new syllabus introduced in 2003 which included

integrating HIVV/AIDS content into host subjects.

The MOE felt there was a critical missing link between information and behaviour
change. To fill that gap, the subject of Life Skills was introduced in schools. It was
felt that with life skills, young people would easily translate the information they have
to actual behaviour change. However, according to (UNESCO, 2007) the
implementation of the life skills programme in the MOE was hampered by a lack of a
clear policy on whether to teach it as a separate subject or integrate it into the school
curriculum. UNESCO (2007) on the implementation of HIV/AIDS policy also
observes that induction of the teachers has hardly taken place. In order to understand
how to implement the HIV/AIDS curriculum, it is important to delineate, what is

expected of a teacher and the learner in an integrated curriculum?
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2.2 Integration

Integration is a new idea in the Kenyan curriculum. Harden’s (2000) describes
integration as a curriculum where there is less emphasis on the role of subject area
and it transcends beyond the subject boundaries. They focus on themes as a focus for
learning of common ideas across the subject. Curriculum integration refers to a way to
teach around common problems (Zerniak, 2004). Similarly, Meier et al. (1998) argue
that curriculum integration is an opportunity for students to understand the world they
live in by examining real-world problems that are not bound by subject. Ross and
Hogaboam-Gray (1998) report on curriculum integration as the organisation of
content around a problem. For each of these researchers, curriculum represents either
a method or way of organizing instruction. According to IBE, (2007) one of the main
challenges facing most countries including Kenya, who have introduced HIV/AIDS
education in schools is how to integrate HIVV/AIDS education within the curriculum
so that it is taught in a way that it makes a difference in knowledge, attitudes and
behaviour of learners. The HIV/AIDS policy in Kenya indicates that the content
should be done in an integrated form but does not indicate how this integration should
take place. The strategy required in the implementation of the HIV/AIDS education
is integration, notwithstanding the inadequacy that emerges from lack of training on
the same; teachers are still expected to cover the curriculum through integration
strategy. This concurs with what Papai (2000) observes that few teachers have
experience with curriculum integration, as teachers’ preparation programs typically do
not give it much attention. Kwetho (2009) in their study noted that teachers had poor
attitude towards HIV/AIDS education because they lack the knowledge on how to
organize this content. They argued that teachers are the technocrats on the ground

since they are the ones who do the teaching of HIVV/AIDS education, they determine
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to a great extent the success or failure of HIV/AIDS education, and therefore needed
to have a positive attitude. Considering that most teachers have not been adequately
prepared on their roles and the content, the effectiveness and quality of the curriculum
are undoubtedly being compromised (Ndambuki, 2006). Teacher training enables the
teachers to recognize and address curricula and pedagogic approaches in the

classroom, (Mensch, 2001).

This lack of clarity on implementation can be addressed by the teachers
understanding the social organisation of knowledge as espoused by Bernstein (2000).
This would be one way in which the shortfall could be addressed. Pittman and
Gachungu (2006) asserts that the integration approach could be more effective in the
teaching of HIV/AIDS education especially if teachers were involved in the
development of HIVV/AIDS curriculum so that as implementers they could feel part of
the programme and own it. Papai (2000) observes that, teachers become anxious when
asked to implement something new in their classrooms, regardless of the grade or
subject area they teach. Considering that teachers were left out at the development

stage, how then are they interpreting and teaching HIVV/AIDS.

According to Harden (2000) curriculum integration assists students to identify the
links, not only between ideas and processes within a single field, but also between
ideas and processes in separate fields and in the world outside the school. Different
Studies have been done on integration. Most of these studies have been based on
integration of English Language and Literature in Kenyan secondary schools, since

there are hardly any local studies dealing with integration of different subjects.
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Omollo (1990) discussed the problems and techniques in integrating the teaching of
English Language in secondary schools within Kisumu District. She investigated the
presence and absence of integration, the attitude of teachers towards the integrated
syllabus, and finally the problems affecting its teaching. The findings were that
teachers did not favour the integration because they lacked information on integration
and that most teachers were using lecture methods. Unlike Omollo’s study that
focused on lack of and problems in integration, this study looked at the actual
teaching of an integrated lesson and the classroom interaction of an integrated subject.
It adopted an approach that focused on the social organisation of knowledge with a
hope that the different conceptional orientation would provide more discussion on the
possible curricular knowledge affordances that teachers may need when dealing with

new school subjects, especially those with an integrated knowledge inclination.

Another study done by Ozden Ozer (2010) investigated the trans-disciplinary
approach of an integrated curriculum. The study set to examine the teacher’s beliefs
and perspectives about an applied trans-disciplinary approach of integrated Early
Childhood Development Curriculum (ECDE). The findings were that working with a
single subject teacher to carry out roundtable discussion was difficult. The findings
also revealed that the teachers teaching an integrated curriculum needed in-service
training. This study used a theory on progressive education philosophy by Freeland
and Hammons (1998), which emphasised a child-centred approach on creativity, as
well as real-world outcomes and above all their experiences. This study adopted Basil
Bernstein’s theory of classification and framing. In another study by Sheryl Mac
Math, (2011), on Teaching and Learning in an integrated curriculum setting, the study
sought to find out the perspective of teachers and students on their understanding of

integration and the challenges teachers faced while integrating. The findings of the
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study revealed that integration to them just meant working together and nothing more.
Unlike this study that only used interviews and observation, this study used document
analysis, observation, interviews and focus group discussions. Okwara, Shiundu and
Indoshi (2009) investigated the implementation of an integrated approach to teaching
English in secondary schools in Busia district. The findings revealed that stakeholders
perceived the integrated approach in conflicting terms and teachers found difficulty in
teaching the integrated curriculum since they had not been trained. This study sought
to find out how then the teachers conceived integration. Unlike Okwara’s study that
looked at the integration of two subject areas that were related. This study examined
the integration of two different subjects and how subject teachers conceived
integration in such circumstances. It also included how subject teachers integrated a
knowledge area which was fundamentally not their usual teaching area. Harden

(2000), as well as Bernstein (2000), explained further what integration was all about.

Harden (2000) identified eleven models of integration that were designed to be used
as aids to plan, implement and evaluate curriculum. The integration ladder was to help
teachers and curriculum developers to know where on the continuum between the two
extremes, which are full integration or discipline-based teaching, they should place

their teaching.

The first model according to Harden (2000) was fragmentation, where subject
teachers organise their teaching independently without consideration of other subjects.
Each subject looked at the curriculum content regarding areas to covered, the depth of
coverage together with sequence and timing. The slot on the timetable was labelled by
the subject name which was then taught by a teacher specially trained to teach the
subject. For instance, English was taught in isolation from Kiswahili. Related topics

are not co-related. Each of the two subjects was an entity on its own. English was
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taught by specialists in English and the same for Kiswahili. The timetable specifically
indicated the lesson as either English or Kiswahili. That implied that no attention was
paid to other or related subjects which contributed to the curriculum. Isolation was
very common in traditional subjects. According to Bernstein (2000), this was a strong

framing. The boundaries were strongly separated.

On the other hand, Harden (2000) described two other types of integration that
Bernstein considered as weakly framed. That was interdisciplinary and trans-
disciplinary. In the interdisciplinary approach, there was more shift of emphasis to
themes as a focus for learning of common ideas across the subject as they relate to the
themes. There may be no reference to individual subjects and subjects were not
identified as such in the timetable. For instance, in school, using sustainable
development as a theme, students could pursue learning outcomes from Geography,
English, Agriculture, among others. Students could also explore the theme of
communities in History and connected it to examining communities of small,
crawling and flying animals in Biology. The second example was trans-disciplinary
integration. In this type of integration, the curriculum transcended individual subjects.
The focus was on students-initiated questions and projects. It emphasised world
contexts. In that type of integration knowledge and skills were interconnected and
interdependent. There was less emphasis on the subject area. Knowledge and skills on
different subject areas were the focus of student-initiated projects. The students’
initiative, imagination and creativity were enhanced. For instance, in a school, a
nutrition poster could lead to an exploration of foods for human beings while a
newspaper story on explosion would turn a class project of examining chemicals that
caused explosion. This was what Bernstein referred to as weak framing where

students determined what was to be learnt, that which implied that the teacher had



26

weak control over what was to be learnt. Students could even determine when to
submit assignment; here the teacher had weak pacing. Considering that HIV/AIDS
education fell under the multidisciplinary approach, it was necessary to investigate

how teachers were teaching it.

Bernstein (2000) described integration as a curricular notion that described how
knowledge was organised in terms of classification and framing. Though Bernstein’s
notion of classification and framing a clarification was made on how knowledge
organisation should be understood by the teacher and learner resulting in an influence

on how the two ought to relate.

From the studies above, it was observed that in the context of Kenya no research
directly dealt with the organisation of knowledge. It was, therefore, important to
understand types of knowledge and how they were relayed using Bernstein’s (2000),

sociological analysis of curricula as expounded in Sociology of Knowledge.

2.3 Sociology of Knowledge

It investigates the social nature of knowledge, how knowledge was acquired, and the
use of various types of knowledge by society and specific social classes, groups and
organisations (Bernstein, 1996). The essential idea was that knowledge itself, how it
was defined and constituted, was a cultural product shaped by social context and
history. In this view, knowledge could not be treated as a thing in itself or an
objective, or a body of facts and theory but was understood in the social context in
which it originated. For us to understand the social context in which knowledge was
transmitted, it was important to understand its history. To understand the organisation
of knowledge it was necessary to understand Bernstein (2000), sociological analysis

of curricula. This helped in understanding the type of knowledge that existed
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sociologically and how such knowledge was organised. The framework was to help
provide a language of description from which to make explicit the ways in which
curriculum, assessment and pedagogy within an educational organisation was relayed
and ways in which such could work to construct and determine what was to be learnt,

how content was to be learnt and when certain subject content were learnt.

The success of a new subject is determined by how that knowledge is transmitted
(Bernstein, 1996). It then becomes important to understand the different types of
knowledge and how they are transmitted since the principle of power and control
regulate what is taught in a subject and how it is taught. He proposes two broad
categories of curriculum organisation that can be identified as the integrated and the
collection, types of knowledge. In the integrated type of knowledge, subject area
boundaries are not readily marked out. Topics or problems which either require
knowledge from multiple areas, or which have no clear subject areas are indicators of
curricula which is integrated. The subjects are not isolated from each other, and the
boundaries between them are blurred. On the other hand, collection type of
knowledge is separated or divided in such a way that specific set of knowledge and
skills are unique and distinct from each specified school subject area. This is as a
result of variations in framing and classification. In this type of knowledge a learner
goes through selected content in order to satisfy criteria of evaluation. Subjects that
have strong boundaries separating each other include Mathematics, physics, History
among others. The subject boundaries in this case, can easily be identified. As
observed in social organisation of knowledge there is power, and this influences how
knowledge is communicated, these are recognition and realization rules, classification

and framing.
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Teacher identity is a very important component in the introduction of a new subject.
Bernstein (1996) asserted that strong classification pre-supposes strong boundary
maintainers and strong sense of membership within a subject that is specific subject
identity. Van Maanen and Barley (1984) on occupational communities, Siskin (1998)
on school academic departments, Lave and Wenger (1998) on communities of
practice, all observe that teachers identify themselves as teachers of their subjects. For
example, for teachers of English, their pre-service training gives them a sense of
purpose as to what is important in their subject, for instance how it should be taught.
It also makes them experience the subject in a way that fosters the development of an
appropriate ‘lens’ with which to view and analyze the world, (Hayward & Jerome,
2010). It is not clear what the appropriate lens for HIV/AIDS was. Teachers training
institutions and universities are the socialization setting for processing of individuals
for teaching profession (Siskin, 1998). Training involves socialization into subject
loyalties. Teachers in a departmental community identify themselves primarily as
teachers of a subject. Socialization into subject loyalty can influence how a teacher
will handle a new subject (Maanen, 1984). The socialization of teachers who are

expected to teach the additional subject areas needs to be investigated.

Subject identity is a very important aspect in the success of a new subject as attested
by Hayward et al, (2010). Subject identity helps in establishing a specific discourse
and teaching methods. HIV/AIDS education is not a stand-alone subject. It cuts across
different traditional subjects which are highly defined, with clearly articulated
programmes of study. In host subjects students can distinguish between subjects, such
as English from History by the different teaching methods, which establish a unique
set of what, how and when it should be done. It gives the discourse permitted in the

teaching and learning. In traditional subjects students are very clear on what subject
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they are experiencing, and the sort of knowledge and skills involved (Hayward &
Jerome, 2010). HIV/AIDS has no defined subject status. Therefore, as a result it is
important to understand how HIV/AIDS works within schools, which are ordinarily

organise around subjects.

2.3.1 Notions of Power and Authority

Power relations are responsible for the creation of boundaries between different
categories of school subjects. The power relation is what is defined by the word
classification. These power relations are commonly seen in collection type of
knowledge. Harden (2000) refers to collection type of knowledge as isolation, where
subjects organize their teaching without consideration of other subjects. Each subject
looks at the curriculum content in terms of areas to be covered together with the depth
of coverage, sequence and timing. It is taught by specialists in the subject and is
timetabled and assessment is subject based. The student is familiar with what, when
and how of each subject. Bernstein (1996) argues that in school, power relations are
essentially translated into principles of classification which then determines the
degree of boundary between which things are kept apart and the degree which they
are kept together. He also adds that the positioning of subjects, teachers and students,
and on the type of curriculum to be adapted and implemented portray power relations
and eventually determines what methods of instructional pedagogy are adopted by the

teacher.

De Brabander (2002) while investigating the conceptions that teachers hold regarding
the knowledge, they are transmitting also noted a difference in both status and power
between the types of knowledge. He referred to high-status knowledge or hard

knowledge, to the knowledge that was academic and specialized characterized as
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testable, objective and established, while the low-status knowledge was characterized
as not easily testable, subjective and relatively open to debate. For instance, high-
status knowledge in the school would consist of host subjects such as English, Math’s,
among others while low-status knowledge will include HIV/AIDS and Life Skills,

which implies that HIV/AIDS subject would be a weakly framed subject.

On the other hand, in an integrated type of knowledge is comprised of contents that
stand in open relation to each other, the subjects are not isolated from each other and
boundaries between them are broken down and relationships are drawn between them.
It is hence classified as weakly framed. The integrated type of curriculum identifies
some connection between the idea, logic and theme as external to the subject. This
can be found in the field of practices such as in policy and syllabus. Considering the
power relations that exist between the HIV/AIDS curriculum and the host subject, it is
important to understand the social organisation of knowledge to enable the teachers to

teach the subject effectively.

2.3.2 Recognition and Regulatory Rules

Bernstein (2000) describes recognition rules as rules that regulate what goes with
what; what meanings may be legitimately put together, that is, what is ‘allowable’.
Within a strongly classified subject area, recognition rules are usually more explicit to
both the teacher and the learner. Morais (1992), in her research determined that the
possession of appropriate recognition rules was highly correlated to pedagogical
practices. This would either reflect whether it would take the strong/weak
classification and framing. This is important because the HIV/AIDS curriculum
incorporates integration which consists of weakened values of classification and

framing. On the other hand, regulatory rules gives the learner the necessary skills to
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communicate within the subject area of study this would help the learner to know the
‘how’ of the subject area. According to Bernstein, (1996) this is the basic root of the
framing issues. The learner would be able to know his or her role in the learning
process. With recognition and regulatory rules, it enables the learners to know their

roles in the subject area.

Bernstein (2000) observes that teachers have a strong sense of membership within the
subject drawn from well-bounded ideas of what constitutes valid content within a
subject. Therefore, teachers need to plan jointly from different subjects and agree on
the objectives and details on content and method of assessment. The teachers should

also look at some connection between ideas.

According to Bernstein (1996) staff from different disciplines unites in a common
endeavour under the integrated curriculum. These relationships across subjects may
result in complex patterns of power and authority. Bernstein (2000) observes that for
the success of an integrated curriculum there must be consensus about the integrating
idea between departments. Apart from this there must be guides which regulate and
coordinate the behaviour of the individual teacher with new guidelines socializing the
teacher into the code. He further observes that it needs a feedback system which helps
to guide teachers and students and provide a further agency of socialization of the
code. Finally the integrated type model can establish itself if it has an evaluation
criterion in line with the goal of the program in question where an agreement is found
on what counts as valid knowledge, why and how it is recognized in the context of the
program. This study therefore seeks to understand how the teacher plans and teaches

HIV/AIDS education in line with Bernstein’s interpretation of types of curriculum.
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It is important to understand how these two types of knowledge are organised and
transmitted for teachers to teach HIV/AIDS content effectively. Considering that
HIV/AIDS education is an integrated curriculum, it is important to understand how

knowledge is organised.

There is barely any study on curriculum implementation that has captured how
knowledge is organised in Kenya. This study endeavours to do just that. Studies have
been done on instruction, planning and management among others, but no local study
has looked at the implementation of curriculum from the perspective of the sociology

of knowledge organisation.

A study done by Omollo (1990) on integrating English and Literature captured the
challenges by teachers teaching an integrated syllabus but did not touch on how
knowledge is socially constructed. The introduction of HIVV/AIDS curriculum requires
teachers to understand how knowledge is organised. In order to understand this
organisation, it is important to understand Bernstein’s (2000) notion of classification

and framing.

2.3.3 Classification and Framing

According to Bernstein (1996) classification is the degree of boundary maintained
between subjects. Where classification is strong, the degree of boundary maintenance
IS strong, meaning that the contents of a subject are well demarcated from one
another, such as English from Mathematics. Conversely, where the degree of
boundary maintenance is weak, thus classification leading to reduced insulation
between contents of subjects such as English and HIV/AIDS education.
Classification can also be referred to within the subject areas. For instance,

classification can be described as weak where a teacher focuses on different reading
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skills at the same time such as scanning and intensive reading. Strong classification
rules may occur in class where a teacher assesses different reading skills as separate
skills. Classification can therefore vary within a context of one lesson. This study
intends to investigate the degree of classification used in the classroom while teaching

HIV/AIDS as a strategy in finding out how knowledge is socially organise.

Framing on the other hand, refers to the degree of control over the rule of
communication that the teacher and pupils possess over selection, organisation,
pacing and timing of the knowledge to be transmitted and received in a teaching
learning relationship. This refers to relationship between the teacher and the students
which determines what learners have access to, when content is taught, how that
content is prioritized. This includes the physiological and environmental factors in
which the learning takes place (Bernstein, 2000). Through this, learners learn what
questions to ask, when and what to ask, when and what is more valuable than the
other. In a classroom, when students are only allowed to speak at certain times, the
framing degree of control is regarded as strong, while when students can speak
throughout the lesson and determine what is being learnt, then framing is weak. In a
strong frame, the authority of relations and manner of conduct are with the teacher. In
a weak framing, the authority of relationship between the teacher and the student is
hidden by devices of communication that is, the student has freedom within the
interaction. Bernstein (2000) observed that in strong framing, how the topics are
arranged and when they are to be taught, depth of coverage and pacing is captured in
the syllabus. In this case the teacher makes the students aware of the legitimate
expectations and the teacher is in charge. While in weak framing, rules are numerous

and diffuse, and teachers take over the role of a facilitator rather than a teacher.
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Classification therefore deals with the organisation of subject content. Framing deals
with the manner of transmission of the content and the nature of interaction between
the teacher and the learner. The two relate in terms of the value that classification has.
This means that strong classification directly translates to strong framing, where the
teacher is in control of manner of transmission/ teaching; pacing, timing among
others. The converse is also true that weak classification will mean weak framing
where the teacher is not exactly in control and thereby manner of teaching, pacing and
timing, is shared with learners. This, in part, is what an integrated curriculum

theoretically requires of teachers if they are able to implement policy appropriately.

Overall, this conception of social organisation of knowledge fronts a number of items
that need to be looked for in a context of curriculum implementation such as, what
characterizes the nature of knowledge organisation? What are the boundaries of the

knowledge for this subject? Who has control over the lesson?

2.4 Conclusion

Literature was reviewed showing the expectation of the HIVV/AIDS education policy
in terms of integration. This being a new curriculum, it calls for a different type of
knowledge organisation which was examined, the power relations that exist between
the subjects. Literature was reviewed showing the importance of understanding how
knowledge is organise in terms of power and authority, recognition and regulatory
rules and classification and framing, and finally the pacing, timing and how

meaningful they are to the HIVV/AIDS education in the classroom.

From the literature reviewed, there is a gap in knowledge on how curriculum
integration in schools should be implemented in secondary schools especially new

subjects. This then required the researcher to go to class and see the interaction in
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class, talk to the teachers on their experiences. This will be the concern of chapter

three-research design and methodology.

In the next chapter the researcher will focus on the methodology and research design

adopted in the study
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CHAPTER THREE

RESEARCH DESIGN AND METHODOLOGY

3.0 Introduction

This chapter presents the research design and methodology used in gathering data
employed by this study in order to answer the research objectives. The subsections in
this chapter include: location of study, research design, study population, sample size
and sample selection, data instruments and data collection procedure and data analysis

procedure.

3.1 Research Design

The aim of this study was to examine critically how HIVV/AIDS education was taught
in secondary schools in Kenya. It specifically looked at the organisation of knowledge
used in the HIV/AIDS as an integrated curriculum to establish if or how it dealt with
the requirements of an integrated curriculum. Aspects of interest in the HIV/AIDS
education included its curricular organisation; how HIV/AIDS education was
communicated; the power and authority; recognition rules and regulatory rules;
pacing and timing; to find out if they had a meaningful relationship in the description
of what went on in the HIV/AIDS education classroom. To be able to understand this
phenomenon the researcher felt that it would be best understood within the natural
setting and unique context (Denzin & Lincoln, 2005) in which it was taught
practically. It had to be experienced in the classroom in order to understand how it
reconciled with the HIV/AIDS curriculum. This included; what the roles taken by the
teachers and students during the lesson, how the teachers planned and taught; how

they created a framework and how they related to the students in class.
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An interpretive case study design (Cohen, Manion, 2007; Merriam, 1998) was chosen
for studying the six schools on the HIV/AIDS education curriculum so as to enable
the researcher to inductively describe interpret and theorize how forms of
communication used to teach HIV/AIDS were consistent with the expectations of
HIV/AIDS education policy. The design was influenced by the nature of what the
study sought to understand. Therefore, it was used because the researcher wanted to
be in class, talk to the students and teachers to clarify what happened in class, so as to
understand the classroom organisation. It was also deemed important since numerous
implementation questions on HIV/ AIDS education needed to be explored in real
world setting, together with exploring the policy implementation process. Thus, as
noted by Stake (2000) and Creswell (1998), the key component of a case study is a
detailed description of the case and its setting. The boundaries of the study are
determined by the concept or event under investigation. Case study as a methodology
focuses on stretching out to cover every boundary resulting in a broad data base
.Stake (2000) adds that the methodological freedom of case study with its focus on the
question rather than the use of specific methods provided the freedom to examine
multiple types of data. Further, this orientation of the study was reiterated by Burns
(2000) who sees case studies as endeavours that are focused on circumstantial
uniqueness. Hamilton (2011) describes a case study design as one often used to build
a rich picture of an entity, using different kinds of data collection. Merriam (1998)
argues that qualitative research approach is categorized by five characteristics: use of
participants’ insights and perceptions; interaction between the researcher and the
participant; field work; grounded theory; and descriptive reporting. The study aimed
at examining documents used for teaching and learning, talk to the teacher and

students and collaborate the same in class. Therefore, this study used multiple
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methods of data collection including observation, interviews and document analysis to

enrich the quality of the data. These methods are discussed in section 3.5

3.2 Area of Study

The study was carried out in Gem Sub-County, Siaya County, Kenya. Gem Sub-
County covers a total of 1520 square kilometres. It boarders Emuhaya and Butere
Sub-Counties to the North, Kisumu County to the West, Ugunya Sub-County to the
East and Alego Sub-County to the South. It has two administrative divisions namely;
Yala and Wagai. The administrative headquarters is at Nyangweso market some 1
kilometre from Muhanda market off the Kisumu-Busia road. The population of
secondary school going age group in the year 2014 was 34,534 males and 32,524
females. The total urban population was 20,457, while the rural population was
346,276 with 159,103 males and 187,173 females (GOK, 2016). Gem was chosen
for it was ideal since it had a high number of youths between the ages of 10-19 years
infected with HIV/AIDS as provided by NASCOP (2005). It was also convenient for
the researcher to conduct the research there since the researcher was familiar with the
area and therefore it would help the researcher to gain acceptance. Nsubuga (2000)
observed that familiarity of environment helps the researcher in gaining acceptance.
The area has 39 secondary schools with varying characteristics such as boys
‘boarding, girls’ boarding, mixed day and mixed day and boarding and girls boarding

as shown in table 3.1
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Table 3.2.1: Categories and Number of Secondary Schools in Gem Sub-County

Category Frequency
Boys’ Boarding 3

Girls’ Boarding 3

Girls’ Day 1

Mixed Day 30

Mixed day/ boarding 2

Total 39

Source: Ministry of Education Statistics (2015)

3.3 Sampling

The study was conducted in six secondary schools, a selection based on the schools
being well established in terms of teaching and infrastructure and enough teachers
since the study was concerned with the teaching of HIV/AIDS education, it was
important to limit any challenges that may emerge from lack of resources. The study
population comprised of 12 subject teachers and 96 Form 2 students, from 6 well
established public secondary schools in Gem Sub-County with regard to availability
of resources, both human and infrastructure required to effectively implement the
curriculum due to their potential relevance to the study objectives. According to the
Gem sub- County Ministry of Education Enrolment Statistics (2015), there are a total

of 900 Form 2 students in these 6 public secondary schools in Gem Sub-County.

There were two categories of participants in the study. These were Form two students
and subject teachers in the secondary schools as discussed in section 3.3. The
researcher employed a blend of stratified and purposive sampling techniques in

selecting sampled groups.
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The stratified sampling was used to ensure that both teachers and students were
represented in the sample proportion. This was because the researcher was interested
in issues of both teachers and students. Purposive sampling was used because the
researcher was interested in selecting a population that was rich in information related
to the central issues of what was being studied. Sampling involved a three step
process, where six secondary schools were purposively selected for inclusion into the
study. This was followed by stratification of participants into teachers and students.
Finally there was purposive selection of teachers and students from the selected six
secondary schools who generated study sample. It was convenient in the qualitative
research such as mine, which stressed on in-depth investigation into a small number
of communities. Purposive sampling, according to Oso & Onen (2005), reaffirmed
that it is the best sampling method when the researcher is interested in a particular
group. With a focus on the classroom level of curriculum policy implementation, both
the teachers and students (learners) became centre of interest in the study. Teachers
were selected to participate in Key Informant Interviews (KIIs), while students

participated in Focused Group Discussions (FGDs)

Being a qualitative research, which stressed on in-depth investigation in a small
number of schools, the researcher used purposive sampling because the emphasis was
on quality rather than quantity; the objective was not to maximize on numbers but to
exhaust the detailed information on the topic (Padgett, 1998). A sample size
representative of the study population was selected from the 6 public secondary
schools in terms of required resources to ensure efficient and effective curriculum
implementation within Gem Sub-County. The researcher purposively sampled two
subject teachers per school for the 6 schools to enable the researcher to cover lessons

across different subjects. This gave a total 12 teachers for Key Informant Interviews
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and 8 students for every Focus Group Discussion. The researcher picked 8 students
because in accordance to Balch and Mertens, (1999) focus group are guided
discussions among a small group (6-12 participants), in which the interviewer serves

as a’ moderator’ in total the sample size was108 participants including teachers.

3.4 Research Instruments

This section presents the methods of data collection and their relevance to the study.
The researcher used four instruments to collect data from the selected sample. A blend
of the selected tools and methods of data collection were used in this study to attain an
inclusive description of the activities of the HIV/AIDS education. As a study that
focused on the enactment of practice, it became necessary not only to observe the
classroom activities but to also seek clarifications from participants. The study
utilized observation, document analysis, Focused Group Discussions (FGDs) and key
informant interviews (KIIs) using unstructured and open-ended questions as tools to
collect primary and secondary data from participants. Secondary data sources
included relevant documents like subjects’ syllabi, ministry circulars and memos and
resource materials like schemes of work, lesson plans and teachers’ records of work
available in the schools. This was to establish the nature of knowledge organisation
adopted by secondary school teachers for the HIV/AIDS curriculum. Observation
schedules were used to record data on the processes and activities taking place during
actual class lesson presentations. The data collection utilized on in-depth open-ended
interviews, as guided by interview schedule. The use of interview guide provided a
systematic structure to the interviews, even though they were treated as conversations
where the interviewer drew out detailed information and comments from the
participants. Additionally data collection was done through non-participant

observation of the classroom sitting arrangement, interaction between the teacher and
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students during the process of teaching. Focus Group Discussion was done with the
students to make inferences on the teaching of HIV/AIDS. All this was done to
establish how HIV/AIDS curriculum was being taught as an integrated curriculum at

the secondary school level.

3.4.1 Observation Schedule

The non-participant observation method was used to gather data throughout the study.
The researcher sat through class observation. The researcher sought answers to the
question: How knowledge is organise in the classroom? Bernstein (2000)
distinguished two types of knowledge were considered central to teaching. This
include the integrated and collection type of knowledge. Integrated type such as one
anticipated by the HIV/AIDS education policy. Integrated type of knowledge gives
the learner more control over what is being learnt, the pacing and timing of the lesson.
Thus, on the basis of that conception, the researcher was able to identify the
knowledge type used in the classroom. The researcher observed twelve lessons over a
period of three months each lasting about 40 minutes with a bit of interruptions in
between. The researcher took down notes during the lesson. She also used the notes to
seek clarification from both the teachers and the students during interviews. In one of
the interviews posed after a class observation, on what was being learnt in class, this

is what was observed:

‘Actually the teacher introduced the topic on probability and mentioned an example
of discordant couples; the rest was mathematical concepts on probability. We quickly
got the idea that the lesson was on mathematics and nothing to do with HIV/AIDS

content’
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On this account, the researcher was able to pick out that the lesson used strong
framing from the teacher and weak framing on the students. Observations were made
of the classroom environment to make inferences whether there was freedom in the
class or the class sitting arrangement was structured in a way that the teacher becomes
the centre of authority. This clarified how HIV/AIDS curriculum is taught as an
integrated curriculum at secondary school level. Observations were also made of any
charts that would show students expressions, student behaviour inside the classroom
was also observed, the nature of teaching that took place in the classroom, the nature
of relationship between the teachers and students in the classroom were also observed.
This helped in establishing the degree of knowledge classification and framing as
ways of social organisation of knowledge. This was done during the actual lessons to
assess how teachers implement HIV/ AIDS education in class. To do this an
observation schedule was used to visit different schools and classrooms to look out on
physical environment and how it influence the level of freedom in the classroom,
classroom interaction, teaching methods and use of professional records in planning
and monitoring of lessons. This helped to complement existing evidence hence
increased the validity of the research. Observation enabled the researcher to draw
conclusion on the level of control and freedom that both teachers and learners had
during the lesson interaction. It also helped establish the level of teacher-subject

identity.

There were 12 lessons observed: Biology two lessons, CRE two lessons, English two
lessons 2, Geography one lessonl, History one lessonl, and Kiswahili two lessons 2
and Mathematics two lessons. The compulsory subjects were selected because they
are done by all students and are taught daily and all students have a chance to get the

HIV/AIDS curriculum. Biology, Religious Education and Geography have many
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topics where HIVV/AIDS can be integrated. It is in these traditional subjects that HIV/
AIDS education policy envisioned integration of the content into their syllabi. Non-
participatory observation was employed where the researcher conducted systematic
observation without interacting with the class and this helped the researcher to
concentrate on the lesson without distraction. Each lesson took 40 minutes as
allocated in the timetable. The data was collected taking notes and memos along the
way. From what the researcher observed notes were made which enriched the

information collected from the interviews, as discussed in the next sub-section.

3.4.2 Documents

Document analysis formed an important dimension of this research. According to Oso
& Onen (2005), document search and analysis is the critical examination of public or
private recorded information related to the issue under investigation. Since teachers
deliver contents to students guided by policies embedded in the syllabus, document
analysis gave an insight on how HIV/ AIDS curriculum was being handled by both
the MOE and the teachers. This formed part of secondary data necessary to qualify
some of the findings from what was observed in the class and the interviews. It
involved checking how the scheme of work, lesson plans, records of work and text
books. The researcher used the documents to establish the nature of planning and
implementation done by the teacher. It was necessary to establish whether HIV/ AIDS
contents were really integrated into the host subject curriculum. Findings from the

document analysis were used during the interviews with key informants in the study.

The researcher analysed the MOE circulars on HIV/ AIDS implementation so as to
understand the ministry expectations on the teaching of HIV/AIDS. Inclusion of

HIV/ AIDS in the schemes and records of work covered, lesson plans and text books,
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Policy document, syllabi, newspaper articles all provided invaluable data spread of
HIV/AIDS for the research. Through the document analysis the researcher was able to
track the teacher preparation and delivery of the content and supplemented

information that would otherwise not be available.

3.4.3 Key Informant Interviews

Key informants were teachers of different subjects and they were used because they
were the implementers of the curriculum. Interviews were used in this study to
complement what had been identified during the observation of the lessons, together
with analysis of documents. Interviews assisted in clarifying from the participants on
issues that emerged from the observed lessons. Interviews were conducted in a
conversational nature, thereby allowing for exchange of knowledge and understanding
to ‘reveal depth, feelings and reflexive thoughts’ Mills, et al (2006). The researcher
utilized interview guide questions to retain focus on specific information that were
needed in order to clarify the various aspects of HIV/AIDS education. Through such
conversations it was possible to develop open, honest relationship with teachers in a
relaxed atmosphere. Interviews took about forty minutes with interruptions from
students and other duties. Interviews provided valuable supporting data on a number
of issues that were not clear during the analysis of documents and observation data.
Through relaxed interviews the teachers and the students were able to give additional
information that may not have been obtained had this method not been used. It helped

to understanding of the phenomenon Tietel, (2000).

Structured open- ended Interviews were used for selected subject teachers in the six
selected secondary schools with the aid of an interview schedule. Informants were

selected purposively based on their status and experience in teaching and classroom
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management. It sought to establish how integrated HIV/ AIDS education is being
implemented by teachers identified with teaching of traditional subjects. Key
Informant Interview (KII) was designed in such a way that more specific and truthful
answers that relate to integration of HIV/ AIDS into secondary school curriculum
were to be realized. According to Gupta (2009), Interviews gave an opportunity to
probe detailed information on every issue under study. It was meant to elicit
information that could not be directly observed. Nsubuga (2000) observes that many
people are willing to communicate orally than in writing. Interviews were used to
make it possible to obtain data required to meet specific objectives of the study. The
researcher used interviews to corroborate issues which had been observed in class and
in document analysis. The face to face interviews took place after the lesson and with
the permission of the respondent the researcher took notes. This was made possible by

the nature of the questions, which were structured and open-ended.

3.4.4 Focused Group Discussions (FGDs)

Focused group discussion is very useful in providing immediate feedback on the
current position about an idea or subject matter (Kombo and Tromp, 2006). It was
exclusively held for the student participants to find out their opinions and experiences
on how education on HIV/ AIDS was being implemented in the classroom. The focus
group helped shed light on, among other issues, that they do not feel like HIV/AIDS
education is having an impact in their lives. The researcher employed a mixture of
informal discussion based on interview protocol, this assisted in making the session
cordial and focused. The researcher used the informal conversation to initiate
discussions on issues picked during observation, such as ‘Tell me something about the
lesson we have just had?’ The researcher took notes and sometimes verbatim texts

were quoted. There were twelve (12) FGD groups consisting of 8 students per session
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moderated by the researcher for about 40 minutes with a bit of interruption in between
since most of it happened after the last lesson i.e. at games time. This helped to
discuss topical subjects that touch on the research objectives. This is according to
Balch Mertens (1999) who observe that focus group is guided discussion among a
small group of 6-12 participants. For effectiveness and to gather more information,
FGD sessions were held immediately after completion of lessons by participating
students. This helped discuss topical subjects that touch on research objectives. It also
guaranteed an assurance on reliability and validity of the research. Members of FGD

helped each other to recall and verify information on lesson taught.

Student participants were all in Form 2 from different schools. All students turned up
for FGDs as students were purposefully selected for participation immediately after
the actual lesson observation. Their participation was essential in establishing whether
the policy was achieving its intended objective that aimed at behaviour development
appropriate to the youths’ formation to help in HIV/ AIDS prevention and control.
They represented part of the targeted population by the policy on HIV/ AIDS
education. And therefore, it facilitated an establishment of whether the knowledge
anticipated was being taught in the correct way and the intended behaviour change

impacted in them?

3.5 Authenticity and Truthfulness

According to Creswell (2009) validity means that the researcher checks for accuracy
of findings from the standpoint of the researcher, the participant or readers of an
account. In qualitative research this is referred to as credibility. Credibility refers to
the confidence one can have in the truth of the findings. The researcher established
credibility by use methodological triangulation where multiple methods of data

collection were used. This included non-participant observation, interview, document
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analysis as well as Focus Group Discussion and this was reinforced with constant
checks by my supervisor. Methodological triangulation refers to strategy that employs
multiple methods, such as observations, interviews and document about the
phenomenon being investigated. Triangulation helped the researcher corroborate
different sources of evidence. All these combined gave a broad, deep and balanced
description of how HIV/AIDS education was taught in secondary schools. Non-
participant observation was done in the classroom being one of the main data
gathering methods. The researcher had to determine how what was observed stacked
up against what was said in the interview. The interview was done during the
teacher’s free time to corroborate what had been observed. The Focus Group
Discussion was also done immediately after the lesson since the lessons were
organised to take place during the last lesson of the day, to corroborate what was done
in class and to get the students feelings towards the learning process. Document
research was done later in the evenings with approximately 30 documents eventually
being analysed. After the initial write up of the study feedback on some of the
findings, shared with the supervisor several times, including the memos | had written.
Rich description was also used to enhance transferability, so that other researchers
could apply the findings of the study to their own studies. According to Denzin and
Lincoln (1994) dependability refers to the stability of the findings over time and
conformability to the internal coherence of the data in relation to the findings,

interpretations and recommendations.

3.6 Piloting
A pilot study was conducted for three days in one school in Ugunja Sub-County
which is a neighbouring Sub-County to Gem Sub-County. The pilot study helped the

researcher to check whether there were gaps on the tools identified for data collection
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and whether they were appropriate. It also helped the researcher to re-work through
some interview questions on the involvement of learners that seemed unclear. The
pilot study was viewed as a means that would help highlight the ethical issues that
needed to be considered to make the study credible. It also helped the researcher to
gain real world experiential evidence that would inform the field as observed earlier

by Kezar (2000).

3.7 Data Collection Procedure

The researcher obtained permit from the National Commission for Science,
Technology and Innovation (NACOST]) through the school of Graduate Studies, Moi
University. The National Commission for Science, Technology and Innovation wrote
to the County Director of Education (CDE) who granted permission for the research
to conduct in Gem Sub-County schools. Copies of the permit were then submitted to
the school Principals to allow the students and teachers to participate in the study.
This was because collecting data from students poses special challenges that hinge on
ethics of doing research. Since the students were young and not completely
knowledgeable of the implications of their participation, involving the school
administration to act as guardians and custodians of their rights, including those
related to informed consent was important The researcher then sought permission
from the participants on their willingness to participate in the study and explained to
them the purpose and benefits of the study. Participation was completely voluntary
and informed consent was obtained from participants prior to their involvement. At
the outset of each interview, the purpose of the research was explained by the
researcher. The participants were allowed time to ask questions and thereafter were

asked to sign a formal consent form.
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3.8 Data Analysis Techniques

Data analysis began by assigning codes according to categories and the study’s
conceptual framework. One way that coding was achieved was through research
questions. The process of data analysis began with putting in place a plan to manage a
large volume of data collected and reducing it in a meaningful way, identify
significant patterns and construct a framework for communicating the essence of what
the data revealed given the purpose of the study. The study used multiple qualitative
analysis tools. The researcher utilised constant comparison analysis to code the data.
The codes had been identified prior to the analysis and then looked for in the data.
The researcher first read through the entire set of data after which the researcher
chunked the data into smaller meaningful parts. The researcher then labelled each
chunk with a descriptive code as minimal unit and category. Each new data was
compared with the previous codes, so similar chunks were labelled with the same
code. After all the data had been coded, the codes were grouped by similarity and a
theme was identified and documented based on each grouping as in table 3.9 this
helped in data reduction. The study also utilized word in context which revealed how
respondents used words in context. This was done during Focus Group Discussion,
where the word “interesting and boring” were used to show the feeling of the learners.
Word count was done on the lesson observation on frequently used words to give
instructions to the learners during the learning process, such as ‘state, explain, identify
and write down” This words were of interest to the researcher. Key words were
chosen through the theory and frequency of words through the data. Counting helped
in improving the rigor of the analysis. This also helped the researcher to prevent
overweighting or underweighting the emergent themes. The notion of curriculum

organisation necessitated an examination of HIVV/AIDS education in terms of how the
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content was organise in the classroom. Words, sentences or utterances used and
interactions that occurred during the lesson between teacher and students were
highlighted. The researcher looked at how the teachers communicated in general and
focusing on the nature of the communication and how the forms communication were
positioned , that is, Bernstein (2000) describes the relationship with the focus on
classification and framing. This meant that teachers and students needed clear
guidance on how they were supposed to interact in a HI\VV/AIDS education lesson to
realize the subject objectives. Therefore, it was against this understanding that the
knowledge for teaching that was sought in the data had to be systematically coded in
order to identify what component appeared to be given emphasis in the HIV/AIDS
education. The researcher also developed codes for lesson plan, lesson objectives,
learner activities and teacher activities and reference books. The researchers also used
conceptual guidance that she obtained from the existing literature. Table (3.2)

provides data from analysis of documents.

The notion of curriculum organisation necessitated an examination of the HIV/AIDS
education curriculum in terms of identifying how the lived experiences of the teachers
and learners informed the manner of interaction. The researcher looked at how
integration was translated in the classroom. The researcher also focused on the words,

phrases commonly used during the interview.

The specific procedures that were used in this study for analysis of data are provided
on table (3.2) the table provides an example of how data from the document analysis
was used to get meanings and how it was presented. This began with identification of
minimal unit of data, followed by category then the theme derived from the category.
It involved schemes of work and lesson plans. The lesson plan included the activities

of the teachers and students during the lesson, communication as a category, theme as
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weak or strong classification and framing. It also identified the roles of the students
and the teacher within the lesson. Teacher activities included what teachers did and
said, such as asking questions to students such as, identify..., and mention..., what
IS.......0n the part of the learner activities some of the items included participate in
discussions ,ask questions . In turn themes were derived from through the examination
on how knowledge was organise in the HIV/AIDS education. Though the data
generated a number of minimal units this was not the case with the theme since those

identified could be accommodated within the identified theme.

Table 3.2: Summary Analysis of -Documentary Analysis

MINIMAL UNIT CATEGORY THEME

Lesson topic Organisation of knowledge Weak/strong classification

Weak strong framing

Lesson objectives Listening

Communication

Teacher activities Listening
Learner activities

Communication

Teaching Aids Organisation of knowledge

Reference books Organisation of knowledge

The same approach was used in the lesson observation. The minimal unit was
identified and was further distinguished into categories and themes. | observed the
teacher interaction as the minimal unit and communication as category. | looked at the
physical position of the teacher and asked myself what impact it had on the
communication in the class. All the students were facing the teacher as the centre of

authority. The teacher controlled the lesson from the introduction, lesson development
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and conclusion. The teacher asked the questions and picked the learners one by one
to answer. The students waited upon the teacher to tell them what to do. The teacher
determined what was to be done, when and how. When | looked at the classroom
arrangement as a minimal unit and knowledge organisation as the category, | asked
myself what such a classroom arrangement does imply. What was the information

written on the charts? This corroborated with what | had observed in the documents.

Table 3.3: Summary of Analysis- Observation

MINIMAL UNIT CATEGORY THEME

Teacher interaction Listening communication Framing/weak/strong

Classification/weak/strong

Physical environment Communication Classification/weak/strong
Chalkboard Content Framing/weak/strong
Classroom arrangements Knowledge organisation

Charts Knowledge organisation

For the interviews the same approach was taken in analysis of the data obtained from
the interviews. The minimal units were identified and were further put in the
categories and themes and it was from these details that the data was analyzed.
Throughout the analysis of the interview, in order to derive themes, after analyzing
the transcripts of the interview and focus group through coding, the information
would be placed into minimal units of meaning. | would ask myself the question
‘How is the knowledge organise? Who has the control over what is being learnt?’ The
data would show that the teacher has more control over the lesson. While examining
the data and obtaining themes | reflected on what the underlying meaning of the
discourse of HIV/AIDS education was looking for and the manner of interaction used

in the teaching of the curriculum, as it enabled me identify that the teachers were the
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ones in charge of the communication while the students adopted a passive mode. As
observed in the interview transcript (see Appendix iii) for example all the time was
taken by the teacher, explaining, defining, and asking questions. Students hardly

participated.

During the analysis, | would look through some questions to develop theme, what role
did the student play in the lesson? What does a role taken up by the student mean in
terms of organisation of knowledge? Then | would move to develop themes. For
example in this case the teaching of HIV/AIDS education was presented by the
teacher and the learners were reduced to listening and taking further instructions from
the teacher such as write down...., explain...., state .... which had few students with
mastery of the host subject participating. As observed rightly, the expectation of the
HIV/AIDS education expected an approach where the framing was strong on the
learner. The learner has control over the sequencing, pacing and timing of the lesson.
From the analysis from the interviews , observations and documents, it was clear that
the teachers were instead using the knowledge of the host subject to present the lesson
This was done for all the four modes of data i.e. documents , observation, interview

and focus group discussion as brought out in the subsequent chapters of this report.

Table 3.4: Summary of Interviews Analysis

KI | QI Q2 Q3 Q4 Q5.
KI 1l

KI 1l

KI IV

KI V

KEY - All questions had been placed in the table
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3.9 Ethical Consideration

The researcher was not only concerned with the benefits of the research findings but
also looked at the rights of subjects or participants in the research process. Oso and
Onen (2005) noted that knowledge cannot be perused at the expense of human
dignity. Conducting a research always poses ethical issues. To take care of the
challenges, all respondents were given clear objective information about the research
project and the purpose for which data were being collected for them to give informed
consent to participate in the research. The participation was voluntary and adequate
measures were taken to ensure the confidentiality of participant’s records. More over
the teacher participants signed a consent form and were given an option of providing
an e-mail address in order to receive a copy of the findings. For students, approval of
data collection was sought in advance from the Ministry of Education and from the
school principals. Each participant received a letter requesting for consent and
outlining the nature of the research, their involvement in the research and their rights,
after which they signed the consent forms. On confidentiality the researcher kept from
the public certain information by safeguarding the privacy and confidentiality of the
participants through use of pseudonyms this was done by assigning letters of alphabet
such as English A, English B. For participants who were under 18 years, the
researcher obtained permission from the Principals on behalf of their parents. The
researcher explained to the participants prior to each session that the research was
being conducted for academic purposes, and that findings would be widely available
once the material was published. Utmost anonymity of participants was however
promised. The researcher ensured the anonymity of participants by not providing any
names or personal information about the participants, not naming the schools from

where the participants came from as this would make tracking the information back to
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a particular people easy, and ensuring that data collected was only accessible to the
researcher, who converted it into electronic data and disposed it adequately.

3.11 Summary

This chapter dealt with research design, area of study, sampling, research instruments,
authenticity and truthfulness and data collection procedure. It also dealt with a
detailed description of the research methodology adopted in the study, there was
description process, how the data was collected, coded, arranged and analysed was
also presented. The concluding chapter presented ethical issues that were considered
during the conduct of the study as well as in preparing the research report. In the next

chapter the researcher dwelt on discussions and conclusions made from the data.
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CHAPTER FOUR
DATA ANALYSIS, PRESENTATION, INTERPRETATION AND
DISCUSSION
4.0 Introduction
This study addressed the following research questions: What is the nature of
knowledge organisation adopted by teachers in secondary schools for the HIV/AIDS
curriculum and how is the HIV/AIDS curriculum taught at the secondary school

level?

These questions were addressed through an interpretive case study design. Through
the multiple data collection methods i.e. document examination, observation,
interviews and focus group discussions as presented in chapter three. The following

discussion was derived from the analysis of data.

4.1 Organisation of Knowledge

The policy on HIV/AIDS education envisages an integrated curriculum. To integrate
means certain things must be done in a certain way, and that is why | went through
several documents that are used to organize a lesson and also that is the reason | was

going to class to observe what was taking place.

The organisation of knowledge is central to what HIV/AIDS education teachers are
expected to do in order to achieve the desired objectives of the of HIV/AIDS policy
on education. The objective of HIV/AIDS education was to inculcate behaviour
change in the students, so as to avoid risky behaviour that exposes them to
HIV/AIDS. From the sociological analysis of curricular the teacher must observe
certain things. That in knowledge organisation the boundaries are porous or bounded.

In relation to HIV/AIDS when the boundary is porous the teacher knows the subject.
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To add to that the learner has control over the selection, sequence, pacing and timing

of the lesson.

The researcher examined the documents first then | walked to class to observe with
focus on how the teacher implemented the HIVV/AIDS curriculum. 1 first examined
the syllabus used by the teachers in planning for the lesson. | noted that the syllabus
though not explicit captured topics that could easily be integrated into the HIV/AIDS
curriculum. Teachers were expected to identify appropriate topics to use for
integration. In one example which was derived from a syllabus of English form two,

the HIVV/AIDS curriculum was captured as follows:

Table 4.1: Extract from the English Syllabus

Syllabus Form 11

Reading

Extensive reading

i)Literary and non-literary
materials on contemporary issues such as:
» Children’s rights
= Child labour
= Environment
= HIV/AIDS

=  Moral value

Specific objectives — By the end of Form 2, the learner should be able to

enjoy reading literary and non-literary material.
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It is worth noting that though the above syllabus captured the HIVV/AIDS curriculum
the intended objectives fall under a strongly framed subject. The objectives did not
capture the spirit of an integrated curriculum. This is likely to translate to a flawed
scheme of work and lesson plan. This prompted me to check how the teacher had
planned for the curriculum through the scheme of work scheme to corroborate one
another. As | was going through the scheme of work, | would ask myself what the
minimum unit speaks of organisation of knowledge. The content part of the scheme of
work just referred to the host subject content which indicated that there was no
integration. On the topics such as intensive reading, on the HIV/AIDS comprehension
the specific objectives were ‘By the end of the lesson the learner should be able to
answer questions from the passage appropriately.” On specific learner activities, it
stated: ‘Reading, answering questions, listening and writing.” On the learning and
teaching aids the scheme included chalkboard and readers. Reference material was
Excelling in book two. 1 also looked at the activities for the learner, but the learner
barely had any major role during the lesson except to respond to the teachers’
instructions. On the reference material it was the book belonging to the host subject.
The remarks column indicated ‘well taught’ which is a strongly framed remark
instead of ‘it was an interactive or creative lesson’. This kind of remark shows that the
teacher has authority over the learners instead of the reverse. This showed there was
no integration since the planning itself was strongly classified. | also checked the
way the scheme was prepared. It gave a picture of a strongly framed scheme in
favour of the academic subject. When | enquired from the learners what they were
learning, the response was English, yet another indicator that they were looking at the

lesson with the lens of English as an academic subject. This shows the scheme gave
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the teacher a central role, as learners were mostly passive listeners contrary to the

expectations of an integrated curriculum.

Table 4.2: Extract of an English Scheme of Work illustrating Integration

Wk | Lsn | Topic/ Objectives Learning | L/teaching | Reference | Rmks
Sub-topic Activities | Aids
4 2 Extensive Reading | By the end Reading Chalkboard | Excelling | Well
of the lesson | Answering
Comprehension on | the learner guestions Readers In English | taught
should be
HIV/AIDS able to: Book 2
Answer Pg.15
questions
from the
passage.
appropriately

I then moved to look at the lesson plan as organise for an integrated lesson and the

specific objectives were that ‘By the end of the lesson, the learner should be able to

construct sentences using the words given in the passage’. Objective two ‘by the end

of the lesson, the learner should be able to state the ways in which the HIV/AIDS is

contracted. These objectives on the contrary do not encourage an integrated

curriculum because it restricts the learner while giving more power to the teacher

especially looking at terms such as state which do not invite any form of discussion.

From the documents observed there was little student engagement with the content

taught. This finding contrast sharply with Bernstein’s argument studies that require

weakened values of classification and framing in the organisation of this curriculum. I

then moved to class to corroborate what was in the documents with what was taking

place in class.



Table 4.3: Lesson Plan

Subject: English
Topic: Reading

Sub-Topic: Reading Comprehension
Objectives: By the end of the lesson, the learner should be able to:

i) Construct appropriate sentences from the passage.

i) Identify the causes and modes of transmission of HIVV/AIDS

iii) Identify the symptoms of HIV/AIDS

iv) Explain the methods of preventing HIV/AIDS

References: Excelling in English, Book 2 page 125 -126
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Step/time Teacher’s Activities Learner’s Activities
1.(5 MIN) Introduction

To ask the learners to name the type of To answer the questions

sickness they know. To ask learners to

read the passage. To answer the questions
2.(10 MIN)

Lesson Development

To ask learners to define HIV/AIDS, state

the causes and modes of transmission of To listen carefully as they

HIV/AIDS. take short notes

To explain the causes and modes of To answer the question
3.(20 MIN) transmission of HIV/AIDS

To ask the learners to give the To take part in the

Symptoms of HIV/AIDS discussion

as they take short notes

To discuss the methods of preventing

HIV/AIDS
4.(5 MIN)

Conclusion
To review the lesson by asking oral
guestions

To answer the questions

4.2 Teaching of HIV/AIDS in the Classroom

| then went to class to observe what happens in class after looking through the

documents. This was to capture the instructional delivery of HIV/AIDS curriculum as

done by the teacher. I was asking myself, what is the role of the student in the class?
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What knowledge for teaching HIVV/AIDS is being presented? How does the teacher
teach? How does the teacher help the student to get this knowledge? What is the
nature of interaction between the teacher and the student? Among others. | first
observed the classroom environment, whether it was appropriate for an integrated
lesson. This is because content of knowledge determines the classroom setting.
HIV/AIDS curriculum needs a setting that is relaxed and stimulated to make the
learner be stimulated and enthusiastic to learn. (Hayward and Jerome, 2010) argues
that HIV/AIDS content requires classroom setup that allow for free interaction and
movement and it ought to be more inviting. | looked at the sitting arrangement and it

was as below:

Table 4.4: Classroom Arrangement

Entrance Teacher
S ) S S S S S
S S S S S ) S
> >
3 3
@ @
S S o S S S o S S
S S S S S S S
Researcher

Key: S- Student
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The sitting arrangement spoke volumes on the relationship between the teacher and
the learners. The learners sat facing the board as the teacher stood in front of the class.
They seemed to be waiting for instructions from the teacher. The teachers place was
very central with all the authority and attention given to him/her. When the teacher
entered the class, the learners seemed to confirm that the authority of the learning lay
with the teacher and not the learners. The sitting arrangement was strongly framed
contrary to the expectation of an integrated curriculum. It was evident that the
students understood the power structure in the classroom for they waited for the
teacher to prompt them at every stage of the lesson. The way they asked questions and
answered them, showed that they possessed the recognition rules of the host subject.

For example in one of the lessons this is how it was:

Teacher: Identify ways in which HIV/AIDS is transmitted

Student: Through needles, blood transfusion, mother to child and through
sexual contact.

The learner responded using the lens of an academic subjects and it was exactly what
the teacher was expecting from the way the question was framed. The learners were
aware of the rules governing the host subject and that is how they were responding by
giving a fixed body of facts. During the interview | inquired what subject they were

learning and this is what one group said:

‘We were learning Biology lesson on types of diseases. The topic was even
written on the board. We were also referring to the Biology text book.’

The students had a very clear idea of what subject they were experiencing and the sort
of knowledge skills it involved. The students had little awareness of the HIV/AIDS
theme as a distinct entity from the host subject and no distinctive teaching methods or

recognition and realization rules emerged.
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| also observed that the classroom had no charts or pictures on HIV/AIDS while on
the other hand there were quite a number on the academic subjects. This shows the
power relations between the two subjects and what is looked at as important. This
may explain why the learners during the focus group felt HIVV/AIDS subject is not
given adequate time. This is in agreement with what De Brabander, (2000) who in his
studies observed that the views of knowledge and its status lend support for why
integrated curriculum find it difficult in being accepted as genuine form of education.
After this observation | sat at the back of the class and also faced the teacher as was
the culture of the school and, because | wanted to see how the lesson was being

conducted.

The History lesson started with a review of the previous lesson. The teacher picked a

student and asked:

Teacher: Can you remind the class what we learnt in the previous lesson?
Student: We learnt about factors influencing industrialization in South Africa
Teacher: Good. Can you identify some of them?

Student: Large population, domestic and external market.......

The introduction of the lesson was already strongly framed from the way the
questions were asked and the expected answers. The teacher asked questions as the
learners were answering. It was evident that the students understood the power
structure during the lesson, for they took a passive position and waited for prompting
to either answer or ask questions. The teacher would then write the answers on the
board as the students copy in their exercise books. This method is unlikely to generate
a free relationship as anticipated by the integrated curriculum. On content the teacher

asked the learners to identify the challenges of urbanization. They identified them,
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and HIV/AIDS was one of them. The learners identified, and the teacher wrote on the
board. The learners in turn wrote the points in their books. The learners seem to
possess the recognition rules of the academic subject and responded as expected even
during the HIV/AIDS curriculum. For example, during the History lesson the

following dialogue took place:

Teacher: How is HIV/AIDS transmitted?

Student: Through blades and sharp objects, sexual involvement, blood
transfusion and direct infection from mother to child.

Teacher: How can we stop the spread of HIV/AIDS?

Student: By creating employment and sensitizing people on abstinence.

This clearly shows that the teacher and the learners had taken the lens of an academic
subject. It was evident that students understood the power structure and waited for the
teacher to prompt them. Most of the time, they were passive listeners through the
lesson. It also seemed that those were the kind of answers the teacher expected from
them because he did not probe any further or even given room for discussion to give
their own opinion. The learners continued with the same manner to the end of the

lesson.

HIV/AIDS themes are centred on personal and social lives of the students to a greater
extent than academic subjects. In this regard the recognition rules and realization rules
of the subject become a problem. For example, in a Religious Education lesson, this is

what happened:

Teacher: What is the most common sin among the youth?
Student: Sexual immorality.
Teacher: Meaning?

Student: incest
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Teacher: What makes you engage in incest?

Student: (silence then giggles, finally no answer)

The students felt reluctant to talk about how they relate with their relatives of the
opposite sex. The students were not used to using their own lives as examples and
hence did not feel at ease with changing the implicit governing rules, governing the

discourse in the subject

4.2.1 Feedback from Teachers

| then moved to interviews with the teacher to collaborate what | had observed in
class to enable me understand the nature of knowledge organisation adopted by

secondary school teachers for the HIVV/AIDS curriculum.

Planning is central to good teaching. Teachers are expected to plan on what they are
going to teach using the stated syllabus that is then decimated to the scheme of work
and consequently the lesson plan. Findings on the question on how teachers plan the
HIV/AIDS subject, from the responses most teachers alluded to the fact that they plan
their lesson from what is captured in the scheme of work as is generated from the
subject syllabus then organise into a lesson plan. This prompted the researcher to
enquire whether they ever refer to the HIVV/AIDS syllabus, to which most responded
that since the bit they teach is already captured in the host subject it was not
necessary. This brings out the power relations that exist between the host subject and
HIV/AIDS subject. This could be the reason why the teachers looked at the
HIV/AIDS content as an appendage of the host subject and hence use the lens of the
host subject. This agrees with Siskin (1994) that says that academic departments
appear to occupy one crucial organisational position of power within the school

affecting “what” and “how” teachers teach.
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An integrated curriculum requires a relaxed and interesting environment. With active
learners and free interaction between the teacher and the student. Findings on the
question of how they taught the lesson that had just ended went on, most of the
respondents thought it was interesting while a few thought it was as usual. When
probed further on what they thought made it interesting, most of them said it was
because the students were active and responded well in class. They also felt the
learner looked more relaxed. This agrees with (Hayward & Jerome, 2010) who argues

that HIVV/AIDS content requires free interaction.

Integration of HIV/AIDS is a process of policy change in a systematic manner in
order to achieve the broader goals of controlling HIVV/AIDS. The curriculum approach
anticipated integration where HIV/AIDS content is integral part of other school
subjects. | wanted to find out how the teachers understood integration. On how they
understood integration, the findings show that most of the respondents had an idea of
the meaning that “integration is bringing HIV/AIDS content into the academic
subject.” While a few said it was teaching HIVV/AIDS anytime not necessarily during
the academic lesson. Though the definition was correct the teaching was contrary to
the definition. They did seem to treat HIVV/AIDS as an appendage of the host subject.
This brought about challenges in teaching. This agrees with Nyiva (2010) that

teachers seem to have challenges with the integration of HIVV/AIDS.

On how often they engage with the HIV/AIDS subject in class, most of the
respondents said they only do it when the topic is appropriate to integrate and since in
some subjects the syllabus is not explicit, they chose when they thought it appropriate.
This ranged from once a fortnight, month and term. This is contrary to what the policy
requires of once a week. This once again brings about the issue of power relations

between the two subjects.
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With the new role played by the teacher in the new subject, | examined the role the
teacher played during the lesson, findings show that most respondents felt that their
roles included, introducing the lesson, explaining, guiding learners through questions
and answers. A very small fraction thought they could also introduce sessions of
discussions. This is contrary to what is expected of an integrated curriculum. This
shows that the teachers do not have the lens of the HIV/AIDS subject. This agrees
with Hayward and Jerome, (2010) who argue that for academic subjects, the subject
knowledge and the pedagogy have been experienced and a subject lens is lived and
experienced by the teacher. For HIV/AIDS, the subject knowledge is missing and so

is the pedagogy and it is not clear what the subject lens looks like.

On the role taken by the students in the learning process, findings show that most of
the respondents identified answering questions, writing, listening and following
instructions as given by the teacher. A few felt that the learners could be allowed to
discuss. This shows that the teacher takes a central role in the teaching and learning
process and the learners are reduced to almost passive learners. This is contrary to
what Bernstein (2000) observed that for an integrated curriculum to flourish the
students must take control over the selection, sequencing, pacing and the criteria of

knowledge. i.e. the framing must be weaker.

The researcher also enquired on the time taken to teach the HIV/AIDS subject. The
findings show that most of the respondents mentioned between five to ten minutes. A
few mentioned forty minutes. This then implies that the teachers took on strong
framing that did not allow students much participation. They went ahead to teach
while the learners listened without questioning. That is why they could complete the
lesson in five to ten minutes. This agrees with Boler and Aggleton, (2005) who

observers that that though there are notable exceptions, most teachers in Kenya
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maintain very traditional teaching styles, where the speaker addresses several learners

and interruptions are not encouraged.

Teachers stand at a very advantageous point if they are trained in what they transmit.
The researcher examined whether the teachers tasked with teaching HIV/AIDS
subject had any training or in-service course on the same. The findings showed that
hardly any of the respondents had gotten any in-service or training on the same. This
brought the challenge when teachers were transmitting this knowledge because it was
assumed that teachers could always teach what new subject was introduced in the
school. This created a weak link between the design and delivery because the teachers
were not doing what was expected in an integrated curriculum. This agrees with
Barasa, (2005) who in his studies argued that teachers in Kenya are rarely involved in
curriculum development and it is taken for granted that they will adapt to the new

changes immediately and implement the needed programmes.

When probed further on how they surmount this challenge, findings showed that most
of the respondents said that their professional training had helped them. A few said
they were not comfortable. This posed a challenge because professional training at the
university deals with isolated strongly bounded subjects and this kind of knowledge
organisation can only work on strongly framed subjects such as the academic
subjects. This thinking was transferred to the organisation and teaching of HIV/AIDS
subject as witnessed in class. This agrees with Hayward and Jerome (2010) that when
subject pedagogy has not been experienced first-hand the teacher simply copies the

generic teaching methods observed in their subjects.

Departments give a subject a sense of belonging on what and how a subject is to be

transmitted This would guide, regulate and co-ordinate the behaviour of the individual
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teachers within the new guidelines. The researcher examined whether the members
share as a department ‘what’ and ‘how’ of the subject. The findings showed that most
of the respondents did not share within the department. They took individual
decisions on what they thought was important. A few of them discussed but not
necessarily within their respective departments. This then brought about different
meanings to what the teachers transmitted in class and hence no coherence. This is in
agreement with what Coulter & Orme, (2000) observed that meanings are developed
when teachers discuss with each other the issues of subject’s matter, pedagogy and the
moral values and imperatives that are important to them in the context of their work.
Bernstein (2000) argues that curriculum made on subject areas can get away with
“mediocre” teachers whereas integration requires “greater powers of synthesis and

analogy.”

It is important to have a feedback system which helps to guide both the teachers’ and
students. This is due to the relatively weak evaluative criteria that an integrated
curriculum gives rise to. The researcher examined on how the teachers assessed the
learners. The findings showed that most of the respondents did not assess what they
taught while a few of them assessed orally. This left a gap on how the teachers
evaluate the effectiveness of the lesson. This could be the reason the students during
the focus group discussion said they did not find the lesson helpful. This agrees with
Ngarari, (2010) pointed out that lack of evaluating what we are transmitting can lead

to perpetuating ineffective programmes.

4.2.2 Student’s Feedback

| then moved to the students to engage them in a focus group discussion to collaborate

what | had witnessed in class and what the teachers have said.
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| enquired from the students how the lesson that had just ended was. The findings
showed that most of the learners felt it was average. Probed on why they thought so,

this is what one said:

“Interesting but I wish our teachers would give more time to the subject and
allow us to talk. I wish he would have allowed us to also add on what we
know. In fact most of the things I know I have not learnt from class. The
teacher repeats what we already know.”

| went ahead and enquired what made the lesson interesting and this is what one

student had to say:

“Today’s lesson was different because the teacher was freer with us. He
allowed us to discuss a story on rape from a newspaper cutting. We looked at
the reasons and consequences of rape, the discussion was interesting ”

Another student said:

“Today’s lesson was quite relaxed. The teacher was trying to make all of us to
contribute to the questions. He was friendlier today.”

It is evident that weak framing, where the student has more control makes the lesson
interesting. This is in agreement with what Bernstein, (2000) argues that the framing

must be weak for the learning of an integrated programme to be effective.

| examined whether the other subjects apart from today’s lesson can be referred to as
interesting. Most of the participants disagreed and said that most of the time the
teachers taught as per the text book and HIV/AIDS issues were just mentioned. A few
felt specific subjects try to make the lesson interesting. This is contrary to what

Bernstein, (2000) noted that an integrated curriculum the learner takes control.

| then enquired whether they enjoyed the HIV/AIDS lessons. Findings showed that
most of the participants said they did not enjoy because the teachers concentrate on
the academic subject and just mention a few things about HIV/AIDS. This is what a

student had to say:
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‘The teachers do not give HIV/IAIDS subject much time. They just explained
the concepts and that is all. The other day for example the mathematics
teacher was teaching probability of a discordant couple infecting the partner.
He went ahead to teach a mathematical concept on probability and never
explained anything about discordant couples.’

This shows that the teacher does not possess the recognition rules of the subject and
hence struggles to integrate the HIV/AIDS subject. He ends up teaching it as if it is
part of the mathematical concept. This agrees with Coulter & Orme, (2000) who
argue that the practice of teachers is heavily influenced by the nature of subject they

are trained in.

Further inquiries were made on what exactly they learnt during the lesson. The
findings showed that most of the participants mentioned symptoms and causes of
HIV/AIDS. This shows that teachers are just teaching facts contrary to the expectation
of an integrated curriculum. This is in agreement with Gallant & Maticka-Tyndale
(2004) in their studies observed that teaching HIV/AIDS by providing factual
knowledge is not enough. IBE, (2007) in its studies also observe that HIV/AIDS
education should focus on life skills such as decision making as, an understanding of

the relationships, rights and respect for others.

| further enquired on the role they play and the teacher’s role in the learning process.
Findings showed that most of the participants said their role is to answer questions,
ask questions, make notes and other instructions that the teacher gives. A few said
participate in everything. On the role of the teacher most participants said introducing
topics, explaining concepts, teaching and giving instructions. This gave the teacher
more control over the learning as the students are turned to passive learners. This
agrees with the studies carried out by Ackers & Hardman, (2001) which observed that
classes in Kenya were overwhelmingly quiet and passive but with strong apparent

focus on the teacher, there was little interaction between the teacher and students.
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Exploration and higher thinking seemed to be rarely practiced. This is contrary to
Bernstein (2000) that argues that the learners should have more control in the learning

process in an integrated curriculum.

Findings on whether the students found the HIV/AIDS lessons helpful, most of the
participants felt they were not helpful while a few felt they were helpful. On probing
further why they were not helpful most of the students said it was because they were
glossed over by the academic subjects. This is as a result of passive learning and
factual manner the subject was taught, which was in contrast with HIV/AIDS
education that requires participatory and responsive, raising questions rather than
providing clear cut answers. This concurs with (UNICEF, 2009) in its studies that
observed that active learning approaches are widely considered to be most effective

way for young people to learn social skills.

On what can be done to improve the teaching and learning of HIV/AIDS, findings
showed that most of the participants said the subjects should be separated so that
HIV/AIDS can get its space. This brings out the power relations that make it difficult
for HIV/AIDS to survive in within the academic subject. This brings out the
implementation challenges that teachers go through. It is also evident that the teachers
have not critically examined the knowledge they are transmitting. Simply providing
young people with information about HIVV/AIDS is not enough to ensure they absorb
and retain it. Effective HIVV/AIDS education encourages young people to participate
and engage with the information being presented to them by offering them the
opportunity. This is in agreement with (UNESCO, 2008b) studies that found that
students should be allowed to participate and practice to build up skills. This is what

the knowledge information the teachers have yet to grasp.
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4.3 Conclusion

The findings in this study show that when teaching a subject, it is important to
understand the knowledge organisation required for such a curriculum, which ought to
shape the aims and process of teaching an integrated curriculum. The findings show
that for the HIV/AIDS education to be successful the teachers ought to know what is
required. Therefore, there is need for studies that can straighten the HIV/AIDS

curriculum, drawing from the current literature.
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CHAPTER FIVE

SUMMARY OF FINDINGS, CONCLUSION AND RECOMMENDATIONS

5.0 Introduction

This chapter summarizes the main findings of the study. This is followed by
conclusions arising from the findings, and recommendations for policy action aiming
at enhancing the organisation of knowledge in secondary schools. This chapter also
explored areas for further research envisaged in contributing towards the teaching of

an integrated curriculum.

5.1 Summary of the Findings

The findings examined how knowledge is organise and how the teachers teach
HIV/AIDS education in secondary schools in Gem Sub-County, Siaya County. The
findings show that integration is not taking place contrary to what was anticipated by
the HIV/AIDS education policy. The notion of knowledge organisation is central to
how an integrated curriculum is implemented in order to achieve its purpose. The
teachers need to organize the respective knowledge in a certain manner in order to
attain the curriculum objectives. However, from the evidence presented especially in
chapter four, there are no indications that the teachers have critically examined the
curriculum, they are transmitting. Being an integrated curriculum, it requires a
different type of discourse, they seem to be transmitting it as the other academic
subjects as observed in the classrooms. The teachers introduced the topics, went ahead
and explained them, asked leading questions with specific type of answers expected.
There were little interactions with the learners. There was no deliberate attempt by the
teachers to make the lesson learner-centred as expected in an integrated curriculum.

There was hardly any evidence of integration in the classroom. There was also no free
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interaction between the teachers and the students. The teachers took the central place
during the lesson and controlled the ‘how’ and ‘when’ of the lesson. This indicates
that the teaching of the HIV/AIDS subject was flawed since the end of the lesson the
learners felt more needed to be done to make the subject more interesting, captivating
and informative. It was evident that a new curriculum which is competency-based that
is being introduced in schools and appended in the host subject is not likely to

succeed because of how it is organise.

5.1.1 Organisation of Knowledge

The findings revealed that schools to a large extent had made a deliberate attempt to
embrace the teaching of the HIV/AIDS subject. The teachers also made deliberate
efforts to identify the topics that could bring about the integration of HIV/AIDS into
the existing secondary school subjects. Most schools were familiar with the
HIV/AIDS policy that expected them to integrate the HIV/AIDS subject into the

academic subjects.

Further findings revealed that the planning of the integrated curriculum emphasized
on the academic subject objectives. This included strongly framed objectives that

seemed to hinder free interaction between the student and the teacher.

Further findings revealed that teacher activities planned for gave the teacher a central
role during the lesson and passive activities to the learners. Out of this organisation of
knowledge for HIV/AIDS subject, in view of the basic tenets of the social
organisation of knowledge in an integrated curriculum, there was disjuncture in how

the subject was taught and received in the classroom context.

Further, findings from curriculum documents, the remarks column of teachers’

scheme of work showed the role played by the teacher with hardly any activities
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apportioned to the students, an indicator of a strongly framed lesson. With remarks
such as ‘well taught’ not what the learners did. This is contrary to the expectation of

an integrated curriculum.

Further findings also revealed that teachers did their planning of the subject
individually without consultations within their respective department to have a
consensus on the integrating idea. This contrasts with what (Bernstein, 2000) observes

that staff should unite in a common endeavour under the integrated curriculum.

In conclusion it was evident that the teachers were having challenges with the kind of
knowledge they were dealing with at the classroom level and how it ought to be

organise.

5.1.2 Actual Teaching in the Classroom

This sub-section helped to explore the way the HIV/AIDS content education
(content/subject) was being transmitted in the classroom, especially with the current
expectation of the MOE; HIVV/AIDS towards the spirit of the integration of HIV/AIDS
Education in all subjects. The findings from classroom observations revealed that
teachers took a central role in class and had control over the selection of
communication, its sequencing and pace of acquisition. There was little interaction
between the teacher and the learner. This implies that the teacher was controlling

every aspect of the teaching/ learning session.

The findings further revealed that the students were not used to an interactive session
where they had to use their life experiences in class. This shows the students
understood the power structures that existed between the two subjects and when asked

to use their life experiences they were reluctant. This shows students were not at ease
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with changing the implicit rules governing discourse in the subject. The recognition

rules of the host subject became a problem as explained in the literature review.

Findings further revealed that though most teachers were endeavouring to teach the
HIV/AIDS subject, they experienced challenges with the implementation since the
HIV/AIDS content as an integrated subject could not flourish with the current type of
knowledge organisation. The teaching of the HIV/AIDS content as an integrated
subject could not flourish because such content required a different type of discourse
where the teacher and the learner to relate differently in a relaxed and free atmosphere

with the student having more say in the learning process.

Findings further revealed that evaluation was hardly done. This is contrary to
Bernstein (2000) assertion that success of an integrated curriculum needs a feedback
system which helps to guide teachers and students to further provide agency of

socialization code.

5.2 Conclusion

The findings of this study show that an integrated curriculum ought to give the learner
more control over the teaching/learning process where the teacher is limited to the
role of a facilitator. This knowledge ought to shape the content, process and
evaluation practices in the teaching to be successful. However to develop this
knowledge organisation depends on how the teacher interprets the policy that informs
the integrated curriculum. Teaching of HIV/AIDS curriculum required a concept of
teaching knowledge that went beyond emphasizing on teaching facts. There is
therefore need for research studies that can help the teacher get to understand the new
context that draws from the current literature related to the organisation of knowledge

and gives prominence to curriculum implementation in practice.
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5.3 Recommendations

The following recommendations were made from the foregoing findings:

1. With regard to this new role of teachers as a facilitator with reduced control in the
teaching/learning process and new teaching skills required in the face of
HIV/AIDS coupled with the fact that in most of the schools the teachers did not
possess the appropriate recognition rules, teachers should be in-serviced on the
social organisation of knowledge to make the process of integration easier and

more effective.

2. For a long time teachers training institutions have been training teachers on the
collection type of knowledge where subjects are taught in isolation. The
introduction of the integrated curriculum has brought with it challenges to the
classroom teaching. It is important that the teacher training institutions include the
knowledge organisation into its course to enable teachers deal with all types of

knowledge organisation with ease.

5.4 Suggestion for Further Research
1. Research should look at social organisation of knowledge on the actual
classroom teaching practices in subjects that are not integrated. This will improve

on delivery in the learning process at the classroom level.
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APPENDICES

Appendix I: The Transmittal Letter
MOI UNIVERSITY

P.0.BOX 3900,
ELDORET, KENYA

09/02/2016

TO

MR/MRS/MISS----- -

Dear Sir/Madam,

RE: TEACHING OF HIV/AIDS EDUCATION IN SECONDARY SCHOOLS IN
SECONDARY, IN GEM SUB COUNTY, SIAYA COUNTY, KENYA

I am currently a student pursuing a Master of Education in Sociology of Education at Moi

University.

I am interested in carrying out the above study in your school as part of the requirements for
fulfillment of the Degree of Master of Education (Sociology of Education). The purpose of
this letter is to humbly request you to participate in the study by accepting to be interviewed

face to face. All the information will be treated with utmost confidentiality.

Your cooperation and support in this study will be highly appreciated.

Yours faithfully,

JENIPHER OUMA.
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Appendix li: Consent Form

TITLE OF THESIS: TEACHING OF HIV/AIDS EDUCATION IN SECONDARY

SCHOOLS IN GEM SUB COUNTY, SIAYA COUNTY, KENYA

NAME OF RESEARCH STUDENT: JENIPHER H. OUMA

I have read and understood the information provided in the letter to participants. Any
questions | have asked have been answered to my satisfaction. | agree that research data
collected for this study may be published or may be provided to other researchers in a form

that does not identify me in any way.

SIGNATURE OF THE PARTICIPANT

SIGNATURE OF THE STUDENT RESEARCHER
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Appendix I11: Interview Schedule for Subject Teachers.

Questions on organisation of knowledge.

1.

Interviewer: How do plan for the subject?

Participant: | plan using the English syllabus, which | then translate to the
scheme of work, then to lesson plan. | also make my reference using the host

textbook.

Interviewer: What does the education policy on HIV/AIDS say about teaching

the subject schools?

Participant: It says that HIVV/AIDS education should be integrated in the host

subjects.

Interviewer: What is your understanding of integration?

Participant: This is to bring in the HIV/AIDS content into the host subject so

that they are both taught at the same time

Interviewer: Can you provide some practical examples in a classroom context

Participant. Yes, | pick a topic that can relate to HIV/AIDS content , |
introduce to the class , | explain ,I ask questions until I'm satisfied they have

understood the concept being taught.

Interviewer: Can you give any previous experiences with integration

Participant: well I think the experience has been the same because that is how

| plan for it.
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10.
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Interviewer: How often do you integrate HIVV/AIDS issues in your teaching

subject?

Participant: When the topic is appropriate, and it can accommodate the

HIV/AIDS content.

Interviewer: What is your sequence of activities?

Participant: | introduce the subject; explain what I’'m teaching engage students

in questions and answers as | explain.

Interviewer: What is the role of the student during the lessons?

Participant: The students of course listen to explanation, write notes ask

questions and reading among others.

Interviewer: What is your role during the lesson?

Participant: It involves pretty the same things I usually do, such as introducing
the topic of the day, explain. It probably with illustrations, ask questions to the
learners as | explain to make sure we are together. | also answer any queries

from the students on the lesson being learnt.

Interviewer: How do you make sure your subject area is integrated?

Participant: | capture it in the lesson objectives. Mostly | have more than one

objective; one must be for my subject area.
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12.

13.

14.

15.
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Interviewer: Do you share with other teachers’ HIV/AIDS content within the

department.

Participant: Not exactly most of our lessons are planned individually and that

includes those that are integrated. So, it not exactly a departmental thing.

Interviewer: Is there any collaboration in planning of HIV/AIDS content

between departments? If YES, how?

Participant: I have said before we don’t plan within the department or even
among the other departments. Though we make schemes of work as a

department

Interviewer: | noted that the lesson seemed free, if so, why?

Participant: | guess the loved the subject of the day and that is why they highly

contributed during the lesson.

Interviewer: I noted that the lesson notes were being written in the host subject

exercise book. Why is that?

Participant: That is because | was teaching English and hence the use of the
English exercise book. The questions we were answering were from the

English subject.

Interviewer: | noted that you are using the host subject text book to teach.

Why is it s0?

Participant: Just I said, it was an English lesson and that is the reference book.
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17.

18.

19.
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Interviewer: Tell me something about today’s lesson, how different is it from

your usual lesson?

Participant: Today’s lesson was okay, I felt the learners were active, as
answered most of the question | asked them. Sometimes they can be quite dull
but today they were lively. The difference maybe in terms of the content

because it is something they are familiar with.

Interviewer: | noted that throughout the lesson the learners were all seated

facing the chalkboard, is that how they always sit?

Participant: That is how they sit during the entire lesson. They must face the
chalkboard because that is where the teacher stands and the information

written.

Interviewer: | noted that there was no chart on display that talked about

HIV/AIDS education in class, why is it so?

Participant: Well, most charts are for the host subject because that is where the

concentration is.

Interviewer: How do you capture the HIV/AIDS content in the scheme of

work?

Participant: In the syllabus it captured under reading and on HIVV/AIDS issues.

So | try to capture a passage that carries such information.
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Questions on how is HIV/AIDS taught?

Interviewer: What are your teaching subjects?

Participant: English/Literature

Interviewer: For how long have you been teaching?

Participant: A long time, 10 years

Interviewer: Can you briefly comment on how the lesson went on?

Participant: The lesson was on reading a passage, the learners were happy to

read and answer the question

Interviewer: How do you help the learner to gain knowledge?

Participant: | try to explain the concepts early in the lesson so that learners can

get the idea clearly.

Interviewer: How do you involve the learners during the lesson?

Participant: By asking questions, asking them to read and writing down the

information learnt

Interviewer: | s there any difference the way you present this lesson against

other lessons?

Participant: Yes in terms of content and learner participation. They all seem to

know something about HIV/AIDS.

Interviewer: Do they ever give their own experiences?

Participant: No. we mostly deal with what is in the book.
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8. Interviewer: How often do you integrate HIV/AIDS issues in your teaching

subject?

Participant: | teach HIV/AIDS when the topic of the day can accommodate

issues of HIVV/AIDS.

9. Interviewer: Which HIV/AIDS topics do you teach in your teaching subject?

Participant: Prevention, transmission, symptoms and stigmatization

10. Interviewer: What amount of time do you allocate to the different topics of

HIV/AIDS while teaching them?

Participant: | use, 5 minutes at most because 1 still have to teach the English

topic of the day.

11. Interviewer: In the lesson plan you seem to have two objectives tackling to

different subjects, why is it s0?

Participant: This helps to make sure that | have dealt with both the content and

achieved what | intended to get at the end of the lesson

12. Interviewer: Have you been offered any in-service training to help you handle

the HIV/AIDS education? If YES, what areas were covered?

Participant: No, I have not been trained.

13. Interviewer: How has your professional training helped you in teaching

HIV/AIDS education?
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Participant: | can say yes because at the moment it helps me interpret the
content and deliver it to the students. In the absence of the same | guess |

could not have been able to teach.

14. Interviewer: How do you assess the learners on HIV/AIDS content?

Participant: It is not assessed formally, mostly done verbally during the lesson

15. What are you going to assess in terms of students outcome? Discipline specific

or integration?

Participant: | will assess discipline specific because they must distinguish
between the two subjects. | will have questions on HIV/AIDS and my subject

area separately to avoid confusion
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Appendix 1V: Interview Schedule for Students Focus Group.
1. Tell me something about the lesson we have just had. How did you find it?

2. Does it happen like this in all subjects?

3. What is the difference between today’s lesson and other lessons?

4. | noted the learning atmosphere in the lesson was inviting for all students to freely

interact. What might have contributed to this situation?

5. Do you enjoy HIV/AIDS lessons? YES /NO. [Probe]

6. Describe what you learnt in today’s lesson.

7. What role do you play during the lesson?

8. What role does the teacher play during the lesson?

9. How helpful have the lessons been to you?

10. What do you think can be done to improve the learning of HIV/AIDS in the

classroom?
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Appendix V: Focus Group Discussion on teaching and learning

1. Interviewer: Tell me something about the lesson you have just had. How did
you find it?
Participant B: The lesson was on probability and | understood the concept of

probability.

Participant C: The teacher mentioned HIV/AIDS within the lesson on

probability.

Participant A: The example he used to explain the concept was HIV/AIDS

related.

Participant D: The lesson was just okay.

Interviewer: What do you mean by okay?

Participant D: Just like the other lessons on maths.

Interviewer: Meaning?

Participant D: Not quite exciting. That is just how he teaches mathematics

every day

Participant A: He means it was just there, difficult to place

Interviewer: Why is it just okay?

Participant A: Because that just how he teaches usually

Participant C: Today though he mentioned_severally the issue of HIV/AIDS

on discordant couple.
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Participant D: He was okay because he gave a good example using HIV/AIDS

examples.

Participant F: | feel he was more open today though he did not delve on deep

on the issues of discordant couples.

Participant E: | agree.

Participant G: | also agree with that he really does not explain the concepts he

has identified.

Participant D: He was okay because he gave a good example using HIV/AIDS

examples.

Participant F: | feel he engaged us a lot today though he did not delve deep on

what discordant couples is all about.

Participant C: | agree. The HIV/AIDS issue was not given much prominence

just a mention within the topic.

Participant G: | also agree with that. | did not get much of what he said on

HIV/AIDS.

Participant H; | think the problem was that HIVV/AIDS did not receive much

attention in the lesson, a lot effort was on the mathematics.

Interviewer: Does this happen in all subjects?
Participant A: No, mostly we have HIV/AIDS issues mentioned in humanities,

Biology and languages.

Participant C: Well, even in the humanities C.R.E takes the lion’s share. It is

deeper than other humanities.
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Participant A: The C.R.E teacher is also more open than the other two

subjects.

Participant E: in most subjects the teachers just teach as usual, it’s not like

they give us time to express what we know.

Participant F: I think I can confidently say that we are all in agreement about
the lack of freedom in class or rather we do not engage with the teachers

unless we are answering a question he has asked.

Interviewer: Do you all agree on that?

Participants (Together): Yes.

Interviewer: What is the difference between today’s lesson and other lessons
Participant C; Today’s lesson we were free to discuss, a little, not the usual
mention. It allowed us to say one or two things of what we know about

discordant couples.

Participant D; some of us who rarely contribute in class had our share to

contribute.

Participant F; It was different because though limited | enjoyed, unlike last
Friday when Mr. X came with an article on the statistics of HIV/AIDS
infection in Kenya. He noted that the sub-county was the fourth one
nationally. He did not ask us to contribute on what our challenges were. He

simply gave us a lecture on abstinence. It felt a bit scary for me.

It is true; 1 wish more lessons could be like this unlike those that we have that

just mentioned,
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Interviewer: What is your thought?

Participant G: You know I’'m not very good in the host subject that was being
taught, but I was happy | contributed today during the lesson. | guess the

teacher was also happy that for once | had participated.

Participant H: It is true today the teacher went out of his way to

Engage us with questions and even encouraged us to contribute.

The lesson was a bit lively since we felt part of it. If only the teacher would

allow as to contribute more than this.

Interviewer: | noted that the learning atmosphere in the lesson was inviting for
all

Students, to freely interact, what might have contributed to this?

Participant C: This was the fact that the teacher looked relaxed during the

lesson and allowed us to contribute.

Participant A: | felt as if | was free to say what was in my mind without being
condemned. Many a times the teachers are harsh_and they deal with the lesson

very seriously.

Participant C: There is no room to joke, or express your personal feelings. One

must restrict his answers to the lesson. Today it was different.

Participant H: The teacher was not harsh_today; at least | felt part of the lesson.

Participant D: And he tried to make sure that most of us made a contribution

during the lesson.
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Participant B: The environment was free and one felt confident to contribute to

the lesson.

5. Interviewer: Do you enjoy HIV/AIDS lessons?

Participant C: Not really.

Interviewer: Why?

Participant C: Because the teacher mostly concentrates on the career subjects
and HIV/AIDS is just mentioned within the subject. Most of the time the
teachers just explains the HIV/AIDS concepts then moves on to the career

subject. It is rarely made a discussion for all of us to contribute.

Participant A: Let me say something, you know, the way the HIV/AIDS is
presented to us through passages or dialogues in the English and Kiswahili is so

different from the way it is presented in Biology.

Interviewer: How so?

Participant A: This is because through the teacher mostly restricts us to the
passage we at least can discuss what is in the passage. The teacher entertains
contributions._ The teacher sometimes asks us questions that are not in the
passage and hence this makes the lesson interesting. But in many subjects it is

just facts, facts and more facts. No discussion about it.

Participant G: When the atmosphere is free such as today, | enjoy the lesson.

Participant H: Sometimes, because in most subjects the teachers just mention
HIV/AIDS in passing when teaching the career subjects. Teacher ends up

concentrating on the career subjects, as part of the main subject.
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Participant D: | enjoy when the lesson is free. Sometimes teachers get very
harsh and hence the lesson becomes tense so that it is even difficult to contribute

even on an interesting topic.

Participant B: That is true. Some teachers in specific subjects are very harsh and

it is rare to enjoy because one is constantly worried of being caught off guard.

Participant E: For some teachers anything that deviates from the lesson is

wastage of time.

Participant F: It is true some HIV/AIDS lessons are interesting while others are

not. Guess the teacher determines whether the lesson will be interesting or not.

Interviewer; | gather you are implying that you would like to make a
contribution and feel free during the lesson, which then makes the lesson

enjoyable?

Students F, G, A (together) Yes

Interviewer: Describe what you learnt in today’s lesson?

Participant C: Myths on HIV/AIDS

Participant D: Stigmatization is bad for all of us.

Participant F: We also learnt that HIVV/AIDS is real.

Interviewer: Student B, what do you have to add to this?

Participant B: They colleagues have summarized it all.
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Interviewer: Fine let us move on with the discussion. What role do you play

during the lesson?

8.

Participant L: | think this is determined by the teacher, because we take

instruction from the teacher on how the lesson will be conducted.

Participant J: Many times we answer questions that the teacher asks and make

notes. It happens like this in most of the lessons.

Participant F: We also do listen when the teacher is explaining otherwise; we

would understand what is going on in class.

Participant E: To add on that we also ask questions to clarify on issues not well
understood. But | hasten to add they must be from the content taught not

outside.

Participant B: On very rare occasions we also discuss in groups. And | find this

most interesting.

Interviewer: Why?

Participant C: Because the environment will be freer

Participant I: Apart from that, when you can say what is in your heart freely, it

makes the lesson more enjoyable.

Interviewer: Is there anything else we have left behind?

Participant G: I guess that is it.

Interviewer: What then is the role of the teacher during the lesson?

Participant L: To explain the topic he has introduced.
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Participant I: To give instructions to us so that we know what is expected

during the lesson.

Participant B: To ask questions

Participant D: I think to introduce the topic the day.

Participant F: To teach the topic of the day.

Interviewer: How helpful have the lessons been to you?
Participant D: I'm not sure I can measure because sometimes it seems the
teachers just lecture us on what is already known, such as how to HIV/AIDS is

transmitted.

Participant C: I guess not much because the HIV/AIDS content seems seemed

to get swallowed into the main subject so that it seems like a mention like.

Participant G: | feel it has helped us to understand basics but the challenges-

not yet, not yet.

Participant I: What do you mean by challenges?

Participant G: The fact that we do not get the chance to discuss that affects me

directly never surfaces. Unless the ones given in the textbook.

Participant A: A little helpful, because the teachers just mention what they want
to teach and that is it. They do not even enquire what else we would like to

know.

Participant B: There is a lot of emphasis on career subjects and this ends up

swallowing issues on HIV/AIDS.
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Participant E: A little helpful, maybe it needs more time.

Participant F: | agree. The mentions we get are not enough.

Participant H: A little because teachers take a very short time to comment on

the HIV/AIDS issues. Sometimes one does not feel like it has helped.

Participant I: A little, the main subjects overshadow it.

Participant K: | want to agree. It actually disappears into the main subject.

Interviewer: What do you mean by swallowed?

Participant I: It gets lost in the main subject because it just mentioned within it.

What do you think can be done to improve the learning of HIVV/AIDS in the
classroom?
Participant C: Let be separated from the main subject so that it can be well

explained.

Participant F: Indeed HIV/AIDS should be given more space to be effective.

Participant G: | feel it should be separated from the main subject so that

teachers can have enough time to dwell on it.

Participant A: To add on what they have said we should also be able to

contribute over own experiences so as to unburden ourselves.

Participant B. The teachers should also be free with us. Most of them are too
harsh and formal. In fact it’s only at games time that you can see the teachers

relaxed.
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Participant G: | feel that if more time is allocated to HIVV/AIDS it will be more

effective.

Participant E: | also want life skills should be taught.

Participant F: Yes that is true and more speakers should be invited to take on

the same issues.

Participant H: | guess more emphasis needs to be put in HIVV/AIDS instead just

those mentioning within the main subject.

Participant J: More time should be allocated to HIVV/AIDS issues.



Appendix VI: Observation Schedule

Identifies specific points to be looked for;
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Physical environment

Classroom interaction

Teaching methods

Planning and monitoring of lesson
plans-to ask the teacher upon
conclusion of the lesson.

Set up the classroom
furnishing

-columns or circles
-tables or individual
desks

-Are they movable
-Are they facing the
teacher?

a) Communication between teacher and students.

-nature of interaction between learners and teacher

-what knowledge for teaching HIV/AIDS are being
presented.

-what position does the teacher take during the lesson
-what does this positioning mean with regard to the
structure of the knowledge for teaching HIV/AIDS at the
secondary school.

Passive methods
-Is the teacher lecturing only?
Questions/answer method

Schedule for running the class.

-What is the role of the teacher in class
-what is the role of the students in class
-How many objectives do you have?

Materials
-Video
-Television
-Chalkboard

-How does the teacher help the learner to gain
knowledge(activities)

b) Stories/questions

-role play

-are there any new interactive
methods being used?

-any group work?

b) Class assessment .how is feedback
given to the teacher?

Amount of space
-is the classroom
crowded.

Classroom displays
-posters

-pictures

-charts

What position do students take during the lesson?

-What is the nature of presentation witnessed in the
classroom?

What is the structure of knowledge being presented to the
learners in terms of classification

Is the method being used
reinforcing skills?

-how is the integration being
done?

-Is it possible to distinguish
HIV/AIDS from the host
subject?

c) Curriculum assessment.
-How is HIV/AIDS curriculum
assessed?

Classroom displays
-posters

-Pictures

-charts
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Appendix VII: Sample Lesson Observed
The lesson was a history lesson. It was captured through taking notes throughout the

lesson.

Teacher: Good afternoon class? (Teacher pauses for response)

Students: Good afternoon madam

Teacher: Today we have a visitor who will be with us through the lesson. I hope she is

welcomed.

Students: (in chorus) yes madam

Teacher: (picks on student), can you remind the class what we learnt in the last

lesson?

Student: We learnt about factors influencing industrialization in South Africa.

Teacher: Good. Can you identify some of them? (Picks on another student)

Student: Large population, domestic and external market, skilled technology,

availability of natural resources and raw materials, labour and good transport.

Teacher: Good. Today we shall talk about Urbanization and its challenges. (Writes the

title on the board) What do you understand by the word Urbanization?

Student: (picks on a student) Developed places, where there is good infrastructure.

Teacher: Good trial. (He explains) Urbanization is the process by which people are
attracted to settlements of large human population. (To the students, write down the
notes, then he continues to explain). There are categories of urban centres. We have

those with over 20,000 people -100,000 people referred to as towns, 100,000-500,000
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referred to as city and those with over 500,000 people referred to as large city.(The
teachers produces the map Kenya and invites the students to identify urban centres.
Students identify urban centres as the teacher writes on the board.) Today we shall
pick on Nairobi as the capital city of Kenya. It is situated on the Athi plains. The site
where the city is located was originally a meeting point between the Kikuyu and the
Maasai communities. They met here to exchange wares such as milk, honey and
poisoned arrows. The area was inhabited by the Maasai who called it Enkere Nairobi,
the place of cool waters. In June 1899 the railway reached the Athi plains and Nairobi
was chosen. (Students continue to take down notes.) What are the factors that brought

growth of Nairobi?

Student: Good temperature and plenty of water.

Teacher: That is good (notes on the board) Nairobi had a high altitude which led to
cool and pleasant temperature. This favoured early settlement. The presence of
Nairobi River ensured abundant water supply. This was useful for the establishment

of the early railway camp and workshop. What are the problems facing Nairobi?

Student: (picks one to answer) Overcrowding

Teacher: Good. Another one (as she moves about in the class, picks on another

student)

Student: Overstretched water and sewage services and increase in unemployment.

Teacher: Good, unemployment leads to people getting engaged in vices and crime.

Name some of these vices. (Points at one of a student)

Student: Prostitution
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Teacher: Good, what are the dangers of prostitution?

Student: It encourages the spread of diseases such as HIV/AIDS, unwanted

pregnancies and other sexually transmitted diseases.

Teacher: How is HIV/AIDS transmitted?

Student: Through blades and sharp objects, sexual involvement, blood transfusion and

from mother to child.

Teacher: How can we stop the spread of HIV/AIDS?

Student: By creating employment and sensitizing people on abstinence

Teacher: Is only prostitutes who contract HIVAIDS?

Student: No.

Teacher: So it is not good to label all people suffering from HIV/AIDS as immoral

because it amounts to stigmatization. So what did we learn today?

Student: Urbanization and its challenges

Teacher: Good. (Writes on the board) make notes on solution to challenges facing

Nairobi.

Student: Trading activities that bring different people together, Government

headquarters and fresh water.

Teacher: That is good. You can also add good climate that attracts settlers and the
fact that most urban places are in a central position between regions. Now let as look

at the challenges that come with urbanization. (To the students) can you name some?
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Student: Increased unemployment, poor housing leading to the rise of slums and

pollution.

Teacher: Good. To add to that you can write down the following: Brings inadequate
social services, traffic jams or congestion, HIV/AIDS pandemic, high crime rate due
to unemployment, inadequate public transport and poor drainage system. (Writes

them on the chalkboard) now tell me how HIV/AIDS is transmitted.

Student: through sexual contact, blood transfusion and mother to child during birth.

Teacher: Good. What have we learnt today?

Student: Urbanization and its challenges

LESSON ENDS.
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Appendix VII1: Document Search

A SAMPLE CHECKLIST FOR THE HIV/AIDS EDUCATION MATERIALS.

Check whether the respondent has any of the following materials

(Please tick as appropriate)

1. The subject syllabus- (Organisation of knowledge) - strongly bounded/weakly bounded

2. The schemes of work (organisation of knowledge)  -strongly bounded/weakly bounded

3. Lesson plan (framing) -strongly framed/weakly framed

After ascertaining their existence the researcher checked on how the knowledge is organise

through the following questions:

Is HIV/AIDS content captured in the syllabus?

Has the content been schemed for?

How has been presented in terms of classification and framing

What position does the teacher take during the lesson?

From the above check list most of the subjects checked had used strongly classified schemes
of work and syllabus. The lesson plans had a few which were weakly framed, but most had

strong framing.



APPENDIX VIII: Sample Lesson Plan
Subiject: Biology

Time: 3.20-4pm

Class: 2E

Topic: Reproduction

Sub-Topic: Sexually Transmitted diseases.

Objectives: By the end of the lesson the learner should be able to;

i) Define HIV/AIDS

ii) ldentify the causes and modes of transmission of HIV/AIDS

iii) ldentify the symptoms of HIV/AIDS

iv) Explain the methods of preventing it.

References: KLB Secondary Biology book
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Step/ Time Teacher Activities Learner Activities

1. 5 (min) Introduction To answer the questions
To ask the learners to
Define HIV/AIDS

2. (10min) Lesson Development To answer questions
To ask the learners to state | To listen carefully as they
the cause and modes of take notes
transmission of HIV/AIDS
-To explain the causes and _

To answer the question

modes of transmission of
HIV/AIDS

3. (20 min) To ask the learners to give To answer questions as
symptoms of HIV/AIDS they take notes
To ask learners to give
ways of preventing To answer the questions
HIV/AIDS

4. (5 min) Conclusion

To review the lesson by

asking oral questions

APPENDIX VII
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Appendix 1X: Map of Gem District — Kenya the Bordering Wards
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