[bookmark: _Hlk62891909][bookmark: _Hlk70677263][bookmark: _Hlk63066038] DETERMINANTS OF ACADEMIC PERFOMANCE OF LEARNERS IN SELECTED INCLUSIVE PUBLIC PRIMARY SCHOOLS FOR PHYSICAL DISABILITIES IN WESTERN KENYA 

	BY	
HESBORN MUTORO CHONGE


A THESIS SUBMITTED TO THE SCHOOL OF EDUCATION
IN PARTIAL FULFILMENT OF THE REQUIREMENT
FOR THE AWARD OF
THE DEGREE OF DOCTOR OF PHILOSOPHY
IN EDUCATIONAL PSYCHOLOGY OF
MOI UNIVERSITY,
ELDORET

2022
[bookmark: _Toc505506364][bookmark: _Toc536090030][bookmark: _Toc117768655][bookmark: _Toc308608963][bookmark: _Toc274069407][bookmark: _Toc262233314][bookmark: _Toc248107407][bookmark: _Toc107119936][bookmark: _Toc107113907][bookmark: _Toc492881963]DECLARATION
[bookmark: _Toc434808601][bookmark: _Toc446510309][bookmark: _Toc446510819][bookmark: _Toc446510936][bookmark: _Toc446511327][bookmark: _Toc446511552][bookmark: _Toc446512043][bookmark: _Toc446513242][bookmark: _Toc447020442][bookmark: _Toc447020641][bookmark: _Toc450375692][bookmark: _Toc453532014][bookmark: _Toc492501931][bookmark: _Toc492550633][bookmark: _Toc492874276][bookmark: _Toc492881504][bookmark: _Toc492881961][bookmark: _Toc505506365][bookmark: _Toc524784004][bookmark: _Toc536090031][bookmark: _Toc16170953][bookmark: _Toc16250037][bookmark: _Toc63067707][bookmark: _Toc63151167][bookmark: _Toc66280566][bookmark: _Toc69460744][bookmark: _Toc75688938][bookmark: _Toc75691065][bookmark: _Toc117768656]DECLARATION BY THE CANDIDATE
This thesis is my original work and has not been presented for a degree in any other university. No part of this thesis may be reproduced without prior permission of the author and/or Moi University.
HESBORN M. CHONGE
EDU/D.PHIL.PGP/1003/16
Department of Educational Psychology
Moi University, Eldoret
__________________________                                          ____________________
Signature							Date
[bookmark: _Toc308608962][bookmark: _Toc434805420][bookmark: _Toc434808602][bookmark: _Toc446510310][bookmark: _Toc446510820][bookmark: _Toc446510937][bookmark: _Toc446511328][bookmark: _Toc446511553][bookmark: _Toc446512044][bookmark: _Toc446513243][bookmark: _Toc447020443][bookmark: _Toc447020642][bookmark: _Toc450375693][bookmark: _Toc453532015][bookmark: _Toc492501932][bookmark: _Toc492550634][bookmark: _Toc492874277][bookmark: _Toc492881505][bookmark: _Toc492881962][bookmark: _Toc505506366][bookmark: _Toc524784005][bookmark: _Toc536090032][bookmark: _Toc16170954][bookmark: _Toc16250038][bookmark: _Toc63067708][bookmark: _Toc63151168][bookmark: _Toc66280567][bookmark: _Toc69460745][bookmark: _Toc75688939][bookmark: _Toc75691066][bookmark: _Toc117768657]DECLARATION BY THE SUPERVISORS
This thesis has been submitted for examination with our approval as University supervisors.
DR. SHUKUKU M. MULAMBULA
Department of Educational Psychology
Moi University, Eldoret
__________________________                                          ____________________
Signature							Date

DR. ESTHER N. KIARITHA
Department of Educational Psychology
Moi University, Eldoret
__________________________                                          ____________________
Signature							Date
[bookmark: _Toc536090033][bookmark: _Toc117768658]DEDICATION
To my beloved Dad Joseck and Mum Ecly without whose belief in my capabilities and unwavering love, material and moral support, attainment of higher education, including pursuing the Doctorate, would have been only a dream for me.



[bookmark: _Toc492881965][bookmark: _Toc536090035][bookmark: _Toc117768659][bookmark: _Toc308608966][bookmark: _Toc274069410]ACKNOWLEDGEMENTS
First and foremost, I would like to thank God for giving me an opportunity to pursue this degree. I am also extremely grateful to my supervisors, Dr. Shikuku M. Mulambula and Dr. Esther N. Kiaritha. As my academic lecturers and supervisors, I register my sincere gratitude to them for their invaluable advice, continuous support and patience during my Doctoral study. Their immense knowledge and plentiful experience have encouraged me in all the time of my academic research and daily life. This endeavor would not have been possible without the support of my dear wife Ruth and son Ethan. You encouraged me and prayed for me when I was losing faith in myself. Without your tremendous understanding and encouragement in the past few years, it would be impossible for me to complete my study. 
Much appreciation to my siblings: Metrine, Jacqueline, Bridgid, Evans, Edwin, Ebby and Lilah together with my nieces and nephews. Thank you for believing in me since I was an undergrad until the completion of the Doctorate. Thank you for the insightful conversations we’ve had along the way and for “keeping me sane” and making this journey worthwhile. My deepest gratitude goes to the pupils with physical disability in inclusive schools in Western Kenya and their teachers who took the time to return surveys and gave a voice to this study. Indeed you are wonderful people and without whom I would have no content for my thesis. 
[bookmark: _GoBack]I would also like to thank my colleagues Janet, Yegon, Jenipher and Dan for their kind help and support that has made my study and life in Moi University a wonderful time. I want to acknowledge their enthusiasm which always showed me the light at the end of the tunnel. God bless you all. Indeed nothing is impossible with God. 


[bookmark: _Toc308608964][bookmark: _Toc274069409][bookmark: _Toc492881964][bookmark: _Toc536090034][bookmark: _Toc117768660]ABSTRACT
The government of Kenya has been committed to provision of relevant and quality education for all its citizenry including children with disabilities. Despite these relentless efforts, poor academic performance has consistently been registered in inclusive schools with higher population of those with physical disabilities, thus necessitating the need to explore pupil’s characteristics, teacher characteristics and nature of the school environment as determinants of pupils’ academic performance in these inclusive primary schools. The objectives of this study were: To compare the academic performance of the pupils in selected primary schools in Western Kenya, to determine the influence of teacher characteristics, learner characteristics and physical facilities on academic performance in those schools. To achieve its objectives, the study employed a convergent parallel mixed method design in five inclusive schools for pupils with physical disabilities. The target population was 70 teachers and 1,405 pupils in the selected inclusive schools. Data was generated from among 65 teachers and 125 learners of which 73 were regular pupils and 52 were pupils with physical disability. Data was collected through questionnaires and observation schedules and analysed using percentages, means, standard deviation and chi square. The findings of the study revealed low academic performance in inclusive schools, with regular learners scoring a mean of 208 marks out of 500 marks, and learners with physical disabilities with 158 marks out of 500 marks. The low academic performance was attributed to inadequate physical facilities, teachers’ ambivalent confidence level and attitude towards inclusion and the low satisfaction by pupils with physical disability. It was also noted that physical facilities in the inclusive schools were inadequate hence negatively influencing academic performance of learners with disability. Further, teacher characteristics and learner characteristics influenced academic performance of learners in inclusive primary schools for the pupils with physical disability. The study therefore recommends there is need for stability of the bioecological system in order to achieve academic goals, inclusive school physical facilities should be adequately provided and those present should be regularly renovated and maintained especially those that are used by pupils with disabilities to ensure that they have a conducive learning environment. Also, the teachers deployed in inclusive schools should be properly sensitized so that they can develop a clear understanding of dispositions of inclusive settings. 
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As indicated by the Salamanca Statement, each child is qualified for the right to education (Kiru & Cooc, 2018). Children who have disability of any kind are not exempted from the statement. The Salamanca Statement additionally voices that the unique capacities, interests, adapting necessities and abilities of children with disabilities ought to be put into consideration in the arrangement of education provision to the children. This suggests that the unique capacities and characteristics of the children with disability ought to be considered to guarantee that they have equivalent admittance to schooling actually like those without disability. Consequently, majority of countries are encouraging equality for learners with disabilities and promote inclusive education as the preferred option. Considered in general terms, inclusive schooling addresses a shift from a teaching approach that works for most learners to one that includes the production of learning openings for each learner. 
The Ministry of Education (2018), through the Sector Policy for Learners and Trainees with Disabilities argues that inclusivity in education turns into an overall standard, upholding for the right of learners with disability to be placed in regular classrooms along with their peers without disability. In this way, to address variety of difficulties in classrooms, it is important that instructors adjust their practices of instruction. A significant requirement for adaptable instruction is instructors' analytic ability, which is viewed as a focal component of professionalism of a teacher (Artelt & Rausch, 2014).
Earlier research in inclusive schooling recurrently assessed the academic results of learners concerning learning. Most of these examinations demonstrated that learners with special education needs accomplish higher performance in academics in inclusive school settings than in special schools (Oh-Young & Filler, 2015). For regular pupils, no academic performance difference was observed between non-inclusive classes and inclusive classes in a study by Ruijs et al. (2010). Nonetheless, concerns have been raised about the academic ramifications of policies of inclusion on management of schools and fruitful learning (Koster et al., 2010). Studies done globally also have raised worries about the policies of inclusion on academic performance (McCoy & Banks, 2012). In actual fact, as indicated by Steen et al. (2012), learners with disability typically perform lower than regular learners academically on standardized tests. This prompts the inquiry on the role of physical facilities, teacher characteristics and learner characteristics in impacting on academic performance in inclusive school settings. By looking at the three angles, the investigation gave an exceptional chance to generally evaluate true inclusion in public primary schools for the pupils with physical disability in Western Kenya. 
In this regard, this chapter outlines the background of this study, statement of the problem, purpose, objectives, research questions, justification for the study and its significance. Assumptions of the study, its scope, limitations, theoretical and conceptual frameworks are also discussed. The last part has operational meanings of key terms that have been utilized in this investigation.
[bookmark: _Toc308608973][bookmark: _Toc274069420][bookmark: _Toc262233322][bookmark: _Toc492881973][bookmark: _Toc505506378][bookmark: _Toc536090044][bookmark: _Toc117768669]1.2 Background of the Study
It is argued by Kauffman and Hallahan (2011) that the beginning of a specialized education in Kenya can be followed to the end of the Second World War and has meanwhile been generally offered to all classifications of children with disabilities in learning. Instruction to these learners was just open in special schools until the 1970's when units and other programs that were started. Special Needs Education has continually extended despite these children being a significant challenge in the education sector such as in Kenya.
[bookmark: _Hlk75671588]Consequently, education is viewed as a right for all learners and has been secured in various worldwide reports after the Universal Declaration of Human Rights in 1948. Therefore, advocates of The Education for All (EFA) and global conventions have shown that particular groups of children are especially prone to exclusion or have been denied of an opportunity to completely participate in the learning exercises occurring in formal or informal environments. Instruments such as United Nations Convention on the Rights of Persons with Disabilities (2006) and the Dakar structure for activity (UNESCO, 2000) emphasize on the right for education in regular school situation. 
In the course of the last decade, inclusive teaching has been an arising idea/field. It is likewise known, in addition to other things, as Differentiated Learning, Universal Instructional Design or Universal Design of Instruction and Universal Design for Learning (Beaudoin, 2013). In the year 2008, the Salamanca Declaration push was repeated and extended at the gathering of the forty eighth meeting which was held in Geneva in the UNESCO International Conference on Education. 
Inclusivity in education consequently requires perceiving disability as one of numerous types of variation in humans and inviting and seeing variety as an asset instead of an issue (Armstrong et at., 2011). Teaching in an inclusive setting accepts diversity to meet the different adapting needs and styles of learners. Connor and Goldmansour (2012) believe that inclusivity in education causes a circumstance where each child can be esteemed so that s/he experiences a feeling of having a place and where each learner is urged to accomplish their maximum capacity in every aspect of their development. Corresponding to this, an inclusive school should put adaptability and variety as an essential factor. This should be obvious in the substance of the educational program, construction of the school, convictions of staff, parents or guardians and learners and the target ought to be to offer each individual fitting instruction and ideal freedoms for progress (UNESCO, 2005).
The approximation of the World Health Organization (WHO) persons with impairments is that 10% of any populaces are impaired and about 85% of children with impairments globally that are under 15 years live in the developing nations (WHO, 2011). Kenya is one of the countries that is still developing. It has consequently positioned extraordinary weight on the rights for education of children and has advocated for primacy favoring inclusive education in inclusive schools that are public in Kenya by fostering various policy guidelines for SNE way back from 1964. Such policies include among others: National Education Commission on Education Objectives and Policies in the Gachathi Report of 1976 (GoK, 1976), Kenya Education Commission led by Ominde in 1964 and Committee on Care and Rehabilitation of the Disabled led by Ngala Mwendwa in 1964 (GoK, 1964). 
The Koech commission of 1999 (Government of Kenya, 1999) gave shape to inclusive schooling. The commission was relied upon to make suggestions on ways that could be utilized to give education that was of good quality (Government of Kenya, 1999). In light of the gathered perspectives, the commission developed the idea of Totally Integrated Quality Education and Training (TIQUET) to mirror the vision of education in Kenya. In the year 2009, the Kenya Ministry of Education along with its partners and accomplices came up with The National Special Needs Education Policy Framework. The motivation behind this arrangement was guaranteeing that learners having special needs completely participate and are dealt with similarly in learning exercises at all levels. 
The significant objective of primary schooling is to give admittance to quality instruction to all children of elementary school-going age on impartial premise. Macharia (2002) as referred to in Kangogo (2014) revealed that primary schooling assumes a vital part in any pupil's life. In the current 8-4-4 arrangement of education, academic performance of the primary schools is assessed through the examinations called Kenya Certificate of Primary Education (KCPE) examinations. It is offered by the Kenya National Examination Council (KNEC) which is an arm of the Ministry of Education responsible for assessments country wide. 
There are various conditions that are most regularly connected to academic performance of schools. In the United States of America, the variables that have been assessed incorporate Students’ Role Performance (SRP) which relates to how well an individual satisfies the job of a student in an educational setting where sex, race, school exertion, extra-curricular exercises, aberrance and disabilities are immensely significant impacts on SRP and have been displayed to affect test scores (Kevin, 2013). With respect to the academic classrooms, Casale - Giannola (2012) made a comparison on inclusion in academic classrooms in England where various pros and shortcomings for both were found. 
[bookmark: _Hlk69376827]In Kenya, as much as the focus is on inclusive education, studies have indicated that performance academically of learners in schools that practice inclusivity is poor. For instance, a study by Wangari (2015) in Kirinyaga reported that 42.9% of the learners including those with disability had poor academic performance. Similarly, Murungi’s (2017) study on performance of children with disability academically in Kenya Certificate of Primary Education in Meru County established that pupils with disability generally displayed a performance level that was lower than the average mean scores. Therefore, it can be said conclusively that inclusion fails in relation to the paradigm of equal opportunity and normalization. Consequently, it is crucial to comprehend the establishments that determine academic performance of the regular pupils and those with physical disability. Seemingly, more research needs to be done to realize the interplay between the physical facilities, teacher characteristics and the learner characteristics in determining academic performance of the pupils in inclusive schools in order to enhance quality education.
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[bookmark: _Toc308608981][bookmark: _Toc274069429][bookmark: _Toc262233332][bookmark: _Toc248107420][bookmark: _Toc107119949][bookmark: _Toc107113917]Since independence, there have been several policies and working papers concerning education for the pupils with physical disability and generally inclusive education such as the Sector Policy for Learners and Trainees with Disabilities (2018). However, even with all this, the academic performance of learners in inclusive schools continues to record low performance. Inclusive education was supposed to provide learners with physical disability with equal educational opportunities with regular learners. However, it has been noted that schools with higher percentages of learners with physical disability record poorer academic performance than other inclusive schools. It is on this premise that this research sought to investigate determinants of academic performance among this schools with higher percentages of learners with physical disability in Western Kenya. 
Further, seemingly fewer studies have been done on schools focusing on regular learners and those with physical disability. For instance, Wairimu (2012) studied implementation of computer-based assistive technology for people with disabilities in Kenya and Mazrui (2014) studied determinants of primary school wastage for pupils with disability in coast province, Kenya. On that note, there is seemingly no known research that has been done to ascertain literacy on determinants of academic performance in inclusive schools in Western region of Kenya. For inclusion to be successful as a framework, this scrutiny is required in order to improve the learners’ overall academic outcomes.  
[bookmark: _Toc492881976][bookmark: _Toc505506380][bookmark: _Toc536090046][bookmark: _Toc117768671]1.4 Purpose of the Study
The study was done with an aim of bringing to light the practices that could be recommended to enhance inclusive school pupils’ academic performance in an effort of enhancing education that is of quality in public primary inclusive schools in Western Kenya. Concerning this, the researcher planned to embrace the investigation by basing on teacher characteristics, physical facilities available and learner characteristics. Data was gathered by use of an observation guide and questionnaires.  
[bookmark: _Toc308608982][bookmark: _Toc274069430][bookmark: _Toc262234183][bookmark: _Toc262233560][bookmark: _Toc262233333][bookmark: _Toc248107421][bookmark: _Toc107119950][bookmark: _Toc107113918][bookmark: _Toc492881977][bookmark: _Toc505506381][bookmark: _Toc536090047][bookmark: _Toc117768672]1.5 Research Objectives 
[bookmark: _Toc308608983][bookmark: _Toc274069431][bookmark: _Toc262233334][bookmark: _Toc248107422]This study was guided by the following objectives: 
i. [bookmark: _Hlk56092304]To compare academic performance of pupils of pupils with physical disability and regular pupils in inclusive primary schools for the pupils with physical disability.
ii. To examine the influence of physical facilities on academic performance of pupils with physical disability in inclusive primary schools.
iii. To determine the influence of teacher characteristics on academic performance of pupils with physical disability and regular pupils in inclusive primary schools.
iv. To explore the influence of learners’ characteristics on academic performance of the pupils with physical disability and regular pupils in inclusive primary schools. 
[bookmark: _Toc492881978][bookmark: _Toc505506382][bookmark: _Toc536090048][bookmark: _Toc117768673]1.6 Research Questions
[bookmark: _Toc308608984][bookmark: _Toc274069432][bookmark: _Toc262233335][bookmark: _Toc248107423][bookmark: _Toc107119953][bookmark: _Toc107113921]The study sought to answer the following questions:
i. What is the nature of academic performance of regular pupils and pupils with physical disability in inclusive schools for the pupils with physical disability?
ii. What is the influence of physical facilities available on academic performance of pupils with physical disability in inclusive primary schools for the pupils with physical disability?
iii. How do teacher characteristics influence academic performance of pupils with physical disability and regular pupils in inclusive primary schools for the pupils with physical disability?
iv. How do learner characteristics influence academic performance of pupils with physical disability and regular pupils in inclusive primary schools for the pupils with physical disability?
[bookmark: _Toc492881979][bookmark: _Toc505506383][bookmark: _Toc536090049][bookmark: _Toc117768674]1.7 Hypotheses
[bookmark: _Toc492874295][bookmark: _Toc492881523][bookmark: _Toc492881980][bookmark: _Toc505506384][bookmark: _Toc524784023][bookmark: _Toc536090050][bookmark: _Toc536449743][bookmark: _Toc16170972][bookmark: _Toc16250056][bookmark: _Toc40079682][bookmark: _Toc63151186][bookmark: _Toc66280585][bookmark: _Toc69460763][bookmark: _Toc75688957][bookmark: _Toc75691084][bookmark: _Toc116001596][bookmark: _Toc117768675]The following hypotheses were tested:
[bookmark: _Toc492881981][bookmark: _Toc505506385]HO1: There is no significant difference between learners with disability and regular  
           learners in their academic performance. 
HO2: Teachers’ characteristics have no significant influence on learners’ academic       
           performance in inclusive school settings.
HO3: Learners’ characteristics have no significant influence on academic performance of    
          learners in inclusive school settings.
[bookmark: _Toc536090051][bookmark: _Toc117768676]1.8 Justification of the Study
The Kenyan government in the year 2009 through the Education ministry came up with The Special Needs Education Policy Framework. The framework pointed toward guaranteeing that learners in inclusive schools completely take part and are dealt with similarly in learning exercises at all levels (MOE, 2009). This in turn was to improve access, rates of transition and learner retention in regard to those with disability in formal learning establishments. According to Alexander (2013), the fundamental point of primary schooling is to make learners ‘secondary school prepared' and not to underestimate learners’ enormous potential for advancement together with learning during these essential years. This means that schools ought to address the more extensive condition and what learners with physical disability need in today’s inclusive world. Therefore, this study focused on public primary schools that include pupils with physical disability because they are the centre points at which these inclusivity policies should be practiced to benefit the pupils with disability and facilitate education for all.
The proposed Competency Based Curriculum framework that is being implemented in Kenya postulates accommodation of all learners in schools should be given priority, regardless of their physical needs, among other needs. The Framework recognizes the different academic abilities of learners and advocates for inclusion where the definitive point is to ensure basic education for each child as indicated by their capacities and necessities. This recent study subsequently attempted to dispense with existing common generalizations about possibility and effectiveness of inclusivity and ideally, may add to the enhancement of information on instructors, school managers and furthermore future investigations in inclusive education.
[bookmark: _Hlk53522392]Generally, intent of this research initiative was to provide a comprehensive analysis of the road towards effective teaching and learning in inclusive primary schools with an aim of fostering the learning process of the learners with disability and regular learners. Given the seemingly absence of research on evaluation of determinants of academic performance in public primary inclusive schools accommodating pupils having physical disability in Western region of Kenya, as mentioned earlier, the researcher aimed at exploring this gap.
[bookmark: _Toc308608985][bookmark: _Toc274069433][bookmark: _Toc262233336][bookmark: _Toc248107424][bookmark: _Toc107119954][bookmark: _Toc107113922][bookmark: _Toc492881982][bookmark: _Toc505506386][bookmark: _Toc536090052][bookmark: _Toc117768677]1.9 Significance of the Study
An understanding of the determinants of academic performance of learners in inclusive settings will redound to benefit schools offering inclusive education and policy makers in education considering that evaluation of the possible determinants in performance may unearth an effective approach in enhancing a barrier free school environment. This will necessitate effective teaching and learning process. The greater demand for full inclusiveness of learners with physical disability justifies the need to more effective, life-changing ‘accommodations’ in order to enable each learner to have an equal opportunity in terms of knowledge acquisition. 
Further, Inclusive education in Kenya is still being implemented. The Kenyan government is committed in implementation of inclusivity in education sector. Therefore, it is necessary to carry out a study on conditions existing in the inclusive schools relating towards physical facilities, teacher and learner characteristics with the prospect of making recommendations geared towards new strategies in Kenya as a way of ensuring growth of inclusive education. Therefore, the inclusive schools, educators and other partners that may apply the suggestions got from the results of this study hence come up with ways of either improving or enforcing inclusivity. 
[bookmark: _Toc308608986][bookmark: _Toc274069434][bookmark: _Toc262233337][bookmark: _Toc248107425][bookmark: _Toc492881983][bookmark: _Toc505506387][bookmark: _Toc536090053][bookmark: _Toc117768678]1.10 Assumptions of the Study
The following assumptions were made by the study: 
i. Colleges that teachers went through do not affect the output in the inclusive public primary schools under study.
ii.  The intelligence of the learners in the inclusive schools under study was the same.
iii. The public primary schools in Western Kenya under study have encroached inclusion practices to accommodate the pupils with physical disability. 
[bookmark: _Toc492881984][bookmark: _Toc505506388][bookmark: _Toc536090054][bookmark: _Toc117768679]1.11 Scope of the Study
The scope in this study was pegged on specific populace, geological area of the study, study parameters and the methodology adopted. About the study area, this research was done in public inclusive schools with learners with physical disability within Western region of Kenya. Concerning the parameters, themes were used. These themes were: (a) Academic performance (b) Teacher characteristics (teaching strategies, attitude, confidence level and level of satisfaction) (c) Physical facilities (library, assistive devices, sports structures, dining facilities, dormitory facilities, washroom facilities and pavements) and (c) Learner characteristics (level of independence, academic performance, age, gender, satisfaction level, learning participation and degree of disability).
In relation to inclusive schools, the focus of the study was on public inclusive primary schools accommodating learners with physical disability in Western Kenya. The concentration of the researcher was on perceptible physical conditions that influence actual movement together with functioning of at least one or more limbs or the whole body of the learner. The questionnaires and observation guides were utilized by the researcher. 
[bookmark: _Toc308608988][bookmark: _Toc274069436][bookmark: _Toc492881985][bookmark: _Toc505506389][bookmark: _Toc536090055][bookmark: _Toc117768680]1.12 Limitations of the Study
This research was carried out only in public inclusive schools accommodating learners having physical disability in Western region of Kenya. As such, the findings might not be generalized to other categories of disability such as hearing impairment due to the different settings and requirements that may be needed.
[bookmark: _Toc308608989][bookmark: _Toc274069437][bookmark: _Toc492881986][bookmark: _Toc505506390][bookmark: _Toc536090056][bookmark: _Toc117768681]1.13 Theoretical Framework
[bookmark: _Toc308608991][bookmark: _Toc274069440][bookmark: _Toc262233341][bookmark: _Toc248107429][bookmark: _Toc107119959][bookmark: _Toc107113927][bookmark: _Toc308608990][bookmark: _Toc274069438]The study was directed by Bioecological theory of human development, which was first put into perspective during the 1970s by Urie Bronfenbrenner (Bronfenbrenner & Morris, 1998; Rosa & Tudge, 2013). This theory was fostered by Bronfenbrenner to zero in research on both the individual and setting and comprehend the complex interrelationship between the environment and the individual (Rosa & Tudge 2013). 
As per this theory, development of children happens inside a dynamic, changing interaction that is mutual. Consequently, the environment where the shared impact happens is abstracted as a nested plan of concentric designs alluded to as the micro-, meso-, exo- and macro-systems (Bronfenbrenner, 1979). Bronfenbrenner portrays these designs, each in its bigger setting, as they influence behavior of the children and subsequent development (Bronfenbrenner & Morris, 1998). The frameworks can impact and be affected by one another. Basing on the purpose of this study, Odom et al. (2004) noted that there is a modification of Bronfenbrenner's model to biosystem/ontogenic framework and chronosystem and applied widely on studies on young children with disability, especially touching on inclusivity of exceptional children. They portray these frameworks and interface them to research on inclusion as follows:
At the center is the biosystem which reflects child characteristics. Literature related to inclusion recognizes two scopes of characteristics of children and that is the degree and type of disability. The researcher linked this level to the objective on exploring learner characteristics in the inclusive schools. These characteristics include: age, gender, level of independence, learning participation in class, satisfaction level and degree of disability of learners with physical disability. 
The setting that is immediate wherein a regular participant is the child such as the family or classroom is called the microsystem. For reasons for this study, the microsystem that was focused on was the inclusive classroom and the inclusive schools as a whole. This system covers different aspects of this study such as the quality of physical facilities, the teachers’ characteristics and the instructional methods used by the teachers.
Influences between microsystems are called Mesosystem. This includes the connection between parents (the family microsystem) and the educator (classroom microsystem). Advances in programs and interest in local area settings are other mesosystems that also have various kinds of impact. This level is linked to the third and fourth objectives of the study which focused of the characteristics of the learners in inclusive settings and their teachers. The exosystem comprises of impacts on the learner or the classroom microsystem from settings which don't straightforwardly incorporate the learner but any individuals from the microsystem setting; for instance, work place of parents or siblings and external modeling.  
The macrosystem includes social, political and cultural influences. Although not being a particular system, this part relates to cultural values, laws as well as customs (Berk, 2000). The impacts of bigger standards characterized by the macrosystem have a flowing impact all through the collaborations of all remaining layers. For instance, where a culture believes that it is the conviction of the way of life that parents ought to be exclusively answerable for bringing up their kids, that culture is less inclined to give resources to help parents. This therefore influences the structures wherein the parents can function. The parents' capacity or not being able to do that obligation toward their child inside the setting of the child’s microsystem is moreover influenced. Regarding inclusive education for the pupils with physical disability, all government policies through commissions and committees, all adopted UN declarations and recommendations regarding inclusivity are part of the macrosystem.
The chronosystem deals with dimensions of time, which changes as different variables sway over in the long run and show their impact across and within the ecological system levels, creating and bit by bit redefining the impacts between levels. This framework is significant for alluding to various points of the academic year (Odom et al., 2004) of which is the concern of the researcher. In relation to the study, this can be interpreted in terms of the chronological age of the learners in the inclusive schools and their class level.
[bookmark: _Hlk75675156]This structure gives a complex, powerful comprehension of needs as multi-connections in human existence. Lover et al. (2003) propose that aspects that are negative of the clinical/social models are avoided in the best way by advancing the ‘ecological perspective’, which he puts at the center in the social world, utilized through the different connections of individuals with one another and with their environment. Pros of the theory are based on the fact that it is all around pertinent hence accepted universally giving a research and theoretical structure through which both individual attributes and variables in the environment can be calculated into the intricacies of any child’s advancement which are the focus of this research. Nonetheless, considering the different variables that should be investigated, it is quite hard to accomplish hierarchical significance while applying this theory practically (Rosa & Tudge, 2013). This is because the layers are intertwined or rather interactive and not sequential. 
Despite this fact, based on the theory’s importance to a comprehension of the individual characteristics and every one of the context-oriented elements that impact on inclusivity, the researcher used it to direct theme organization that rose up out of the data. In the process, the researcher did map the themes that emerged from the different levels of Bronfenbrenner's bioecological theory of human development. The diagrammatic representation of the tenets of the theory is shown in figure 1.1.
[bookmark: _Toc63151193][bookmark: _Toc524784030][bookmark: _Toc536090057][bookmark: _Toc536449750][bookmark: _Toc16250063][bookmark: _Toc40079689]
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[bookmark: _Toc75688964][bookmark: _Toc75691091][bookmark: _Toc115963946][bookmark: _Toc116001603][bookmark: _Toc117768682][bookmark: _Toc505424869][bookmark: _Toc505506392][bookmark: _Toc524784031][bookmark: _Toc536090058][bookmark: _Toc536449751][bookmark: _Toc16170980][bookmark: _Toc16250064][bookmark: _Toc40079690][bookmark: _Toc63151195][bookmark: _Toc66280594][bookmark: _Toc69460772][bookmark: _Toc75688966][bookmark: _Toc75691093][bookmark: _Toc115963948][bookmark: _Toc116001605][bookmark: _Toc492881987][bookmark: _Toc63151194][bookmark: _Toc75688965][bookmark: _Toc75691092][bookmark: _Toc115963947][bookmark: _Toc116001604]Figure 1.1: Bronfenbrenner’s Ecological Systems  
[bookmark: _Toc117768683]Source: Kail and Cavanaugh (2010)
[bookmark: _Toc505506393][bookmark: _Toc536090059][bookmark: _Toc117768684]1.14 Conceptual Framework
From the conceptualization of Brofenbrenner, it means that the development of humans relies upon interactive processes that are complex between various systemic elements. It is additionally applicable to note that inside this conceptual structure, development of humans is portrayed as the learner’s developing conceptualization of his or her ecological environment, together with his/her connection to it, hence putting attention on the learner's changing and abstract understandings of the various settings/frameworks. Inclusive learning environments creation includes bringing into picture the necessities, inclinations and encounters of individual pupils. From the point of view of the learner-teacher connections, the bioecological model gives an applied system from which to sort out and make information rational to structure customized learning for learners.
This model would therefore be very useful in guiding the researcher in trying to establish the core determinants of academic performance in inclusive schools as shown in figure 1.2. This conceptual framework can be summarized by the expression:
Ap= Tc + Lc + En + Er where;
Ap= Academic Performance, Tc= Teacher Characteristics, Lc= Learner Characteristics, En= Environmental Structure and Er= Error Term.
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[bookmark: _Toc492881531][bookmark: _Toc492881988][bookmark: _Toc505506394][bookmark: _Toc524784033][bookmark: _Toc536090060][bookmark: _Toc536449753][bookmark: _Toc16250066][bookmark: _Toc40079692]

[bookmark: _Toc63151197][bookmark: _Toc75688968][bookmark: _Toc75691095][bookmark: _Toc116001607][bookmark: _Toc117768685][bookmark: _Toc63151198][bookmark: _Toc75688969][bookmark: _Toc75691096][bookmark: _Toc116001608]Figure 1.2: Conceptual Framework
Human behavior development relies upon complementary connections among individuals and the immediate environment symbols referred to as 'proximal interaction's (Bronfenbrenner, 1994). This means that for there to be effective academic performance, there ought to be mechanisms of ‘pupil-environment interaction’ in order to realize development of the potentials of the learner when it comes to various perceptions as well as acquisition of skills and knowledge. 
In this study, Academic performance (Ap) is considered as a function of Teacher Characteristics (Tc), Learners Characteristics (Lc) and Environmental settings (En). Some errors also tend to influence academic Performance. Elements of teacher characteristics in this study include: Attitude, level of confidence, teaching strategies and level of satisfaction. On the other hand, the components of learner’s characteristics include: age, gender, level of independence and degree of independence, learning participation and satisfaction level. The study also sought to examine the physical characteristics of the environmental setting.
In this study, pupil’s academic performance is a process perspective (input-process-output). The pupils go through the schooling process at the end of which they are examined through the KCPE examination. Their scores in KCPE examination are the output. Both school-based factors and home environment (input) determine what takes place in the school (process of schooling). In turn, what takes place in the school will determine the level of pupil’s academic performance in KCPE examination. The KCPE examination results provide feedback to the school and the home environment leading to adjustments for improvement. The arrows show that the process is continuous. Looking at the figure 1.2, schools take in pupils as raw materials, it is responsible for processing the learners through various classes which involves teaching and learning and at the end, a product of education emerges as the output. If the output is poor in terms of academic performance, there is need to query the process which in this case involves the school environment, the teachers involved and the pupils involved.
[bookmark: _Toc492881989][bookmark: _Toc505506395][bookmark: _Toc536090061]

[bookmark: _Toc117768686]1.15 Operational Definitions of Key Terms
[bookmark: _Toc262233343][bookmark: _Toc248107430][bookmark: _Toc107119962][bookmark: _Toc107113930][bookmark: _Toc308608992]The operational definitions of the terms used in this study include:
Academic performance: in this study, the term was taken to mean performance of candidate pupils as measured by test scores. Overall scores ranged from 0-500. This implied that 0-200 indicated low academic performance; 201-300 indicated average academic performance while 301-500 indicated high academic performance. The raw scores were standardised by being converted into T-scores.
Age of the pupils: This term was used to mean the number of years that the class eight regular pupils and the pupils with disability have lived. Age was investigated basing on the following categories: 12-13, 14-15 and 16- above.
Assistive devices: These are devices that help pupils with physical disability overcome mobility handicaps. They include: Crutches, walkers, wheel chairs and shower chairs.
Attitude: The term attitude was used in the study to mean the inclusive teachers’ viewpoint or disposition toward inclusive education for the pupils with physical disability. Attitude of the teachers was categorised into being positive attitude (20-52), ambivalent attitude (53-68) and negative attitude (69-100).
Bath areas: This is an area set aside in an inclusive school accommodating pupils having physical disability where the pupils take a shower.
Confidence level: The term was used to refer to the quality of teachers being certain of their abilities to teach inclusive schools for the pupils with physical disability. It was on a scale of very high, high, average, low and very low. 
Degree of disability: It is the assessment through observation in order to determine how physically disabled a pupil is from both social perspective and medical perspective that can hinder their social interaction. It was articulated in terms of being mild, moderate, severe and profound.
Dining facility: This is a large space in a building where regular pupils and those with physical disability eat at the same time. It ought to be adjacent to the kitchen for convenience in serving. It should be furnished with disability friendly tables and a number of dining chairs or benches and serving point.
Dormitory facility: According to the study, this is a building primarily providing sleeping and residential quarters for regular learners and those with physical disability in inclusive schools. The facilities should follow fundamental non-discrimination necessities that restrict prohibition, isolation and inconsistent treatment. The residences should likewise comply with explicit prerequisites identified with design norms like ramps and sensible changes identified with access requirements such as space, bed size and height adaptations.
Gender: This term was taken to mean the state of being either male of female among pupils in inclusive schools under study.
Inclusion: This involves provision of opportunities for learners with disabilities to learn together with their companions without disability in classrooms. It involves modification of inclusive schools so that both sets of learners are able to collaborate, learn, play and experience the sensation of having a place paying little heed to their disparities hence enhancing their academic performance.
Laundry areas: This is an area set aside in in inclusive school for the pupils with physical disability where clothes are washed and dried without much personalized professional help.
Learners’ characteristics: These are the features of the pupils in candidate classes in inclusive schools. They were measured in terms of gender, gender, level of satisfaction, level of independence and degree of disability and learning participation.
Learning participation: The term was used in the study to indicate the regular pupils together with those with those with disability taking part in learning rather than just acquiring knowledge from the teacher. This involves question and answer forums and students being given assignments in class and the teacher giving feedback in class.
Level of independence: this was taken in the context a pupil with physical disability performing some basic activities of daily living such as walking using a wheelchair or feeding or time they spend doing other activities in and out of classroom.
Level of satisfaction: it is the level of approval where a teacher/learner compares the perceived inclusion conditions with his or her expectations. It was determined in terms of being positive (14-36), ambivalent (37-48) or negative (49-70).
Library facilities: it refers to the building that houses learning and teaching materials such as books, films or toys for children which are kept for the purpose of reference or for borrowing.    
Pavements: This was taken to mean a path with a hard surface, usually by towards buildings or other facilities, which promotes easy mobility among pupils with disability specifically the wheel chair users. Pavements ought to be accessible for everyone and should not contain any obstacles.
[bookmark: _Hlk61175804]Physical facilities: are basic resources and installations that help an inclusive school to achieve effective teaching. Facilities that were compared in this study will include: library facilities, bath and laundry areas, assistive devices, dormitory facilities, dining area facilities, classroom facilities and washroom facilities and sports structures.
Pupils: This term has been used interchangeably with the term ‘learners’ to mean regular learners and/or learners with physical disability in inclusive school classrooms.
Regular pupils: These are learners without physical disability that learn with those with physical disability in general inclusive classrooms.
Sports structures: Means all forms of equipment which enhances physical wellness, mental prosperity and social collaboration, like play and competitive games. This includes swings and football field.
Teaching strategies: The term was used in this study to allude to the overall standards, teaching method and procedures utilized for instruction in the classroom in inclusive schools which include: techniques in managing the class, skills used in management of time, techniques for lesson presentation and interactions of teachers with learners with physical disability. They were rated in terms of positive (20-44), ambivalent (45-56) and negative (57-80).
Teachers’ characteristics: these are the qualities or features of teachers in inclusive schools under study. In this study, they were confined to their confidence level, level of satisfaction, teaching strategies and attitude towards inclusion.
Washroom facilities: In this study, they referred to a space that contains a lavatory and a toilet which was adapted for the pupils with physical disability.
[bookmark: _Toc117768687]1.16 Chapter summary
[bookmark: _Toc63067739][bookmark: _Toc63151201][bookmark: _Toc66280600][bookmark: _Toc69460778][bookmark: _Toc75688972][bookmark: _Toc75691099][bookmark: _Toc115963954][bookmark: _Toc116001611][bookmark: _Toc117768688]Inclusive schools as educational institutions have the responsibility of providing academic performance for their clients whom in this case are the regular pupils and those with physical disability. It is therefore necessary to establish the determinants that influence their academic performance. This chapter has been a presentation of the introduction of the problem set for investigation where the focus was on academic performance of pupils in inclusive schools, characteristics of the physical facilities, teacher and the learners. Further, the background of the study has been discussed together with the objectives, research questions and scope of the study, theoretical framework, justification and significance of the study. Second chapter presents literature review in relation to the study.




[bookmark: _Toc492881990][bookmark: _Toc505506396][bookmark: _Toc536090062][bookmark: _Toc350675025][bookmark: _Toc415769980][bookmark: _Toc262233380][bookmark: _Toc262233607][bookmark: _Toc262234230][bookmark: _Toc274015232][bookmark: _Toc274069465][bookmark: _Toc274118870][bookmark: _Toc415769991]

[bookmark: _Toc117768689]CHAPTER TWO
[bookmark: _Toc492881991][bookmark: _Toc505506397][bookmark: _Toc536090063][bookmark: _Toc117768690][bookmark: _Toc350675026][bookmark: _Toc415769981]LITERATURE REVIEW
[bookmark: _Toc492881992][bookmark: _Toc505506398][bookmark: _Toc536090064][bookmark: _Toc117768691]2.1 Introduction
[bookmark: _Toc350675027]Literature review identified with this research was guided by the bioecological systems theory which has been talked about in the first chapter of this thesis. This chapter therefore presents literature review on the inclusion, approaches to inclusion, barriers in inclusion, transition towards inclusion, disability and physical disability measurement and prevalence of disabilities. Further, the concepts of academic performance in inclusive schools, learners’ characteristics influencing academic performance in inclusive schools and teacher characteristics to promote and practice inclusive education in enhancing academic performance have also been discussed in detail. 
[bookmark: _Toc415769982][bookmark: _Toc492881994][bookmark: _Toc505506400][bookmark: _Toc536090066][bookmark: _Toc117768692][bookmark: _Hlk65142652]2.2 Concept of Disability
Bronfenbrenner and his associates revisited the ecological systems theory in the early 1990s and introduced the term the term ‘bio-ecological' (Bronfenbrenner, 2005), subsequently underscoring the focal impact that the bio-system has on development of humans, and consequently the need to think about the individual differences in outcomes of development. This can be interpreted in terms of those with disability and those without disability. Therefore, in fostering full inclusion, the characteristics of the leaners with disability are very critical. This means that the degree of the disability determines which kinds of accommodations learners may require in effort to create a barrier free environment.
By and large, a disability is a condition or capacity judged to be altogether debilitated comparative with the typical norm of an individual or gathering. The term is utilized to allude to singular working, including physical debilitation, sensory weakness, impairments related to cognition, intellectual disability, illnesses related to mental state and different kinds of chronic sickness (Nazarov & Lee, 2012). Disability can likewise be said to be a condition or capacity decided to be essentially impeded comparative with the typical norm of an individual or group (Disabled World, 2019). The World Health Organization (2011) views disability as any limitation or absence of ability to do an activity in the way or within the reach considered typical for an individual. 
Significantly, there are two primary ways of thinking that endeavour to define disability and its connected ideas. These are: Nagi (1991) in his theory of Disablement and The International Classifications of Impairments, Disabilities and Handicaps (ICIDH) (WHO, 2011). The two ideas of disability put forward by Nagi and the ICIDH can fill in as the foundations of the operational term, disability. 
Nagi (1991) and the ICDH (2001) as cited in WHO (2011) ideas of disability concur that general disablement addresses a progression of related ideas which depict the results or effect of a medical issue on an individual's body, activities involved and on the more extensive participation of that individual in the general public. Nagi (1991) as cited in WHO (2011) describes disability as physical or mental expression limits in a social setting. This definition explicitly sees the idea of disability as addressing the gap between an individual's abilities and the demands established by the physical and social environment. Students with these handicaps disabilities regularly depend upon gadgets like wheelchairs, bolsters or walking canes to move [Nagi (1991) as cited in WHO (2011)]. 
The ICIDH views disability as a term that sums up various functional constraints happening in any populace in any nation of the world (WHO, 2011). Individuals might be disabled by sensory or intellectual impairment, physical, conditions related to medical issues or mental instability. Such hindrances, conditions or diseases might be perpetual or naturally transitory. The ICIDH first section of disability is impairment, which is considered as any anomaly or loss of mental or structure of the anatomy in terms of functioning (WHO 2011). The limitations related to function of an individual that confines the individual's normal performance is what represents these impairments. 
In this way, taking a gander at the above discussions, pupils with disability in school might be considered as those whose presence of a physical, mental, intellectual, communication disorders or social elements make it troublesome the realization of what they need and maximum capacity and make it important to change instructive program to address their issues. They in this way require skilled mediation and care that is special such as adapting their environment or adaptive teaching for their full potential to be realized. They incorporate those with visual impairment, those with hearing impairment, those with speech and language disorders, the intellectually impaired, those with emotional disorders and those with problems related to health. Nonetheless, this research will just zero in on the learners having physical disability. 
Physical disability is an impediment on an individual's actual working, movement or endurance. Garden (2010) notes that physical disability influences how an individual controls body movement. Some individuals have physical disabilities that are severe that don't permit them to move part of their body totally while others have physical disabilities that are mild to moderate that limit their mobility together with control of mobility. As per KENPRO (2010), some significant reasons for physical disability can be explained as follows: 
Arthritis- It is pain in joints which causes lessening scope of movement and weakness generally. Rheumatoid arthritis is a syndrome that is chronic in nature. Osteoarthritis is a degenerative joint infection. 
Cerebral Palsy (CP)- is depicted as harm to the regions of the brain that control mobility preceding brain development (most instances of CP happen before birth, during or in a matter of just after birth) (KENPRO, 2010). CP is a sort of injury, not an infection (in spite of the fact that it very well may be brought about by a sickness), and doesn't deteriorate after some time; it is additionally not treatable. A few reasons for cerebral palsy are temperatures that are high, absence of oxygen and head injury. 
Spinal Cord Injury- Injuries related to the spinal cord can bring about loss of motion or paresis (incapacitating). The degree of loss of motion/paresis and the body parts influenced are dictated by how low or high on the spine the harm happens and the sort of harm to the cord. 
Head Injury (trauma of the cerebral)- this term is utilized to portray a wide exhibit of injuries, incorporating concussions, injury of the brain stem, closed head injury, haemorrhage of cerebral, skull fractures that are depressed, objects that are foreign (like a slug), anoxia and infections that occur after operations (KENPRO, 2010). Like injuries to do with the spinal cord, head injury and furthermore stroke regularly brings about loss of motion and paresis, though there can be an assortment of different impacts too. 
Stroke (Cerebral Vascular Accident - CVA)- The three primary reasons for stroke are: blood clump in a vein blocks flow of blood beyond that point (thrombosis), haemorrhage which can bring about blood seeping into the tissues of the brain; related with hypertension or crack of an aneurysm and thirdly is embolism which is an enormous clot breaks off and causes artery blockage. The reaction of tissues of the brain to injury is normally the same whether the injury is as a result of traumas that are direct or from stroke. Regardless, functioning in the brain area that is affected either is impaired or stops altogether. 
Loss of Limbs (Amputation or Congenital) - This might be because of an injury (such as blasts, mutilating in a machine, severance) or medical procedure (because of malignant growth, fringe blood vessel infection, diabetes). 
Multiple Sclerosis (MS)- this is a condition depicted as a disease that is progressive related to the central nervous system portrayed by the insulated material being destroyed that is responsible for protecting material covering nerve strands. The issues these people experience incorporate muscle control that is poor, fatigue and weakness, trouble in walking, speaking, seeing, detecting or getting a handle on objects, and not being able to tolerate heat. It normally manifests itself between the ages of 10 and 40. 
Muscular Dystrophy (MD)- This is a gathering of inherited infections causing weakness of the muscles that is progressive, loss of strong control of muscles, constrictions and trouble in walking, breathing, reaching to objects and utilization of hands involving strength. 
Fundamentally, these are profound conditions and observably influence physical movement and capacity of functioning of at least one or more than one limb or the whole body. This means physical problems can hinder pupil's movement, coordination, endurance, modes of communication or learning capacities so much that instructive targets are hard to achieve and specialized curriculum mediation is required. 
According to this, Noel (2010) accentuates that it is quite important to adjust and do modification of the environment in school for it to be accessible, safe and less prohibitive as some physical handicaps ought not generally be an obstruction to student's regular way of life. As per the National Special Needs Education Policy Framework (MOE, 2009), there should be adaptability in educational plan execution as far as time, instructing/learning resources, techniques content and presentation. 
In western Kenya, there are different convictions about the idea and reasons for physical disability. There is a high pervasiveness of traditional convictions that are harmful and black magic practices as reasons for disability. With such occasions, restricted support services and poor admittance to information might be contributing components (Paget et al., 2016). A lot of Kenyans relate disability to effect of activities that are regarded as taboo like infidelity or incest, or broken restrictions by the mother (like eating eggs while pregnant or lying on her stomach) (Mostert, 2016). A portion of the communities in Western Kenya go with the belief that disability is brought about by witchcraft, tribal condemnations, demons or even as discipline from God. An investigation in Kenya by Aley (2016) found out that numerous communities accepted that disability was a result of a curse coming about because of offenses of previous generations in the family. The current research zeroed in on learners with physical disability paying little heed to the reason for disability, on the grounds that the learners regularly experience interrelated handicaps regardless of the reason for inability.
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As already discussed, there is no single correct definition of disability. The nature and severity of disabilities vary greatly (Mont, 2007). DFID (2015) acknowledge that there cannot be a one-size fits all definition of disability. UNCRPD (2006) define persons with a disability as including those who have long term physical, mental, intellectual or sensory impairments which in interaction with various barriers may hinder their full and effective participation in society on an equal basis with others. DFID (2015) state that an impairment is disabling when individuals are prevented from participating fully in society because of social, political, economic, environmental or cultural factors. 
How one measures disability differs depending on the purpose for measuring it (Mont 2007). Self-reporting disability is one way of measuring it, and may involve a person expressing at least one severe or extreme difficulty with bodily functions (seeing, concentrating) and activities (moving around, self-care) (Mitra & Sambamoorthi 2014). UNICEF’s State of the World’s Children report from 2013 argues that while there is general agreement that definitions of disability should incorporate both medical and social determinants, the measurement of disability is still predominantly medical, with a focus on specific physical or mental impairments (Aslam, 2013). In a discussion paper for the World Bank, Mont (2007) describes the different approaches taken in generating disability prevalence estimates. One of them is self-identification as disabled. In this instance, the respondent is directly asked if they are disabled. Secondly are diagnosable conditions. Here, the respondent is read a list of conditions such as among others polio, epilepsy and paralysis. and is asked if they have any of them. The third approach is Activities of Daily Living (ADL). In this regard, the respondent is classified as disabled if they have difficulty performing any ADLs, which are task based and center on basic activities such as dressing, bathing and feeding oneself. 
Instrumental Activities of Daily Living (IADL) is also another approach. This approach is similar to the ADLs except that IADLs are higher order tasks (Mont, 2007). Examples include whether a person has problems managing money, shopping for groceries, or maintaining their household. Additionally, Participation is also considered as another approach. This method asks if the person has some condition which affects a particular social role, such as attending school or being employed. DFID require all partners to disaggregate their program data by disability status where it is possible. For national censuses and surveys, DFID advocates for the Washington Group Short Set of questions to be used to assess disability prevalence (DFID, 2015). 
The Washington Group on Disability Statistics (WG) is a UN city group established under the United Nations Statistical Commission. It aims to address the urgent need for cross-nationally comparable population based measures of disability. Its mandate is the promotion and co-ordination of international cooperation in the area of health statistics focusing on disability data collection tools suitable for censuses and national surveys. The Group has designed a short set of six questions on functioning designed primarily for censuses as well as an extended set of questions on functioning for surveys. It is also working with UNICEF to develop a survey module on child functioning, which is currently being tested (Washington Group, 2017). 
The Washington Group applies an International Classification of Functioning, Disability and Health (ICF) based approach to disability and follows the principles and practices of national statistical agencies as defined by the United Nations Statistical Commission. The ICF understands functioning and disability as a dynamic interaction between health conditions and contextual factors, both personal and environmental. Promoted as a “bio-psycho-social model”, it represents a workable compromise between medical and social models. Disability is the umbrella term for impairments, activity limitations and participation restrictions, referring to the negative aspects of the interaction between an individual (with a health condition) and that individual’s contextual factors (environmental and personal factors) (WHO & World Bank, 2011). 
The contested definition of disability is one factor that complicates attempts to obtain an exact disability prevalence figure. Other factors include the quality and methods of data collection, rigour of sources and varying disclosure rates (Al Ju’beh, 2015). Poor service provision and stigma may result in lower disclosure. National statistics can be misleading, incomparable and inaccurate. These limitations may result in a higher prevalence of disability in developed countries being reported compared to developing countries (Al Ju’beh, 2015). Developing countries have predominantly collected disability data through censuses or use measures focused exclusively on a narrow choice of impairments. These countries tend to report low disability rates. Countries that collect their data through surveys and measure activity limitations and participation restrictions in addition to impairments tend to report higher prevalence. 
Data gathered from institutionalized populations tends to result in higher prevalence rates (WHO and World Bank, 2011). Despite these potential influences, the evidence suggests that low and middle income countries do in reality have higher disability prevalence, in comparison to high income countries (Mitra & Sambamoorthi, 2014). Based on 2010 global population estimates, the WHO and World Bank (2011) estimate that more than a billion people live with some form of disability. This equates to 15% of the world’s population, which is 5% higher than a previous WHO estimate from the 1970s. The two sources of statistical information that underpin the 2011 estimate of global disability prevalence are the World Health Survey and the Global Burden of Disease. Estimates reflect current knowledge and available data as both sources are known to have limitations with regard to measuring disability. In the past, national survey and census data could not be compared directly with either of these sources as there was no consistent approach across countries to disability definitions and survey questions (WHO & World Bank, 2011). 
The World Health Survey estimates that around 785 million (15.6%) persons 15 years and older live with a disability. The Global Burden of Disease estimates a figure of around 975 million (19.4%) persons. Of these, 110 million people (2.2%) have significant difficulty functioning, while 190 million (3.8%) have “severe disability” – the equivalent of disability inferred for conditions such as quadriplegia, severe depression, or blindness. Only the Global Burden of Disease measures childhood disabilities (0–14 years), which is estimated to be 95 million (5.1%) children, of whom 13 million (0.7%) have severe disability (WHO & World Bank, 2011). A retrospective analysis of data from the World Health Survey (2002-2004) for 54 countries estimated global prevalence of disability to be 14%. For this study disability was measured as having at least one severe or extreme difficulty with bodily functions (seeing, concentrating) and activities (moving around, self-care) based on an individual's self-reports (Mitra & Sambamoorthi, 2014).
In Kenya, according to the Kenya national census statistics of 2009, the population of people with disabilities was about 1.3 million. This was about 3.5% percent of Kenya’s total population (Kenya National Bureau of Statistics, 2010). According to the 2019 census, 2.2% (0.9 million people) of Kenyans live with some form of disability (Kenya National Bureau of Statistics, 2019). Direct comparison of disability prevalence in 2009 and 2019 is problematic due to differences in data collection methodologies, ages covered and size of administrative units. The 2019 census appears to show a sharp drop in disability prevalence; the 2009 census states 3.5%, but when looking at the same age threshold (such as adults and children above five years of age) the 2009 disability prevalence rate was 3.8%. The 2019 census indicates that 1.9% of men have a disability compared with 2.5% of women. 
For comparison, the 2009 census reported 3.4% of men and 3.5% of women had a disability; again, when looking at the same age threshold (such as adults and children above five years of age), 3.7% of men and 3.9% of women had a disability (Kenya National Bureau of Statistics, 2017). There are more people with disabilities living in rural than urban areas. Analysis of prevalence rates by residence shows 2.6% (0.7 million) of people in rural areas and 1.4% (0.2 million) of people in urban areas have a disability. The 2009 census reports 3.8% of rural populations and 3.1% of urban populations had a disability (Kenya National Bureau of Statistics, 2009).
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Disability awareness programs are influential to the overall environment of a school. Disability awareness in schools is extremely important because it educates students so they may become better citizens (Lindsay & McPherson, 2011). Including disability and ableism understanding into a multicultural education will benefit student’s long term by guiding them through the process and providing them with tools they need to be more understanding of diversity. Inclusion is important and supports understanding because contact between majority and minority groups is an effective way to eliminate prejudice and support tolerance for differences (Gasser et al., 2012). In regards to any type of diversity, education and involvement is important to developing understanding and acceptance. 
Researchers have found awareness programs to be essential because they lead to positive attitudes towards students with disabilities (Morin et al., 2008). When students are educated on the topic of diversity or specifically disability, they are likely to develop a more positive attitude towards differences. Negative attitudes towards students with disabilities develop out of ignorance (Ison et al., 2010). As a solution to end ignorance, disability awareness programs educate students, foster and nourish positive attitudes in typically developing peers towards students with disabilities. Researchers believe that negative attitudes towards individuals with disabilities begin to form early in the developmental process (Krahe & Altwasser, 2006) therefore, it is important to educate students while they are of primary school age so they can carry their positive attitude with them through their schooling and through life. Awareness programs are a way to promote acceptance, understanding and increase knowledge about different disabilities (Ison et al., 2010) which as a result, leads to the decline of negative attitudes towards individuals with disability. The decline of negative attitudes is key to the development of an accepting school environment.
Awareness training is beneficial when they incorporate hands-on activities demonstrating what life with a disability may be like (McGinnis, 2006).  Disability awareness programs can take all forms including simulations, discussions, literature exposure, real life contact and collaboration and role playing. It is important when conducting simulations, however, that students understand that just because an individual has to do something differently does not mean that their life is affected in a negative way. It is thought that disability simulations fail to depict what individuals with disabilities lives are like and instead are counterproductive by creating negative attitudes towards living life with a disability (Broderick & Lalvani, 2013). 
Disability awareness may not always be just for the students, it is also an important professional development strategy for teachers, administrators and other school personnel also need to be educated on disabilities in order to have a more positive attitude and create an inclusive environment for all students. Schools are established for academic development but also have a social component, it is thought that schools that cater to supporting both academic and social inclusion were more effective in creating a positive environment (Rillotta & Nettlebeck, 2007).
In order for a school to be successful and help students grow, they must make the effort to teach students academic as well as social/life skills. Positive exposure and education is what is needed when developing a disability awareness program. In an inclusion classroom, a classroom containing both general education students and students who receive intervention, students may be surrounded by peers with disabilities but mere exposure, the idea of simply placing a student with a disability in a classroom with typically developing students is not enough to truly create an inclusive environment demonstrating behaviors of acceptance and positive attitude (Rillotta & Nettlebeck, 2007). 
It is thought that the environment handicaps an individual with a disability more than the actual impairment because of the large effect the environment has on an individual’s success (Leicester, 2011).  In a school setting, disability awareness programs should be incorporated into the classroom and received by all students in order to create a more accepting and positive environment for students with disabilities. The school climate sets the tone for the individual classrooms. If a school takes the initiative to raise awareness and implement disability education in its classrooms, then it will have a better chance of fostering peer acceptance and accommodate students with disabilities (Lindsay & McPherson, 2011). A positive atmosphere will be more conducive to learning and as a result, if the students with disabilities are more comfortable in their environment, they may be more academically successful.
Many outside influences shape a child’s attitude. They may develop ideas about diversity, life and people from home, peers, and life experiences but school plays an important role in developing attitude. School is the place where students learn surrounded by other people with many differences. At school, students should learn to be accepting, understanding and friendly. Those skills should also be reinforced at home. Students who are not taught how to develop an appreciation for diversity, are the students that have poor social acceptance and result in unsuccessful inclusion (Rillotta & Nettlebeck, 2007). 
Students with this outlook on differences need guidance and insight into the benefits of being surrounded by people who are different from you. Before one can help change a student’s attitude, one must understand the components of attitude. Attitude consists of three components, affective, behavioral and cognitive. The affective component reflects a child’s feelings towards an individual with a disability. The behavioral component includes behaviors or thoughts of behaviors about interacting with a student with a disability. Lastly, the cognitive component includes statements of understanding or knowledge of beliefs about a student with a disability (Campbell, 2006).
Altering attitude begins with the teacher, the classroom authority figure. Teachers have a lot of influence on a child’s first impression with unfamiliar peers (Campbell, 2006). It is noted that teachers with a more positive attitude towards inclusion in their classroom were more confident in their ability to educate a student with a disability in an inclusion classroom (Campbell, et al., 2003). In order for teachers to have a positive attitude, they have to feel comfortable and confident in their ability to teach. This goes back to the administration and their obligation to provide materials and opportunities for all teachers to further their professional development and learn how to teach students with special needs. 
Teachers who are uncomfortable educating students in an inclusion classroom may develop a negative attitude, which leads to lower expectation and less learning opportunities for students with disabilities (Campbell et al., 2003). It is important for teachers to display a positive attitude towards students with disabilities and teacher can be aware of their attitude and treatment through self-monitoring (Bae & Clark, 2005). Teachers must check themselves often and must be objective in their behaviors (Bae & Clark, 2005). By keeping their behavior in check, teachers can make sure they are setting the most positive example for their students.
Inclusive classrooms provide students with the opportunity to learn positive social skills while learning academic material. One benefit of an inclusive education is that typically developing students develop a more positive attitude because they learn to reduce stereotypes about disabilities and increase their tolerance for differences through contact with children with disabilities (Gasser et al., 2012). Children’s attitudes towards students with disabilities have been researched and it was concluded that the varying level of attitude depended on the function of the disability (Gasser et al., 2012). For example, non-visible disabilities, like mental disabilities, are looked upon with a more negative attitude, compared to visible disabilities, like physical disabilities, which are looked to with a more positive attitude. However, students with Autism are often victims of negative attitudes even after increased contact with said individuals (Campbell, 2006). 
Meta-analytic research concluded that inclusive classroom environments have a “medium-sized positive effect of children’s attitudes towards persons with disabilities” (Gasser et al., 2012) when compared to non-inclusive classroom environments. Students who are exposed to diversity and understand the importance of individual differences of any kind, whether it is ability, race, gender, religion or language, are less afraid and move likely to establish relationships, which leads to acceptance and a more positive environment (McGinnis, 2006). A positive environment encourages learning for all students’ not just students with disabilities.
As concluded in the previous section, it is important for students to develop awareness for disabilities because it will allow them to be better citizens. This is important because society’s attitude towards an individual with a disability affects their integration not only in schools but also in the community (Morin et. al, 2013). If individuals have not developed a positive attitude and an acceptance of disabilities during their school years, then they will be more likely to carry those prejudices with them through life, hindering the inclusion of people with disabilities into society. It is no secret that education has a positive correlation with attitudes (Morin et al, 2013). In order for students to develop a positive attitude towards individuals with disabilities, it is important for them to have the opportunity to access information about different disabilities, understand what people with disabilities go through, and acknowledge how to treat and include people with disabilities into society.
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Despite the internationally-agreed inclusion of universal primary education as the second United Nations Millennium Development Goal (MDG) and complementary endorsement of the United Nations Educational, Scientific and Cultural Organization (UNESCO)’s Education for All (EFA) programme, both of which target achievement by 2015, out-of-school children (OOSC) remain one of the most critical issues in education today. According to the global OOSC Initiative (OOSCI) launched jointly by the United Nations Children’s Fund (UNICEF), the UNESCO Institute of Statistics (UIS), and the Global Partnership for Education (GPE), a total of 122 million primary school-age children worldwide were still out-of-school in 2011. While disabled children are guaranteed equal rights to education under the 2006 United Nations Convention on the Rights of Persons with Disabilities (UN CRPD, Article 24), disability continues to be one of the most significant, challenging, and yet neglected issues in meeting the MDG and EFA objectives especially in developing countries (UNESCO, 2015). 
Education systems still routinely lack the specialized human and physical capital necessary to meet the specific needs of disabled children, thereby denying them the same opportunities as their non-disabled peers. Development of sound policies or programs focused on promoting inclusion in education is hindered by a paucity of reliable information on the numbers and educational status of disabled children, due to a lack of standardized and detailed questions on disability in household surveys, as well as varying definitions of disability adopted across surveys (Mont, 2007). As follows in the absence of internationally comparable data, the efforts to evaluate the impact of disability on key educational parameters such as attendance are disrupted and governments rarely possess the necessary evidence required to design appropriate policy adaptations and enhancements to improve the situation of disabled children (UNESCO, 2014). 
The limited available data on the educational status of disabled children consistently shows that they are far more likely to be out-of-school than children without disabilities. For example, Filmer (2008) finds that significant deficits exist in school attendance due to disability in thirteen developing countries over the years 1992 to 2005, ranging from 10% to 60% in younger children (ages 6-11), and 15% to 58% in older children (ages 12-17), although the precise definitions of disability varied substantially between datasets. More recently, only 55% of disabled children surveyed by UNICEF in Kyrgyzstan are found to have attended school in 2007, while the national primary and secondary gross enrolment rates were 97.9% and 86.9% respectively (UNICEF Kyrgyzstan, 2008; World Bank, 2015). 
Similarly, according to the Brazilian School Census (2010), 25% of children with disabilities in the primary and early secondary school age groups are out-of-school in comparison to just 2.3% and 2.5% of the children in primary and early secondary school-age groups respectively (UNICEF Brazil, 2012). Yet, strikingly, the MDG framework omits any mention of the status of persons with disabilities in all eight Goals, their attendant 21 Targets and 60 Indicators. In spite of the 2013 reaffirmation of a commitment to mainstreaming disability in the MDG Post-2015 Agenda, the previous lack of attention given to gathering data has posed difficulties for participants in the global initiative on OOSC to understand the impact of disability on educational enrolment in detail. However, the agenda of the Sustainable Development Goals (SDG) adopted in September 2015 recognizes disability as one of the factors which influence equity and inclusion in the social, economic and political dimensions of development.
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Global statistics indicate that approximately one billion people have some form of disability with over four in every five persons living in developing countries. Of these, 93 million are children under the age of 14 living with moderate or severe disability (UNESCO, 2015). The Global Monitoring Report 2010 stated that an estimated 77 million children were excluded from education, a third were children with disabilities (UNESCO, 2010). Education is a public good and an indispensable means of empowering people to become agents of transformation in societies. Notably, education is regarded as the primary vehicle by which economically and socially marginalized adults and children can lift themselves out of poverty and obtain the means to participate fully in their communities (UNICEF, 2007). It has the potential to not only bring significant benefits to individuals and society but to also enhance skills and improve the individual’s social status (OECD, 2013). 
According to Kingston et al. (2003), the more educated are healthier, wealthier, and more participative in political and civic life, more cosmopolitan and more critical in their world view. This explains why education is high on the international community’s agenda and is affirmed in various treaties as a right falling under the category of Economic Social and Cultural rights (ECOSOC). The right to education has been globally acknowledged as an overarching right. Article 26 of the Universal Declaration of Human Rights decrees education as an inalienable human right (UN, 1948) upon which depends the realization of other rights. This is reiterated in several other international, regional and national laws and policies. The World Conference on Education for All (EFA) also referred to as the Jomtien Declaration, provides that basic education should be accessible to all. Specifically, the declaration stated that the needs of children with disabilities demand special attention and appropriate strategies need to be taken to ensure equal access to education to every category of persons with disabilities as an integral part of the education system (UNESCO, 1990). 
The Salamanca Statement (UNESCO, 1994) endorsed an inclusive approach to education. The guiding principle of the statement was that regular public schools should accommodate all children regardless of their physical, intellectual, 10 social, emotional, linguistic or other conditions. The statement additionally decreed that all children with disabilities should attend the same neighbourhood school they would enrol in if they did not have disability. However, it is the Dakar Framework of Action (UNESCO, 2000) that formalised all these commitments by calling member nations to ensure EFA goals and targets are reached and sustained within individual countries. The Incheon Declaration (UNESCO, 2015) is the most recent effort that reaffirmed previous efforts in guaranteeing education for all and committed nations towards a 2030 target of inclusive and equitable quality education and lifelong learning for all. 
Continuous efforts by nations to ensure education for all have in recent years were expressed in the Millennium Development Goals (MDGs) of 2000. Goal 2 postulated that by 2015, member nations should guarantee Universal Primary Education (UPE) for all boys and girls. Indeed, member nations were urged to ensure that those in difficult circumstances and those belonging to ethnic minorities complete a full course of primary schooling (UN, 2000). But UPE was not achieved in the target year (2015). This is the reason the aspirations were carried forward to Sustainable Development Goals (SDGs). Goal 4 of the Sustainable Development Goals recommits nations to work towards inclusive and equitable quality education and promote life-long learning opportunities for all (UN, 2015). 
Regionally, article 17(1) of the African Charter on Human and Peoples Rights guarantees the right to education. Article 2 of the same decrees that rights assured by the charter be enjoyed without any form of discrimination and article 18 (4), specifically targets persons with disabilities and provides that persons with disabilities should be accorded special measures of protection in reference to their physical and moral needs (OAU, 1981). It further endeavours to guarantee the right to education. Article 3(a) of the African Charter on the Rights and Welfare of the Child states that every child has a right to education. Section 3(e) exhorts state parties to take special measures in respect to female, gifted and disadvantaged children, to ensure equal access to education (OAU, 1990). 
Since independence in 1963, the Kenya government has made considerable efforts to provide quality education to all Kenyans taking cognisance of the critical role of education in development. Indeed, education is regarded as the social pillar of the Vision 2030 (GoK, 2007). One of the vision’s strategy to achieve medium term goals is integrating special education in regular schools. In Kenya, the right to education is explicitly stated in the Kenya Constitution 2010 where Article 53(b) guarantees the right to free and compulsory basic education for every child. Moreover, Article 54 particularly targets persons with disabilities. It directs that such persons have a right to 11 access educational institutions and facilities that are integrated into society to the extent compatible with their interests as of the persons (GoK, 2010). 
Undoubtedly, considerable efforts have been made in the provision of policy and legal frameworks for the education of children with disabilities. Specific laws on access to education by children with disabilities include the Children Act of 2001 which domesticates article 28 of the Convention on the Rights of the Child (UN, 1989). The Act provides that every child shall be entitled to compulsory free basic education (GoK, 2002). The same is echoed in article 18 of the Persons with Disabilities Act (GoK, 2003) and the Basic Education Act of 2013 (GoK, 2013). Both laws underscore the right to access education by persons with disabilities. 
Perhaps, the most conscious effort by the Kenya Government towards provision of education to learners with disabilities is the formulation of the National Special Needs Education (SNE) policy in 2009. The policy recommends inclusive education as an appropriate means through which learners with disabilities can access education. The SNE policy is a notable endeavour by the Kenya government to domesticate the Salamanca Statement that urged all governments “to give the highest policy and budgetary priority to improve education services so that all children could be included regardless of differences or difficulties” (UNESCO, 1994). However, the SNE policy of 2009 has not provided adequate systems and facilities that respond to the challenges faced by children with disabilities. 
Approximately 1.7 million people in Kenya live with disability and the Kenya National Survey for Persons with Disabilities (2008) contend that only 39% of this population has attended a mainstream primary school and a mere 9% had attended high school (National Council for Population and Development (2008). Such exclusion from education further perpetuates the cycle of poverty and disability. In Kenya special needs education is provided in special schools, integrated units and in inclusive settings in regular schools. 
However, majority of children with disabilities are not in schools. MoE (2009) reported that in 1999 only 22,000 learners with special needs enrolled in schools with the number increasing to 26, 885 in 2003 and 45,000 in 2008. This however compares poorly with the proportion of their regular peers considering that the total population of pupils in 2008 stood at 8,563,821. Njoka et al. (2012) also noted that despite the reintroduction of FPE in 2003, about 1 million children of school going age were still out 12 of school. These children they added include Marginalized and Vulnerable Children (MVC), such as those with special needs, those affected by HIV and AIDS, as well as those in urban slums. 
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At its most basic, equal treatment in education for learners with disability involves equal access to educational opportunities. The policy and guidelines on disability and the duty to accommodate affirms the duty of education providers to take a proactive approach to disability issues and to structure their programs and policies so as to be inclusive and accessible for learners with disabilities. Therefore, the discussion here examined international and national legal frameworks, policies and documents that bind the government of Kenya in recognizing the rights of persons with disability. 
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There are several international acts and policies that have been formulated to enhance the education of persons with disability. They include, among others, the following: Declaration of Human Rights (UN, 1948), Convention on the Rights of the child (1989), UN Convention on the Rights of Persons with Disability and The Salamanca Statement (UNESCO, 1994). These policies are discussed as below.
The government of Kenya signed Article 26 of the Universal Declaration of Human Rights (UN, 1948). By signing this policy, it meant that the government was committing to recognizing the right of every child to access education (Bii & Taylor, 2013). The Article recognizes the intrinsic human value of education, underpinned by strong moral and legal foundations.
The Convention on the Rights of the Child of 1989 is the first legally binding international instrument to incorporate the full range of human rights- civil, cultural, economic, political and social rights. The four core principles of the Convention are non-discrimination; devotion to the best interests of the child; the right to life, survival and development; and respect for the views of the child. The Convention protects children's rights by setting standards in health care; education; and legal, civil and social services. Articles 23, 28 and 29 focus on children with disability and the right to education respectively. Article 23 states that children who have any kind of disability have the right to special care and support, as well as all the rights in the Convention, so that they can live full and independent lives. Article 28 – 29 looks at implementation of the right of the child to be heard in education and school setting. Article 28: (Right to education): All children have the right to a primary education, which should be free and Article 29 (Goals of education) children’s education should develop each child’s personality, talents and abilities to the fullest. 
By agreeing to undertake the obligations of the Convention (by ratifying or acceding to it), the Kenyan government committed to protecting and ensuring children's rights and have agreed to hold themselves accountable for this commitment before the international community. State parties to the Convention are obliged to develop and undertake all actions and policies in the light of the best interests of the child. The Kenya government should ensure therefore the right to education for all children including those with disability making sure they are free from discrimination. 
The United Nations Convention of the Rights of Persons with Disability (UNCRPD) is an international convention aimed at protecting the rights of persons with disabilities. This International Convention promotes and protects the rights of every Kenyan living with a disability thanks to the ratification on 19th May 2008 by the government of Kenya. By ratifying this convention the state of Kenya commits itself legally to make the words written in the text a reality, thus improving the lives of all Kenyans. 
Article 24 of the UNCRPD requires state parties to recognize the right to education for children with disability and education free from discrimination. With a view to realizing this right without discrimination and on the basis of equal opportunity, state parties shall ensure an inclusive education system at all levels and lifelong learning. The article further states that children or adults with disability cannot be excluded from the education system on the basis of disability and PWDs must be given the opportunity to learn the life and social development skills they need. To ensure this education is free from discrimination and is on the basis of equal opportunity state parties are required to provide an inclusive education system. 
The resulting Salamanca Statement (UNESCO, 1994) was framed by a rights-based perspective on education. Although the Statement focused on children described as having ‘special needs’, it asserted from the outset its commitment to reaffirming the right to education of every individual, as enshrined in the 1948 Universal Declaration of Human Rights, and renewing the pledge made by the world community at the 1990 World Conference on Education for All to ensure that right for all regardless of individual differences (UNESCO, 1994)
The Statement placed educational reform firmly within a broader social agenda that included health, social welfare and vocational training and employment. It emphasized that mechanisms for planning, monitoring and evaluating provision for inclusive education should be decentralized and participatory and should encourage the participation of parents, communities and organizations of people with disabilities in the planning and decision making (UNESCO, 1994).
The Statement acknowledged that in many countries there were “well established systems of special schools for those with specific impairments: these schools, it asserted, could represent a valuable resource for the development of inclusive schools” (UNESCO, 1994, p. 12). However, it urged countries without such a system to ‘concentrate their efforts on the development of inclusive schools’ (UNESCO, 1994, p. 13) alongside specialist support services to enable them to reach the majority of children and young people. All policies, both local and national, should ensure that children with disabilities could attend their neighborhood school. Therefore, it can be concluded that the Salamanca Statement has had a powerful influence on international perspectives on inclusion.
Other international policy frameworks ratified and signed by the government include, (but are not limited to) the 1990 African Charter on the Rights and Welfare of the Child, the Framework for Action on Special Needs Education (1999), the Millennium Development Goals (MDGs) and Education For All (EFA) by 2015.
[bookmark: _Toc117768699]2.7.2 National Policies and Frameworks on Education of Persons with Disabilities
The Kenyan government has developed a number of policy guidelines for special needs education dating back to 1964. These include: Committee on Care and Rehabilitation of the Disabled chaired by Ngala Mwendwa (GOK, 1964), Kenya Education Commission chaired by Ominde (GOK, 1964) and National Education Commission on Education Objectives and Policies referred to as Gachathi Report (GOK, 1976). Other commissions that have given policy guidelines on special needs education include: The Presidential Working Committee on Education and Training for the next Decade and Beyond called Kamunge Report (GOK, 1988); Commission of Enquiry into Education Systems called Koech Report (GOK, 1999) and the Task Force on Special Needs Education called Kochung Report (GOK, 2003).
The work of the Committee on Care and Rehabilitation of the Disabled by Hon. Ngala Mwendwa (GOK, 1964) resulted in the formulation of Sessional Paper No. 5 of 1968. The Ominde report (Kenya Education Commission, 1964) recommended that children with mild handicaps be integrated to learn in regular schools. The National Education Commission (The Gachathi Report, 1976) recommended several measures to address SNE. These included coordination of early intervention and assessment of children with special needs, creation of public awareness on causes of disabilities to promote prevention, research to determine the nature and extend of handicaps for provision of SNE, establishment of ECDE programs as part of special schools and development of policy for integrating learners with special needs. The Education Act - Cap 211 (Revised edition – 1980) states in part that No pupil shall be refused admission to, or excluded from the school on any grounds of sex, race or color or on any other than reasonable grounds (admission and removal of pupils). This in essence affirms the principle of inclusive education in Kenyan learning institutions. 
The Presidential Working Committee on Education And Training For This Decade And Beyond, (GOK, 1988), emphasized deployment of SNE inspectors at district level and The Totally Integrated Quality Education And Training Taskforce (GOK, 1999) recommended the establishment of a national special education advisory board and noted that there was no comprehensive SNE policy or legal framework on SNE despite existence of various policy guidelines. The Children’s Act (2001) harmonizes all existing laws and policies on children into one document. This Act aims at improving the well-being of all children irrespective of whether they have disabilities or not. 
The Persons with Disability Act which was passed by Parliament in 2003 and came into force in 2004, is the national law relating to persons with disability in Kenya. It recognizes that persons with disability face discrimination in various forms and that the government shall take steps to the maximum of its resources to achieve the realization of the rights of persons with disability as set out in the Act. Persons with disabilities Act (2003) article 18 states that no person or a learning institution shall deny admission to a person with disability and learning institutions shall take into account special needs of persons with disability. The Act further provides a comprehensive legal framework which outlaws all forms of discriminative treatment of persons with special needs. This includes, among others, access to education and training. It provides for adaptation of infrastructural, socio-economic and environmental facilities to ensure a conducive environment for persons with special needs. 
The Sessional Paper No. 1 of 2005 states in part the overall government policy direction on learners with special needs and disabilities. It sets out clear policy guidelines for all education sub-sectors, including SNE and further underscores the government’s commitment to ensuring that learners with special needs and disabilities have equal access to quality and relevant education. It provides the overall policy framework for the education sector and references the necessary legal context within which education and training, including SNE, shall be designed, developed and implemented in Kenya.
The Gender Policy in education (GOK, 2007) singles out education for learners with special needs as an area of specific focus. This policy states in part that to increase participation, retention and completion for learners with special needs and disabilities, the government should provide an enabling (legal and policy) environment. This should be done through flexing curriculum, providing trained personnel, equipment and facilities and ensuring accommodative physical infrastructure for learners with special needs and disabilities. There is also need to create public awareness on causes of special needs and disabilities especially in rural areas. Coordination of early intervention and assessment of children with special needs and disabilities should be reinforced.
The special Needs Education policy was developed in Kenya to address critical issues related to education for learners with disability (MOE, 2009). The policy states that the overall goal of education is to achieve Education for All (EFA) by 2015 in line with global and national commitments. The policy has a mission to create a conducive environment for learners with disabilities in order for them to have equal access to quality and relevant education. The ministry of Education in 2009 came up with a policy document to address the education plight of people living with disabilities. It recognizes the fact that The Sessional Paper No. 1 of 2005 underscored the importance of Special Needs Education as human capital development that empowers those most likely to be marginalized to participate in mainstream education sector. The purpose of this policy was to provide guidance to the Ministry of Education staff and other stakeholders in the provision of education to learners with special needs, in this case including those with physical disability. It aimed at ensuring that learners with special needs fully participate and are treated equally in learning activities at all levels. This in turn was to enhance access, transition rates and retention of learners with special needs in formal learning institutions. 
The ministry of education acknowledges that provision of education and training for all Kenyans is a fundamental government strategy towards a better workforce (MOEST, 2003). To this, the Sessional Paper of 2005 which is meant to provide guidelines to education for the next twenty years identifies a disability. It therefore recommends that a special policy consideration should be made to address schooling needs of the children with disabilities since majority of them only go to school at the age of 8 years and therefore end up becoming more mature than their peers before they complete primary school.
Kenya adopted a new constitution in August 2010 that contains a substantially improved Bill of Rights and represents a real change in the protection of the right to equality and non-discrimination in Kenya. A commitment to the principles of equality and non-discrimination is expressed throughout the Constitution with equality being listed as one of six essential values upon which governance should be based. These expressions of principle are given legal force in article 10 prohibiting discrimination on an extensive list of specified grounds namely race, sex, pregnancy, marital status, health status, ethnic or social origin, color, age, religion, conscience, belief, culture, dress, language, birth or disability. 
The 2010 Kenya Constitution commits the government to making sure that people with any sort of disability can access relevant education and training and that all schools are able to include children with disability (Bii & Taylor, 2013). The Constitution of Kenya has provisions for children’s right to free and compulsory basic education, including quality services, and to access educational institutions and facilities for all persons including those with disabilities. 
According to the Constitution, there should be adequate participation and representation of minorities and marginalized groups in all spheres of life, Article 43(1) of the Constitution states that every person has the right to education, Article 53(1) b states that every child has the right to free and compulsory basic education and Article 54(1) b states that a person with any disability is entitled to access educational institutions and facilities for persons with disabilities that are integrated into society to the extent compatible with the interests of the person. Finally, Article 56 on minorities and marginalized groups requires the state to put in place affirmative action programs designed to ensure that minorities and marginalized groups are provided special opportunities in educational and economic fields. 
Kenya Vision 2030 is the country's development program covering the period 2008 to 2030. Its objective is to help transform Kenya into a middle-income country providing a high quality life to all its citizens by the year 2030. Kenya Vision 2030 recognizes that education and training of all Kenyans is fundamental to the success of the Vision. In order to realize the national development goals, relevant and quality education and training is required to meet the human development needs of a rapidly changing and a more diverse economy. It cites a major challenge that remains of ensuring and enhancing access, equity and education standards especially in marginalized regions and deprived urban areas. 
The Education Act 2013 outlines the need to increase access, enhance retention, improve quality and relevance of education, strengthen early identification and assessment and ensure equal opportunities in provision of education for learners with disability. In this document there is still a lot of focus on special institutions and special needs education and this does not bring out implementation of inclusive education in the Kenyan education system. According to draft Education policy (GoK, 2012), the enrolment of learners in special institutions and units stood at 102, 749 students, of which 21,050 are in special schools and 81, 649 are enrolled in integrated special units at both primary and secondary schools. According to these estimates, this enrolment figure represents about one-third of the expected number of learners with special needs. The overall goal in special needs education according to the policy is to enhance access, equity, relevance and quality of education for learners with special needs. 
Education Act (2013) Article 44 (4) states that the cabinet secretary will ensure that every special school or educational institution with learners with special needs is provided with appropriate trained teachers, non-teaching staff, infrastructure, learning materials and equipment suitable for learners with disability. Article 46 (1) cites the duty of county education Boards in consultation with relevant county government to provide for Education Assessment and Resource Centers (EARC’s) including a special needs service clinics to: Study of children with special education needs, give advice to parents and teachers on appropriate methods of education and give advice to county education boards regarding assessment of the needs of any child. 
All these policies formulated internationally and nationally point out to the need for inclusion in schools to do away with discrimination. Even with the above legal frameworks in place, learners with disability continue to face numerous challenges (Kiaritha, 2010). Based on the commitments that Kenya government has made signing international conventions and their legal instruments (Constitution of Kenya, Persons with Disabilities Act and Kenya Vision 2030), Kenya is obligated to ensure that persons with disabilities access quality inclusive education free from discrimination. As much as the emphasis has been on a segregated system where Special Schools and Special Units were mentioned there is a shift towards inclusive education for children with disability including those with physical disability. However, Bii and Taylor (2013) note that little has been done to implement these legal frameworks and thus many learners with physical disability as compared to those without physical disability do not access education. 
Essentially, the legal frameworks in place should help these pupils to fit in regular schools and enhance their learning process. Therefore, the knowledge gap that comes out is that the difference in performance between the regular and the pupils with physical disability can be caused by the lack of full implementation of the provisions aforementioned. This study will aim at filling it by evaluating the determinants of academic achievement in effort to apprehend the recommendations by the frameworks on enhancing a fully inclusive classroom.
[bookmark: _Toc117768700]2.8 Inclusion of Learners with Special Needs
As already mentioned, the macro-system framework might be considered as the second outermost layer in the environment of any child. As much as it is not a particular system, this layer involves social values of a culture, laws and customs (Berk, 2000). The impacts of bigger standards defined by the macro-system framework have a flowing impact all through the interactions of any remaining layers. It includes the general and explicit standards, speculations, convictions and practices that structure the working of the community like policies and laws. This sub-section thusly traces the factors behind inclusivity and the practices with respect to progressing towards inclusive education. 
Inclusivity in education is a generally a milestone that is quite recent. Its seeds were planted during the 1960s when the viability of classes that were special in schools that were mainstream accommodating children with moderate degrees of learning challenges was questioned by Dunn (1968) as cited by Wang (2009). This achieved a call for mainstreaming these learners, that is, putting them in mainstream classes instead of classes that were special, which ultimately prompted a call for proving education to children with special needs in schools that were mainstream that was alluded to as integration and was at the centre of what was named the regular education initiative. The establishments of the movement pushing for inclusive education were laid by celebration of the United Nations International Year of Disabled Persons in 1981, which zeroed in on achieving full cooperation in the public eye of all people with disabilities. 
The Salamanca proclamation on special needs education (UNESCO, 1994) suggested that schools that were inclusive were the best to counter biased approaches that were discriminatory and perceptions towards learners with disability. Legislations and policies internationally have been developed to critique exclusionary practices and have spotlighted consideration of equity and admittance to education that is of high quality for all, at the same time giving respect to diversity (UNESCO, 2008). As per UNESCO (2009), a system that is regarded as inclusive can only be brought about by at the end of the day, in the event that ordinary schools become more inclusive and better at teaching all children in their communities. Article 24 of the UN Convention of the Rights of Persons with Disabilities observes that education ought to be accessible and based on equivalent freedom inside inclusive schooling framework at all levels. Notwithstanding, it is broadly recognized, in any case, that learners with disability keep on encountering various types of exclusion which differ contingent on their disability, residence, and the way of life or class to which they have a place (UNICEF, 2013). 
Inclusivity in education is perceived as a fundamental human right and the basis for an equal society which is more just (European Agency for Development in Special Needs Education, 2012). Inclusive education interpretation is, nonetheless, an undeniably combative term that moves educators and educational frameworks to consider work of teaching and learning and taking it in different points of view. As Grima-Farrell et al. (2011) pointed out, inclusive education addresses an entire school concern and attempts to adjust specialized curriculum to general education in a way that most adequately and effectively confers quality education to all learners. 
Subsequently, this can be contended that the issue of equity in education has been a significant force globally, supporting the movement towards a more inclusive education framework and the manner by which we define inclusion (Forlin, 2012). It is likewise conceivable that the absence of a tight conceptual focus that inclusivity in education experiences may have added to misguided judgment and practices that are confused (Berlach & Chambers, 2011). In the expressions of Graham and Jahnukainen (2011), while some may say that 'globalization of inclusion' has been seen; questions stay with respect to what has spread. 
[bookmark: _Hlk75677802]By and large, some researchers in inclusive education like Mittler (2012) and Ainscow et al. (2011), conceptualize the undertaking of inclusion just like what distinguishes and eliminates hindrances to educational participation. In fact, Slee (2011) ventures to propose that the special school-regular school division is not, at this point a valuable method of outlining education and that hindrances that exist in the two areas should be eliminated to create what is, eventually, dissimilar to either (that is, he recommends the 'irregular school'). As per Slee, the irregular school is neither a special nor a 'regular' school, but rather one which has been re-imagined and re-established with the end goal of disposing off obstructions to inclusion in an expectant manner. He expresses that "Educational reformation is a complex assignment that ventures into the profound designs of schooling and education to create various policies, cultures and practices" (Slee, 2011, p. 164). Consequently, it can be argued that albeit global policies like the US No Child Left Behind Act (US Department of Education, 2001) and national policy frameworks like The Special Needs Education Policy Framework (MOE, 2009) in Kenya make lines that are artificial, the general concept of inclusion is to obscure lines and to foster schooling focused on the uniqueness of pupils. 
In this manner, education isn't just about making schools accessible for the individuals who are now ready to get to them. It is tied in with being proactive in recognizing the hindrances and obstructions students experience in endeavouring to get to chances for education that is of quality, just as in eliminating those boundaries and snags that lead to exclusion (UNESCO, 2012). Following the above meaning of inclusion from UNESCO (2012), schools should be prepared to both admit learners with assorted requirements as well as to act in proactive manners to do away with barriers to empower full participation. Schools should embrace the highlights of inclusivity, while simultaneously be set up to destroy components and works on prompting exclusion (Forlin, 2013). 
In Kenya, the inclusive approach has received considerable attention through the education commissions that mainly lay the foundation of Kenya’s education policies. For instance, in 1964, the Kenya Education Commission chaired by Ominde recommended that ‘children with impairment are capable of receiving education and training in regular schools provided special considerations are given to their needs by teachers’ (Government of Kenya, 1964: Recommendation 132). Gachathi in 1976 chaired a National Committee on Educational Objectives and Policies chaired which provided a report that recommended that ‘special education would follow a policy of integration of the handicapped in society, especially in cases where the handicap has been adequately compensated by facilities’ (Government of Kenya, 1976: Recommendation 166). In 1988, the Kamunge Report and the ensuing Sessional Paper No. 6 of 1988 recommended the integration of learners who have disability into regular formal school in order to enhance their enrolment and involvement in schooling that is formal (Government of Kenya, 1988). 
The Kenyan inclusive education practices began and are growing slowly (Ministry of Education, 2008). The Ministry of Education of Kenya sees inclusivity as an important right to each resident and is given free without any charges in in both primary and secondary schools to all students in government funded schools. In the last draft of The National Special Needs Education Policy Framework, the Kenyan Ministry of Education (2009) further views that inclusive education as a style where students with disabilities and unique necessities, paying little mind to age and form of disability, are given suitable education inside regular classrooms. 
Though small pockets of inclusive practices are beginning to emerge throughout the country, there are still a staggering number of children with disabilities who are not attending school at all in Kenya. The US State department stated that the Kenya National Commission on Human Rights (KNCHR) reported that fewer than 10% of Kenyan children with disabilities were enrolled in schools (US Department of State, 2011). The Ministry of Education (2009, 2018) cites inappropriate physical facilities equipment, the high cost of including students with disabilities in primary classrooms, and lack of teacher training as reasons why more students with disabilities are not enrolled in school. These concerns are obviously inclusive of western Kenya. 
In spite of the fact that little pockets of inclusive practices are starting to arise all through the country, there are as yet a stunning number of children with disability who are not going to class at all in Kenya. The US State division expressed that the Kenya National Commission on Human Rights (KNCHR) revealed that less than 10% of Kenyan children with disability were enrolled in schools (US Department of State, 2011). The Kenyan Ministry of Education (2009, 2018) refers to improper physical facilities, the significant expenses of accommodating learners with disability in primary school classrooms and absence of teacher training as factors behind why more learners with disability are out of school. These worries are clearly inclusive of western Kenya. Therefore, if all the aforementioned issues determine inclusivity, this current study indulged in finding out the determinants of academic performance in inclusive schools.
[bookmark: _Toc117768701]2.9 Approaches to Inclusive Education
While inclusive education requires engagement and commitment to making changes among all stakeholders, there seems no concrete international consensus as to how this is done. The term ‘inclusive education’ was popularized after the world conference on SNE which was held at Salamanca, Spain in 1994 (Ciyer, 2010). In this conference, over 300 participants representing 92 governments and 25 international organizations adopted the Salamanca Statement and Framework for Action on Special Needs Education, which reaffirmed their commitment to Education for All (EFA), particularly for those with special educational needs. While the Salamanca Statement received international attention, the ambiguity of the term has led to diverse definitions and interpretations (Singh, 2009). 
In this regard, Dyson (1999) points out that in the Salamanca Statement, rights and ethical rationales interact with efficacy rationales as demonstrated by the following quotation: Regular schools with this inclusive orientation are the most effective means of combating discriminatory attitudes, creating welcoming communities, building an inclusive society and achieving education for all; moreover, they provide an effective education to the majority of children and improve the efficiency and ultimately the cost-effectiveness of the entire education system (UNESCO, 1994). Thus, the initial rationale for such inclusivity is based on human rights and ethics and emphasizes ‘combating discriminatory attitudes’, ‘creating welcoming communities’ and ‘building an inclusive society’. Implied here is the view that inclusive education can act as a tool for changing people’s attitudes, hence the underlying assumption that such education will transform people’s thinking. Kuroda (2007) also states that inclusive education is a rights-based political approach which is based on norms and values such as the ‘education system should’ or ‘every child must’. He explains that the inclusive education model seems to be based on the concept developed by Bourdieu and Passeron (1977) or Bowles and Gintis (1976) that inequality in the education system reproduces social inequality. Thus, inclusive education is seen as the most effective means of combating discriminatory attitudes (Kuroda, 2007). 
Additionally, UNESCO (2005) clearly states that inclusion in education is a human right whose approach is founded upon three principles: Access to free and compulsory education, equality, inclusion and non-discrimination, and the right to quality education, content and processes. For UNESCO, the term ‘quality’ does not necessarily refer to academic achievement; rather, it entails a school system where all children feel welcome and diversity and flexibility are accommodated (UNESCO, 2005). In contrast, the latter rationale in the Salamanca Statement is related to effectiveness and efficiency and emphasizes that an inclusive education is a cost-effective education system. For UNESCO, cost-effectiveness means better educational outcomes and improved internal efficiency whereby repetition and dropout are reduced (UNESCO, 2005). This also means ‘minimizing wastage of resources and using resources optimally’. Thus, UNESCO considers that educating all learners with quality education reduces societal costs of supporting these individuals later on in life (UNESCO, 2005). 
In addition to this view, because a separate education institution with fewer learners is generally costly in terms of operation and maintenance, inclusive education is regarded as more efficient (OECD, 1999). Kuroda (2007) calls this an education-based function approach that seeks to improve learning effectiveness and efficiency. He explains that this approach originates from the education discipline with accumulated empirical evidence that sees inclusive education as the means for achieving quality education for all. According to him, this approach also entails the concept that instead of learning separately, learning together improves overall academic performance. However, he argues that while such evidence is based on empirical studies in developed countries, there is a dearth of research in developing countries. In fact, his recent study in Cambodia shows how findings in relation to teacher training and experience and the influences on teacher attitudes towards inclusive education are different from what has been identified in developed countries (Kuroda et al., 2017). Thus, Kuroda raises the concern that more evidence-based discussion is necessary. 
Given the fact that inclusive education comprises the two approaches of ethics and efficiency, Dyson (1999) argues that there are significant differences in the meaning of inclusive education from an ethics and rights perspective and an efficacy perspective. As discussed above, Kuroda (2007) also states that inclusive education has two facets that coexist and yet are in conflict with each other. What he means by ‘conflict’ is that, for instance, under the policy of inclusive education, LwDs may study in regular classrooms from the perspectives of human rights and cost-effectiveness. Yet, teachers and learners in regular classrooms may not be ready in terms of knowledge and skills to handle them or understand their circumstances. Consequently, LwDs may feel excluded rather than included and perform poorly or face discrimination. As discussed above, although the definition and concepts of inclusive education are still debatable, it embraces social justice and human rights (Slee 2009). Kuroda (2007) notes that inclusive education critically raises the concern that the conventional dichotomy between regular and special schools no longer accommodates the current social diversity and needs of learners.
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The majority of the conversations around the apparent advantages of changing to inclusive education centre around either its part in improving social equity and advancing rights or its expected expense viability rather than specialized curriculum provision. Relatively few articles reviewed by the researcher incline towards evaluating inclusive education as far as educational results for learners with disability despite the fact that there were some that recommended inclusive schooling generally speaking was not working for children with disability. 
Abosi and Koay's (2008) did a study in Malaysia and recognized that instructors and parents see social inclusion just like a vastly improved result for their children than any potential offered by specific educational programs in special schools. This maybe represents again that in actuality schools that are special have face neglection to such an extent that the quality and academic results for learners with disability are regardless extremely poor (Kristensen et al., 2006). In this sense inclusivity in education for learners with disability rejuvenates benefits since they are exposed life outside of the protected bounds of segregated schools and get the chance to associate with friends who are not disabled. Contentions are regularly made that inclusion in education is about the advancement of rights, poise and fairness of chance (Urwick & Elliott, 2010). As indicated by Donohue and Bornman (2014), one of the important areas where shifts in attitude toward individuals with disability can happen is in schools. Henceforth, inclusivity in education is regularly elevated as being helpful to all children in its potential for diminishing negative mentalities and stigma towards disability and advancing understanding of rights. 
Inclusive education frameworks are viewed as an effective method of accommodation of learners with disabilities on the grounds that the alternative arrangement of specialized education is more expensive and less maintainable (Lei & Myers, 2011). Parallel frameworks of exceptional schools are viewed as less productive. Notwithstanding, Urwick and Elliott (2010) see this profoundly sketchy and raise some significant worries around the conventional perspectives on inclusive education. While they generally approve of the reason that getting education is a fundamental right for all children and that numerous children have exceptional instructive necessities which ought to be obliged inside the mainstream educational framework, the possibility that mainstream schools ought to be adjusted to oblige the requirements of all children is contestable with regards to educational viability. There is a feeling that perspectives around inclusive and specialized education have gotten spellbound with inclusive schooling seen as being good and more progressive and specialized education as being out-dated, prohibitive and 'old fashioned' (Urwick & Elliott, 2010). 
Schools that are inclusive appear more in accordance with social model reasoning while special schools are likened with the medical model approach and subsequently are not seen as based on rights. Yet, this could be addressed, particularly in low-income settings: The main standing flaw is the presumption that complete inclusivity in schooling is generally the best strategy for children with special education needs (Urwick & Elliott, 2010). Their contention is that in response to the pre-Convention on the Rights of Persons with Disabilities (CRPD) medical model reasoning, the individual contrasts in learning needs of learners with disability has been essentially been played down to where they are not, at this point discussed and subsequently the accommodations that are expected and backing are not being given which can improve teaching and learning hence better academic performance. 
It appears to be that the declaration that inclusive schooling is more financially cost effective depends on basically no empirical proof. The primary source is one OECD study referred to by Johnsson and Wiman (2001) as cited by Wapling (2016) which expressed that integrated schooling was the most economical provision for children who have disabilities. Urwick and Elliott (2010) nonetheless, highlight the issue of economies of scale. Where children have mild impairments, integration is more successful on the grounds that the learners can be obliged with no change to the system (Kalyanpur, 2011). Yet, with regards to a requirement for additional experts provisioning, for example, adapted teaching and learning materials and teaching skills that are specialized, accommodation is required. 
It can be concluded that caution must be taken while propelling the expense viability contention, in light of the fact that the advantages ought to be estimated in educational result terms as opposed to just in form of expenses. Alborz et al. (2013) noted in an investigation of inclusive schooling in Iraq that there was solid help for the inclusion of children having disability and a longing to expand the chances they have for education from teachers. Therefore, if leaners like those with disability are being put in inclusive classrooms without the fitting degrees of help they should have to get access to the curriculum, then at that point academic advantages will be meddled with. This review has so far shown that internationally there are totally different understandings and translations of inclusive schooling. Where children with disabilities are put inside systems of education that are inclusive, frameworks change extensively. Basing on this, it is important that examination should be done to capture the available inclusive school frameworks determining academic performance of learners with disability and those without disability in inclusive schools in Western Kenya to encourage better academic performance.
[bookmark: _Toc117768703]2.11 Barriers to Inclusion
Inclusive education starts from the belief that the right to education is a basic human right and the foundation for a more just society. It is a process of removing barriers and enabling all learners, including previously excluded groups, to learn and participate effectively within general school systems. However, Extensive literature reviewed has identified some challenges facing learners with disability. For example, in a wide ranging review of practices in Australia, Shaddock (2006) concluded that barriers perceived by teachers include: lack of time, difficulty in individualizing within a group, inadequate training and resources, lack of school support and views that adjusting for some students (a) compromises the learning of others, (b) draws negative attention to student differences; and/or (c) fails to prepare students for the ‘real world’. A further challenge that continues to create significant barriers to inclusion is the attitude of society (Forlin, Loreman, Sharma, & Earle, 2009; Sharma, Loreman & Forlin 2011).
In a study carried out by Mungai (2014) in Thika sub-county, Kiambu County in Kenya, the following challenges were found to be experienced by children with special needs: Poverty among household, high costs of needed material and equipment, negative teachers and peer attitude, negative parental attitude and practices, isolation, lack of instructional materials and unavailability of teachers trained in disability friendly facilities. Further, the results of a study by Mpofu and Shumba (2012) in Zimbabwe on challenges faced by students with special educational needs in early childhood development centres as perceived by ECD trainers and parents indicated that the environment which includes classrooms and to some extent including staff members at the institutions were not accommodative to learners with disabilities. 
In one of the studies by Garber (1996) in the US, there is apparently a shortage of auxiliary equipment for the inclusion of special-needs children in a large portion of the schools. A high percentage (45%) of Regional Support Centre directors reported that only a small portion of the schools had auxiliary equipment in classrooms. Without suitable equipment, the full inclusion of special needs children cannot be successful. Such inadequacies could be attributed to the fact that most school administrations lack awareness of the specific classroom needs of pupils with physical disability.
These findings imply that the involvement of teachers and the education stakeholders at large should be encouraged to create more inclusive classroom environments. Formal support  systems  especially teachers are encouraged to explore more collaborative ways of providing special needs education within the context of inclusive schools to gain new understandings about children with and without disabilities as well as how to accept a broader, more communal responsibility for the learning outcome of those learners. Sitienei and Mulambula (2012) did a study on challenges facing children with physical challenges and interventional measures in Kenya and highlighted segregation as one of the issues affecting academic performance. Therefore, this study aimed at linking the factors that determine academic achievement in inclusive schools in Western Kenya. Such determinants were looked at in regard to the teacher characteristics, the infrastructural facilities available and learners’ characteristics.
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Accordingly, Bronfenbrenner’s theory contends that every person can be seen as implanted in numerous nested frameworks, and that development is the consequence of complex collaborations between the individual and different foundational elements or parts that impact one another. In this manner, there is no stage that can remain solitary as far as assuming a part in the academic performance of learners in inclusive schools. This means there is interplay of all the phases to bring a balance as discussed herein.
Learners’ academic performance frames the premise of practically all parts of education. Essentially, performance implies the achievement of 'something' and when it comes to education, that 'something' by and large alludes to learning objectives that have been articulated. In spite of the fact that learning cycle happens in different settings, the focal point of educators lays on learning that happens in set up educational conditions, for example, schools and classrooms where teachers interface with learners to assist them with accomplishing skills and knowledge that is explicit (Guskey, 2013). 
A study by Wangari (2015) in Kirinyaga reported that 42.9% of the learners sampled had poor academic performance. Similarly, Murungi’s (2017) study on performance academically of children with disability in KCPE in Meru County established that pupils with disability generally displayed a performance level that was lower than the average mean scores. Such kind of performance leads to need for a query as to which issues determine this performance.  
A few studies show that a teacher who is competent can sustain and lift academic performance of learners more than other elements (Sanders & Horn, 1998; Bailleul et al., 2008) as cited to in European Agency for Development in Special Needs Education (2010). A teacher outfitted with fundamental knowledge and experience is clearly a main factor to give equivalent education and opportunities to all in settings that are inclusive. Reynolds (2009) as cited in European Agency for Development in Special Needs Education (2010) recommends that an educator's joint highlights like empirical and theoretical knowledge, approach in teaching and qualities can establish an appropriate learning climate for all. 
Regular learners and learners with physical disability experiences are a result of learning and being able to participate in all parts of life in an academic institution, whether inside the classroom or outside. As indicated by Schreuer and Sachs (2011), those students with physical disability ought to be urged to grow and practice the information acquired in formal learning in order to connect with their peers. Nonetheless, contingent upon their specific impedance, the vast majority of the learners' experience obstructions to getting their education identifying with the physical environment or learning and teaching at certain points in the course of their studies (Tinklin et al., 2004). 
[bookmark: _Hlk75502182]Special Needs Technology Assessment Resource Support Team (START) (1996) posits that in inaccessible or partly accessible classrooms, information transmission is a problem. For those with physical disability, articulates Olakulehin (2010), the medium of instruction can remain the same as the one of regular learners, but the former will need assistance in their mobility, access to the study centre, transport, and so on. Learners with physical disability, explains UNESCO (1994), may require special attention to meet their needs. The ability to engage each student, argues Heinkinaro (2010), in the physical education lesson develops a teacher-student relationship that promotes learning at each learner’s level of engagement.  This relationship can be interpreted in terms of use of effective teaching strategies.
Special Needs Technology Assessment Resource Support Team (START) (1996) posits that in inaccessible or partly accessible classrooms, information transmission is a problem. For those with physical disability, notes Olakulehin (2010), the mode of instructing can continue to be the same as one utilized by regular learners, however, the former will require help with their movement, centres of study accessibility, their transportation and so forth. Learners having physical disability, clarifies UNESCO (1994), tend to need attention that is special in order to meet their issues. The capacity to connect every learner, contends Heinkinaro (2010), in the physical education program fosters a teacher-learner relationship that advances learning at every learner's degree of engagement. This relationship can be deciphered in terms of enhancing academic performance of all learners in the inclusive settings. 
According to Nyambura and Ong’eta (2012) there is need to deal with each learner with disability as a unique case since their participation in academics could be affected by variables ranging from their physical impairment or the environment or even their own level of self-esteem. In relation to this, Konur (2006) argues that reasonable adjustments to examination are necessary. On the off chance that assessments are looking for how well leaners know their subject information and not how well one duplicates with a coordinated, writing test speed, it is unreasonable for this group of learners not to be given additional time so they can give out similar measure of information as their friends (Wray, 2002). 
As much as there are efforts towards enhancing inclusiveness, Kamere (2004) notes that educational planners and examination bodies see no value in trying to alter, change or modify examination to suit the needs for students with disabilities. To him, educational planners feel these changes do not add any value or make any impact on performance, performance or learning, but would instead be time consuming, expensive, very involving and are of no real benefit. In South Africa, a policy related to giving extra time during practical and examinations was created (Biko, 2009), and one of the points of this Policy was to empower the learning organizations to give facilities for learners with a wide scope of disabilities. The learners who have disabilities which require either substitute strategies for undertaking assessments and/or potentially additional time are given. What's more, Wolanin and Steel (2004) argue that learners having disability likewise really need more opportunity for self-care, every-day living and academic assignments than their companions without disability. 
More so, the level of difference in academic performance among pupils with physical disability and regular pupils in inclusive schools is an indicator of the effectiveness of the adaptability in a particular inclusive school. However, whether or not a school is effective depends on the type of the learner going to the schools (intake) and the nature of the school at large. A school’s intake can substantially affect the pupil’s results notwithstanding the effect associated with the pupil’s individual ability and degree of the disability.
Inclusive education concern isn't just dealing with the individuals who need care that is affectionate but is also concerned in dealing with those without handicaps so they are not influenced by exceptional children’s participation. To investigate this issue, a few researches have been carried out the majority of which have brought about favour when it comes to inclusivity in education. In light of a pre-test post-test design of research, Sharpe et al. (1994) as referred to in Suleymanov (2014) assessed the impact of being taught in an inclusive classroom on academic achievement of learners without exceptional requirements in USA. Two groups of pupils were investigated upon by the researchers. One of them included learners with disability and the other didn't. The discoveries showed that there were no extraordinary contrasts between the two groups. 
Also, the findings of another investigation in USA by Affleck et al. (1988) in Suleymanov (2014) arrived at resolution that there were no tremendous contrasts between the academic performance of two groups of learners who took part in non-inclusive and inclusive classes separately. Additionally, Schleien et al. (1994) as cited in Suleymanov (2014) assessed academic performance basing on more explicit areas, general science. The researcher focused on the effect of children participation that have disabilities that are severe on other learners. The results favoured inclusivity showing that learners who did not have disability gained measurably significant headway in learning concepts of environmental education. 
Conclusively, meta-investigation of the assessment into the impact of schools together with teachers on learners  academic performance was carried out by Marazano (2000) and cited in Sakarneh and Nair (2014) which discovered that learners’ academic performance was affected by three principle factors: those identifying with the school, those identifying with the educator and those identifying with the learner where the school level components represent 7% and the educator level variables represent 13%, while the learners’ factors account 80% in general. These three elements were likewise the focal point of this research.
[bookmark: _Toc117768705]2.13 Physical Facilities and Academic Performance in Inclusive Public Primary Schools for the Pupils with Physical Disability
The ecological level which is the most basic is the microsystem. It is the immediate transient and setting where the kid interfaces with the environment. The school physical facilities among other structures are included in the microsystem. According to Fagbohunka (2017), the condition of school physical facilities critically affects learners’ effectiveness together with their academic performance. Facilities needed to foster learning that is effective in schools that are inclusive and accommodate pupils who have physical disability include: libraries, adapted dormitory facilities, adapted dining area facilities, adapted classroom facilities and disability friendly washrooms.
Physical facilities in any school are relevant in promoting smooth teaching and learning process hence impacting on academic performance of learners in efforts towards inclusive education. In support of this, a study by Hallak (1990) as cited by Akomolafe and Adesua (2016) in Nigeria identified physical facilities as the principle item that has a great contribution when it comes to academic performance in schools practicing inclusivity. The study concluded that the quality, appropriateness and adequacy of among others libraries, recreational equipment, laboratories classrooms, among others enhance performance in the school system. According to a study by Alimi et al. (2012) in Ondo State in Nigeria, the fundamental component to support a school system’s academic performance is physical facilities such as among others classrooms and libraries. In this case, basing on the focus of the study, these facilities ought to be disability friendly in order to accommodate both the regular pupils and the pupils with physical disability.
A study by Ramli and Zain (2018) in Malaysia established that by being able to have effective physical amenities, there will be more interest generally when it comes to learning prompting improvement in academic achievement. The study further noted that the state of physical facilities in Malaysia is of great concern to its students and academicians, for example, sports facilities were lacking with only a futsal and a netball court available. In a Swedish study on barriers to participation in sports, Hemmingson and Borell (2002) found out that environmental inaccessibility was the most pronounced hindrance to inclusivity in relation to activities in sporting. Moreover, the UK Disability Survey (Sport England, 2001) additionally recognized the absence of internal sports together with sports facilities that were inaccessible as a factor keeping people with disability from partaking in sports. 
In terms of the physical adjustments in the classrooms, they should be accessible by wheel chair, (Olakulehin, 2010). He adds that the furniture should be flexible enough to accommodate those in wheelchairs and accessible restrooms should be available nearby. A Malaysian Study by Ramli and Zain (2018) found out that many classrooms are small having only basic facilities such as chairs and tables. Classroom furniture, particularly desks, ought to be fitting for use by regular learners and adapted for those with physical disability. Ineffectively built or improper desks may end up leading to physical deformities of the learners like among others the spine having curvatures and chest contraction (Parnwell, 2015). 
[bookmark: _Hlk63247402]According to Kiat (2014) as cited by Maingi-Lore (2016), classrooms ought to be orchestrated in a good way so that that the pupils in this case in the inclusive classrooms easily move around and interconnect with other areas between buildings. Materials used in making pavements should be non-slippery, finishes on the floors should also be done with caution to enhance safety and toilets that are special should be established for those having disability (Kiat, 2014) as cited in Maingi-Lore (2016). The Global partnership for Education (2020) recognizes that toilets that are safe and clean at the same time aid in improving accessibility in school and further promote rates of retention. According to Heller et al. (2000), enhancement of services related to mobility may advance opportunities for learning for the learners having disability which can help them perform better academically.
Another fundamental factor in the process of teaching and learning is a library which enhances academic performance among learners in any inclusive school. The central motivation behind a school library is to make accessible to any pupil, at his or her convenience, all periodicals, books together with other materials of interest and worth to him/her though which are not given or provided to him as fundamental or supplementary course books (Parnwell, 2015). Parnwell further reiterates that numerous schools opeate without libraries and had influenced their learners’ academic performance. A study by Popoola (1989) as cited in Parnwell (2015) found that library associates with academic performance and schools with libraries that are well equipped typically keep up high academic performance. 
Another study carried out by Mungai (2015) in Kenya noted that absence of significant facilities, for example, books together with other academic materials is a significant task in the execution of inclusivity in education that is effective in many schools. Akinsanya's investigation (2010) done in Nigeria revealed that facilities like libraries were lacking which impacted on the academic performance of learners. Bodaghi and Zainab (2013) additionally did research on Libraries in Zanjan in Iran. It was discovered that that 53.8% of libraries didn't lacked ramps for easy accessibility by those with physical disability. 
Availability and status of bath and laundry areas is crucial in enhancing academic performance in inclusive schools. A study by Wachianga (2010) in Kenya concludes that proper hygiene especially in laundry and bathing areas in this case promotes academic participation.  He further notes that this is because it leads to decreased contaminations which lead to better wellbeing maintenance of learners within the schools and a learners’ academic progress altogether relies upon the wellbeing status or health of the child. This is on the grounds that it improves self-esteem thus the kid feels comfortable and at the same time confident. An absence of wash facilities that are accessible is bound to influence admissions, the rates of retention and dropout learners having disability in schools, when contrasted with those without disability (ARTH et al., 2013). Bigge et al. (2005) noted that health is based on cleanliness, elevating socialization and being accepted by others. 
Apart from wash and laundry areas, availability and status of assistive devices in inclusive schools with pupils having physical disability today appears being of great importance to the pupils with disability. These devices include among others walkers, walking sticks, walking rails for exercises, crutches and wheel chairs. Smith (2020) argues that the best wheelchair sitting position adheres to the 90-90-90 standard rule, which makes a bend of 900 at the hips, in the knees and in the ankles. According to WHO and USAID (2011) utilization of mobility gadgets sets out open doors for education as they prevent falls, injuries and further impairments.
In relation to dining areas, ADA National Network (2017) postulates that inclusive institutions should make sure that dining areas are accessible and have sufficient space for learners who use wheelchairs or other aids for mobility. A study by Tirussew and Ellena (2000) in Ethiopia as cited by Muzemil (2018) noted that accessible and adapted dining areas are one of the elements of physical accessibility. Further, Muzemil’s (2018) study in Ethiopia noted that the improvement of educational participation of students with disability is vital and pinned partially on accessibility issues. In addition, a study by Ting (2019) in Princeton found out that absence of accessible areas of eating make learners with physical disability have difficulty to be part and parcel of academic communities. 
Dormitories are another element of concern when it comes to promoting successful inclusivity of pupils having physical disability. One of the core principles to consider in designing dormitories and beds in schools that include pupils having physical disability is accessibility. Dormitories should be disability friendly in order to be accessed by learners using assistive devices. There should be ramps and pavements leading to them for easy access. Wang (2017) reiterates that the bed design as much as possible should allow learners with physical disability to consistently keep a most easy limb activity, in accordance with movement of the body function dependent on the utilization of fitting force of operation, decrease the quantity of rehashed activities to lessen the supported physical strength load (Wang, 2017).
[bookmark: _Toc492882005][bookmark: _Toc505506411][bookmark: _Toc536090077][bookmark: _Toc117768706][bookmark: _Toc415769984][bookmark: _Toc350675028]2.14 Teacher characteristics and academic performance in inclusive primary schools for the pupils with physical disability
Because of the movement towards inclusive education, educators have gotten altogether more engaged with the leaners with disability’s education. Teachers should have the option to perform various skills like: being able to act as member of the team dealing with evaluation and individualized education plan advisory groups; being creative in giving equivalent opportunities for education to all pupils, without excluding regular pupils and individualizing education of learners having physical disability and supporting for them. As indicated by European Agency for Development in Special Needs Education (EADSNE) (2010), the trademark (nature) of the educator offers more to performance of the learner than other factors, for example, size of the class, composition of the class or foundation. Reynolds (2009) as referred to by EADSNE (2010) opines that it is the information, convictions and values of the teacher that establish a powerful learning climate for all learners, making the educator a crucial impact in inclusivity in education and the advancement of the inclusive school. 
There is variation on writings and perspectives on impact of teachers' level of education on academic performance of learners. As noted by Weaver (2019), a few researchers don't acknowledge that Masters level or extra degrees acquired by instructors’ impact on performance of learners.  Miller and Roza (2012) insist that all things considered, teachers having Masters are not more effective than their partners without graduate degrees. Following a study on elementary teacher preparation in Germany, Franzkowiak (2009) as cited by EADSNE (2010) suggested that courses on introduction regarding inclusive schooling ought to be compulsory for all training teachers and masters and bachelor degrees ought to incorporate education on inclusivity. Besides, trainings on a regular basis are vital for teachers. 
Darling-Hammond and Post (2000) as cited in Weaver (2019) argue that a determining aspect in the learners’ success is teachers who are effective. They likewise referred to research carried out in Georgia, Michigan and Virginia where it was established that pupils accomplish more and prefer staying in school where their teachers in a particular subject have certificates or are enrolled in a graduate class. In an investigation by Kocakaya and Kocakaya (2014) in primary schools in Turkey, the researchists proposed there is trustworthiness in expanding expertise of teachers through additional education. Kunter et al. (2013) in Weaver (2019) focused on investigating associations between proficient capability of teachers, quality of teacher instruction and the impact of teacher practices (academic substance information, proficient convictions, motivations related to work and self-guideline) on student academic performance. It was established that results of the students were influenced by the aforementioned factors; however, general ability of the teacher academically didn't influence teaching. 
It should be remembered that inclusivity is a generally new idea. Along these lines, attitude of teachers towards inclusivity in education is a basic component in endeavours towards effective inclusivity in schools having pupils with physical disability as it creates a merit on teacher treatment towards learners and the entire process of educating and learning. As indicated by Muwana and Ostrosky (2014), this is imperative to consider in light of the fact that more experienced instructors tend to be more negative about inclusion than newly qualified teachers. It is probable consequently that training of teachers affects improving the teacher attitudes. As Hettiarachchi and Das (2014) reiterate from their investigation of educators in Sri Lanka, the absence of explicit information and preparing on methodologies in inclusive education dis-enables teachers in mainstream schools from offering support to learners with exceptional instructive necessities in their classrooms. 
A report by UNESCO (2009) on framework for inclusive education as referred to by Rishaelly (2017) uncovers that teachers' positivity in terms of attitude towards inclusivity relies firmly upon their involvement with their learners who are seen as those with disability, education of the teacher, classroom support, size of the classroom and in general responsibility of inclusive class teaching. An investigation by Peterson (1994) as cited by Gudyanga et al. (2014) found out that teachers showed positive attitude towards inclusion. The educators unequivocally upheld the conviction that the classes that were inclusive were academically superior to special classes. 
Studies propose that positive attitudes are generally established, particularly almost immediately however that in the course of the studies learners become more uncertain about inclusion practicability (Oswald & Swart, 2011). Fundamentally, educators who have a significant specialized curriculum part to their preparation are considerably more likely keep up positive perspectives about inclusion and report self-efficacy that is higher around adjusting practices of the classroom (Hettiarachchi & Das, 2014). Additionally, Malak, (2013) posited that in like manner, the more information instructors have about disabilities, the more they generally report positive feeling towards inclusivity. By and large, the higher the positivity teachers are about inclusivity during their training, the more obliging they will be in general practice (Donohue & Bornman, 2015). 
In relation to confidence of the inclusive school teachers, Donohue and Bornman (2015) note that it appears to be that educators don't accept they have the expert abilities or particular help to have the option to practice their intentions. On the side of this assertion, Nketsia and Saloviita (2013) carried out a survey on teachers in Ghana and discovered that one third only of the teachers felt totally confident about the possibilities of teaching learners with extraordinary instructive requirements. That is regardless of the way that pre-service training incorporates the idea of inclusivity in education and that overall awareness was very high. Besides, the confidence of teachers can likewise be impacted by the sorts of students they educate and like in this study a blend of the regular pupils and those with disability. Teachers tend to be affected by the students since they often want to teach learners where they can be sure with making contribution (Johnson et al., 2012). The trio further note that a lot of teachers decide to work in frameworks with higher extents of children who are minorities since they are focused on equity or in light of the fact that they accept that by teaching this group, they can add to the public great. Notwithstanding, different educators may try not to work with similar gatherings of learners, either in light of individual uneasiness or doubts that they can effectively teach them (Johnson et al., 2012).
Satisfaction of the teacher in inclusive schools is significant in guaranteeing educators keep up both a positive perspective towards inclusivity and a conviction that they can teach comprehensively. According to Emam and Mohamed (2011), a ton of studies centre around experiences in training on the grounds that there is an extremely solid connection between academic performance in inclusive schools and teachers’ satisfaction towards inclusion. In a study by Ngcobo and Muthukrishna (2011) on inclusive teachers in South Africa, educators appear to be adequately contented to make a few adaptations to the normal environment of the classroom and may even do strategy adoption to help offer additional help to those with disability. However, in a similar study on satisfaction of teachers towards inclusivity, Ananti and Nisreenand (2012) in schools in United Arab Emirate noted that teachers were dissatisfied with inclusivity. Teachers’ dissatisfaction was pegged on absence of monetary help for resources together with services in the inclusive schools.
Teaching strategies used in inclusive schools also assume an essential part in enhancing performance academically of the learners in inclusive schools. Schuelka (2018) upholds this thought by expressing that eventually, fruitful execution of inclusive education happens at the class level. This means that for many learners with physical disability, the way to achievement in their classes lies in having in place proper adaptions, facilities and alterations made to teaching and other exercises in class. Practices relating to inclusive teaching enhance academic performance of most if not all learners in an inclusive class (EASNIE, 2018; Sailor, 2015). Seemingly, teachers appear to be adequately contented to make a few alterations to the normal classrooms and may even embrace systems to help offer additional help to learners with disability, however with no consideration being paid to adjusting pedagogical methodologies this doesn't address inclusivity (Ngcobo & Muthukrishna, 2011). 
Arbeiter and Hartley (2002) believe that one of the issues adding to the problem is the overarching instructional method; the inclination for teachers in inclusive setting to utilize a teacher centred way to deal with their practices in classes though inclusivity demands that teachers utilize a child centred policy. The duo in a study carried out in Uganda, discovered that despite the fact that teachers in Uganda had the option to provide details regarding what sort of strategies could be utilized to make their classrooms further inclusive (like giving individual consideration and grouping of the leaners) these were not frequently seen being practiced.
A study by Singal (2008) in India provides caution that albeit a few teachers were seen to utilize inclusion strategies, for example, the utilization of peer mentors (where there is matching a child with disability with one without disability) their continuous conviction was that they didn't assume a particularly significant part in advancing the learning and participation of the children who had disability. Maybe, this was the duty of others, for example, parents or staffs of special units, prompting Singal to conclude that despite the fact that children who have disability were being incorporated in classes that were inclusive, it was doubtful that they were really part of the classroom.
[bookmark: _Toc117768707]2.15 Learner characteristics and academic performance of learners in inclusive schools for the pupils with physical disability
This research focused on the following learner characteristics which influence academic performance in inclusive schools: learning participation, age level of independence and degree of disability, gender and level of satisfaction. Bergmark and Westman (2018) portray participation in learning as learners being dynamic and occupied within the classroom environment; learners having an impact on educational program plan; and learners’ inclination of having a place within the community that they exist. As per Suleymanov (2014), there is reliable and close connection between engagement of the school and the academic performance of learners which shows itself in consistent participation and participation in a regular way in extra-curricular exercises. 
At the end of the day, the more the process of participation in class, the better the academic performance of the learners. Being part of instructive exercises is shown by different types of learner activities that show the ability of the learner to being attentive and having interest in being educated together with being involved in classroom activities involving learning (Suleymanov 2014). The school commitment doesn't happen in a vacuum. With the instructive exercises occurring inside classes, the school setting has an essential part in animating the learners in school as far as development and engagement is concerned. Arul (2012) discovered that there is no critical contrast in the school climate in terms of gender and medium of instruction and school performance. However, the study findings of Hanan, et. al (2015) indicated that age and gender were predictors of pupil academic achievement in schools.
Generally, in the population, contrasts in the academic performance when it comes to girls and boys are outstanding in school, by and large in favour of girls (National Centre for Education Statistics, 2005d). Contrasts likewise have also been noted among youths having disability, albeit the strength and bearing of relationship are not that consistent (Blackorby et al., 2004). Further, it is likewise certain that sexual orientation is interwoven with how disability in youths is, with boys representing a lot higher extent of some disability classifications, for example, disturbances of emotions and autism than others like impairments in regard to hearing (Marder et al., 2003). Consequently, inclusion of both sexes and disability in this research ensured their independent connections to performance in academics to be recognized. 
Degree of disability can also influence academic performance of learners with disability in inclusive settings. Blackorby et al. (2003) did a study in USA which demonstrated that nature of any learner’s disability is conjectured to represent a large part of the deviation in his or her academic achievement. Additionally, it has been noted by research that connections exist between rates of learner mobility that are high and performance is school that is poor (Rumberger 2002). Such negative connections may be associated, in any event to some extent, to the interruption and absence of congruity in learners' learning encounters, which, for learners having disabilities, may incorporate service coordination that is compromised and the likelihood of communication that is poor (Wagner et al., 2006). 
The association between level of satisfaction of learners’ academics is affected by a mix of teachers, contextual components and other learners. For instance, in an investigation by Casas et al. (2013) in Romania and Spain as cited by Jordan (2015), satisfaction with companions at school and that with cohorts didn't essentially add to the learner being satisfied with the school and further, satisfaction with the school is exceptionally identified with satisfaction with regard to teachers. These discoveries propose that satisfaction of the teachers is firmly identified with satisfaction with inclusive school, which demonstrates it could affect academic performance. Schools having better environments for working for the teachers had more prominent performance of learners than schools with working environments that were poor for the teachers (Johnson et al., 2012). In a study by Jordan (2015) in America on satisfaction in mainstream schools, learners seemed to encounter undeniable degrees of school satisfaction inside school settings. Research participants in the two groups (those with disability and regular students) portrayed building up significant friendships and by and large, learners in each setting communicated feeling esteemed by their peers and teachers.
[bookmark: _Toc492882010][bookmark: _Toc505506416][bookmark: _Toc536090081][bookmark: _Toc117768708]2.16 Summary
It is evident from the literature reviewed that Inclusive schools are microcosms of the diverse society in which people live. Due to the focus of the study, emphasis was put on the system of the inclusive schools which includes physical facilities, the teacher characteristics and the learner characteristics. Consequently, the study sought after answering how, because of what qualities, and in what contexts do teachers, learners and physical facilities in the inclusive schools under study make difference in the performance academically of regular pupils and learners having physical disability in the selected inclusive public primary schools in Western Kenya.
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CHAPTER THREE
[bookmark: _Toc415769992][bookmark: _Toc350675037][bookmark: _Toc304193706][bookmark: _Toc492882012][bookmark: _Toc505506418][bookmark: _Toc536090083][bookmark: _Toc117768710][bookmark: _Toc304193707][bookmark: _Toc289337336][bookmark: _Toc273351508][bookmark: _Toc258395373][bookmark: _Toc244068031]RESEARCH DESIGN AND METHODOLOGY
3.1 [bookmark: _Toc415769993][bookmark: _Toc350675038][bookmark: _Toc492882013][bookmark: _Toc505506419][bookmark: _Toc536090084][bookmark: _Toc117768711]Introduction
[bookmark: _Toc244068032][bookmark: _Toc258395374][bookmark: _Toc273351509][bookmark: _Toc289337337][bookmark: _Toc304193708][bookmark: _Toc350675039][bookmark: _Toc415769994]This chapter presents a detailed description of the study’s research paradigm, design of the study, the study population and location, sample and sampling techniques used, research instruments and data collection procedures, the validity and reliability of the instruments, trustworthiness of qualitative data generation instrument, methods of data analysis and ethical considerations.
[bookmark: _Toc492882014][bookmark: _Toc505506420][bookmark: _Toc536090085][bookmark: _Toc117768712]3.2 Research Paradigm
[bookmark: _Hlk53510946]Research paradigm is the arrangement of abstract perspectives on knowledge and the way toward making that knowledge, which gives foundation to the whole plan and what the researcher thinks about the findings (Ong'ondo & Jwan, 2014). It comprises the abstract convictions and principles which shape how a researcher views the world, and how s/he decrypts and acts inside that world (Kivunja & Kuyini, 2017). 
[bookmark: _Hlk53511049]A pragmatic approach was adopted by the researcher. Feilzer (2010) notes that pragmatism, when viewed as an alternative paradigm, evades the combative issues of reality and truth, acknowledges, logically, that there are both multiple and singular real factors that are available to inquiry empirically and arranges itself toward tackling practical issues in reality. Furthermore, Creswell and Plano (2011) opine that the pragmatism focus is on the research consequences, on the essential significance of the asked questions as opposed to the strategies, and on the utilization of various techniques of collection of data to inform the issues under investigation. 
Accordingly, it is pluralistic and consequently pointed towards practice and what works. This approach was embraced dependent on the way that it permits both qualitative and quantitative techniques to be utilized in a given research study. It allows for complementing and addressing the qualities and shortcomings of qualitative and quantitative hence the researcher is able to show the variety of perspectives in relation to the topic, eventually offering more context and depiction. 
In this context, both qualitative and quantitative approaches were employed. Creswell and Plano (2018) argue that blended strategy incorporates at any rate one quantitative technique which is intended to collect numbers and one qualitative method which is intended to collect words. According to Brierley (2017), one of the proposed benefits of pragmatism is that it can defeat the weaknesses that may arise when only one method is utilized. 
Qualitative research has to do with collecting data in narrative form to gain understanding of the phenomena of interest while quantitative research has to do with collecting of data in numerical form in order to understand how variables affect each other (Leedy & Ormod 2014). For instance, Creswell and Creswel (2018) express that researcher who are go the qualitative way gather and give rich, thick and nuanced depictions of experiences of the participants together with interpretations while quantitative researchers report significant correlations that are statistical between variables. The researcher adopted qualitative approach particularly to seek understanding of the context or setting in which experiences occur. In this case, the experiences are in terms of realities behind the determinants of academic performance in inclusive schools. 
[bookmark: _Toc472076770][bookmark: _Toc487024721][bookmark: _Toc446511372][bookmark: _Toc446511597][bookmark: _Toc446512088][bookmark: _Toc446513288][bookmark: _Toc447020688][bookmark: _Toc450125796][bookmark: _Toc450289351][bookmark: _Toc450375751][bookmark: _Toc451880734][bookmark: _Toc452456485][bookmark: _Toc452618840][bookmark: _Toc452643823][bookmark: _Toc452644042][bookmark: _Toc453057809][bookmark: _Toc453532079][bookmark: _Toc466726108]Quantitative research underscores on measurements that are objective and mathematical, statistical or numerical data analysis which is collected using tools such as questionnaires (Babbie, 2010). Therefore, the researcher was at one point focusing on gathering numerical data in order to explore enhance triangulation. This numbers in the study were majorly used with the hope that they would yield an unbiased result.
[bookmark: _Toc415769995][bookmark: _Toc492882016][bookmark: _Toc505506422][bookmark: _Toc536090087][bookmark: _Toc117768713]3.3 Research Design
[bookmark: _Toc446511375][bookmark: _Toc446511600][bookmark: _Toc446512091][bookmark: _Toc446513291][bookmark: _Toc447020691][bookmark: _Toc450125799][bookmark: _Toc450289354][bookmark: _Toc450375754][bookmark: _Toc451880737][bookmark: _Toc452456488][bookmark: _Toc452618843][bookmark: _Toc452643826][bookmark: _Toc452644045][bookmark: _Toc453057812][bookmark: _Toc453532082][bookmark: _Toc466726111][bookmark: _Toc472076773][bookmark: _Toc487024724][bookmark: _Toc492501993][bookmark: _Toc492502322][bookmark: _Toc492550695][bookmark: _Toc492874331][bookmark: _Toc492881560][bookmark: _Toc492882017][bookmark: _Toc505424900][bookmark: _Toc505506423][bookmark: _Toc524784062][bookmark: _Toc536090088][bookmark: _Toc536449781][bookmark: _Toc16171010][bookmark: _Toc16248717][bookmark: _Toc16250094][bookmark: _Hlk53511600]As indicated by Creswell (2014), designs in research are sorts of quantitative, qualitative or mixed methods techniques which give directions that are specific in a research design. Leedy and Ormrod (2015) note that a design in research is able to offer the plan utilized to gather and do data analysis. What's more, Saunders et al. (2016) affirm that a design in research is the overall research plan. It constitutes of clear goals, recognizes the sources from which information will be collected, and clarifies ethical issues together with constraints in research. The choice of the research design and approach was directed by the objectives of the study and philosophical establishment of this study. 
[bookmark: _Hlk53511218]As much as there are different kinds of mixed method designs, this research study was based on the convergent parallel mixed method design. This design involves the researcher converging or merging both quantitative and qualitative data to give an extensive analysis regarding the study problem (Creswell, 2014). Accordingly, the researcher gathered the two types of data at generally similar time and afterward did data interpretation of both during the interpretation of the overall results. 
Figure 3.1 is a sketch chart indicating the convergent model and how the analysis of both quantitative and qualitative data was done by the researcher. As affirmed by Creswell and Creswell (2018), in using convergent approach, the two sets of data are is gathered simultaneously, analysed independently and afterward merging is done.
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Source: Creswell & Creswell (2018)
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[bookmark: _Toc304193710][bookmark: _Toc289337339][bookmark: _Toc273351511][bookmark: _Toc258395375][bookmark: _Toc350675040]The study was carried out in Western Kenya formerly known as Western Province of Kenya. This region borders Uganda, Trans-Nzoia, Uasin Gishu, Kisumu and Siaya. It is found on latitude of 0° 37.1654' N and longitude 34° 41.1391'. The total population is about 4.883 million persons as of 2019 decennial census. Based on the constitution of Kenya of 2010, the region comprises of four counties namely: Vihiga, Bungoma, Kakamega and Busia from which the inclusive schools under study were selected from (See appendix K and L). 
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[bookmark: _Hlk53513654]A study population refers to the entirety of things or items which a researcher is interested in studying (Yaya, 2014). According to Mugenda (2011), any set involving all components in the universe that are of interest is a study population. It includes objects, people or things which provide samples for tests, for instance a populace of books or learners, professors or presidents. Education records in Western region indicate presence of five inclusive primary schools that are registered and offer inclusivity of pupils having physical disability. The study population of the teachers in the inclusive schools was 70 where 29 were male and 41 were female as illustrated in table 3.1. Further, there were a total of 431 pupils who were having physical disability in all of the inclusive schools under study of which 241 were female and 190 were male. This is illustrated in table 3.2. They also formed the study population. Also, 974 regular pupils formed the population of study (see table 3.3). Therefore, the total study population was 1,474 respondents.
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[bookmark: _Toc117768844]3.7 Data Collection Instruments
[bookmark: _Toc304193716][bookmark: _Toc350675045]Quantitative data was gathered using questionnaires while qualitative data was gathered using observation guides. The researcher used the two methods (observations and questionnaires) to facilitate performance of data triangulation to add forte to the study and increase the validity. 
[bookmark: _Toc415770034][bookmark: _Toc492882106][bookmark: _Toc505506491][bookmark: _Toc117768845]3.7.1 Questionnaires
[bookmark: _Hlk53516084][bookmark: _Hlk53516173]According to Sincero (2012), questionnaires usually ask questions that elicit ideas and behaviours, preferences, traits, attitudes and facts and therefore enabled the researcher to collect data within a shorter time since most of the information can easily be described in writing. Questionnaire techniques provide a relatively cheap, quick and efficient way of obtaining large amounts of information from a large sample of people (McLeod, 2014). The questionnaires composed of mainly close ended items which were administered to the teachers, regular pupils and pupils with physical disability with the help of a research assistant (see appendices D, E and F). The questionnaires were used in answering questions on objective three and four.
[bookmark: _Toc492882107][bookmark: _Toc505506492][bookmark: _Toc117768846]3.7.1.1 Questionnaire for the Teachers
The questionnaire for the teachers covered objective three of this study. It consisted of the part I which was the background of the participants, part II for assessing teaching strategies used, part III for assessing attitude of the teachers towards inclusion and part IV for assessing the level of satisfaction of the teachers in regard to the inclusive conditions (see appendix D). The background part of this questionnaire sought to find out details related to academic qualification, level of confidence of the teachers in teaching pupils with physical disability and the teachers’ training in SNE. 
The instrument used in determining teaching strategies used was adopted from The Classroom Observation Scale (COS). The COS is used to measure teachers’ instructional behaviours (Stanovich & Jordan, 1998). The COS was developed from a synthesis of effective teaching skills published in 1992 by Englert, Tarrant and Mariage as a series of teacher self-rating checklists (McGhie-Richmond et al., 2007). The trio further opine that the COS items span the spectrum of teaching behaviors from classroom organization and time management to engaging students in one-to-one dialogical interactions, such as responsive questioning and elaborating student responses.
Part II of the questionnaire has 20 items regarding teaching strategies. These items were symbolised as TSQ 1 up to TSQ 20 in relation to the item numbers. Part III has 20 items which also were denoted as TAIQ 1 up to TAIQ 20 corresponding to the item numbers. Part IV has 14 items. These items were symbolised as TSLQ 1 up to TSLQ 14 in consistence with the item numbers. The Teachers’ Attitudes toward Inclusion Scale was customised from one developed by Sharma (2012). The scale for measuring the satisfaction of teachers with inclusivity was developed from review of existing literature with a specific focus on published reviews together with consultation and discussion with the supervisors of this thesis. The close ended items in the teachers’ questionnaire were administered in Likert-type scale. The respondents responded by circling an already provided option.
[bookmark: _Toc117768847][bookmark: _Toc492882108][bookmark: _Toc505506493][bookmark: _Toc415770035][bookmark: _Toc350675046]3.7.1.2 Questionnaire for the Pupils 
The questionnaires for the pupils with physical disability and regular pupils consisted of two sections (see appendices E and F). These questionnaires’ covered objectives one and four of this study. The questionnaire’s background section consisted of 3 items that sought to find out the age of the pupils, gender and their scores in regard to the start of the term exam that they did. This scale was developed the same way the teachers’ scale used in determining their satisfaction with inclusivity was developed as already discussed. The second section sought information of their level of satisfaction in regard to inclusive conditions provided. This part had 14 items in each of the questionnaires which were denoted as PDSLQ 1 up to PDSLQ 14 for the pupils with disability questionnaire and RPSLQ 1 up to RPSLQ 14 for the regular pupils’ questionnaire which were in regard to the item numbers in the questionnaires. 
[bookmark: _Toc492882109][bookmark: _Toc505506494][bookmark: _Toc117768848]3.7.2 Observation Checklist
[bookmark: _Hlk53516288]According to McLeod (2015), observation involves sorting information by way of investigators own direct observation without asking from the respondent. Naturalistic observation was used which McLeod affirms as a method that involves studying the spontaneous behaviour of participants in natural surrounding and the researcher simply records what they see in whatever way they can. There were three observation guides used in this study. One was used for analysing teaching methods, the second for pupils with physical disabilities’ characteristics and the last one for observing physical facilities.
A Classroom Observation Scale for the teaching methods contained 28 items grouped in four categories: classroom environment (7 items), time management (6 items), lesson presentation (9 items) and adapted instruction (6 items) (see appendix A). This scale was adopted from The Classroom Observation Scale (COS) as already discussed. Observers rated teachers’ general teaching style in regard to all pupils and teachers’ adapted instruction with those with physical disability. These two scales were a measure of adaptive instruction which indicates whether a teacher meets the needs of individual pupils, a measure that reflects the level of inclusive and adaptive practices of the classroom teacher. 
The second section which the researcher observed was the learners’ characteristics. This checklist contained three items which are learning participation, level of independence and degree of the physical disability (see appendix B). The third observation checklist was for analysis of the physical facilities. This checklist contained eight items: Bath and laundry areas, library facilities, washroom facilities, dormitory facilities, assistive aids, sports structures, pavements and eating area facilities (see appendix C). Items developed under appendix C and D were based on the researcher’s experience, the literature reviewed and the theoretical framework used in the study. The reliability of the observation guide was determined by carrying out the inter-observer reliability test where two observers carried out observation in a pilot study and the conclusions compared. The observation schedule was used in relation to objective two, three and four.
[bookmark: _Toc492882110][bookmark: _Toc505506495][bookmark: _Toc117768849][bookmark: _Toc304193718][bookmark: _Toc289337343][bookmark: _Toc273351515][bookmark: _Toc271559705][bookmark: _Toc415770037][bookmark: _Toc350675047]3.8 Scoring of the Instruments
In relation to scoring of the instruments, there were two questionnaires which were of Likert scale. Each item in the questionnaire for the teachers measuring teachers’ attitude towards inclusion had five choices of which the respondents were to choose only one choice. The choices to be chosen from included: Strongly Agree, Agree, Undecided, Disagree and Strongly Disagree. The choices were scored as follows: Strongly Agree = 1, Agree = 2, Undecided =3, Disagree = 4, Strongly Disagree = 5. The minimum score was 20 (twenty) and the maximum score was 100 (one hundred). Positive attitude was implied by scores of between 20-52, ambivalent was 53-68 while negative attitude was implied by scores between 69-100. Therefore, for all the likert scale scores, the study used the following terms: Negative attitude towards inclusion, Ambivalent attitude towards inclusion and Positive attitudes towards inclusion. The ambivalent group was adopted to take care of the middle group.
The mode of scoring was used in measuring the teaching strategies used by the teachers was on a four-point scale with twenty items. The choices to be chosen from were: extremely concerned, very concerned, a little concerned and not at all concerned. These choices were scored as follows: extremely concerned=1, very concerned=2, a little concerned=3 and not at all concerned=4. The minimum score was 20 (twenty) and the maximum score was 80 (eighty). In terms of the categorization, positive was 20-44, ambivalent was 45-56 and negative was 57-80. In measuring the level of satisfaction of the teachers in regard to inclusive conditions in schools, there were 14 items measured on a five-point scale of: Strongly Agree, Agree, Undecided, Disagree and Strongly Disagree. The minimum score was 14 (fourteen) and the maximum score was 70 (seventy). In terms of categorization, positive satisfaction was implied by scores between 14-36, ambivalent 37-48, and negative or low satisfaction 49-70. The scoring procedure for satisfaction level of the pupils with disability and the regular pupils in regard to inclusive school conditions was the same as that of the teachers as already discussed.
For the observation checklists, the scoring procedure for the teaching strategies was on a two-point scale: absent=0 and present= 1. For class environment, the range was from 0-7 where poor was implied by 0-2, average by 3-5 and good by 6-7. For time management, the range was from 0-6 where 0-2 implied poor, 3-4 implied average and 5-6 implied good. In terms of lesson presentation, the range was from 0-9 where 0-3 implied poor, 4-6 implied average and 7-9 implied good. There was another observation checklist for the pupils’ characteristics which had a range of 3-9 with 3-5 indicating poor, 6-7 indicating average and 8-9 indicating good. For the physical facilities, the range of scoring was between 0-8. Poor was implied by scores between 0-3, average was 4-5 and good was between 6-8. The overall scores ranged from 0-28. Thus 0-9 implied poor teaching strategies, 10-19 average and 20-28 good teaching strategies.
[bookmark: _Hlk55811446]Lastly, the instrument for measuring academic performance was scored in such a way that overall scores ranged from 0-500. This implied that 0-200 indicated low academic performance; 201-300 indicated average academic performance while 301-500 indicated high academic performance. Each of the five subjects (Mathematics, English, Kiswahili, Social studies and religious education) was scored at 100%. The raw scores were standardised since the learners in different inclusive schools took different tests. The raw scores were converted into T-scores using the following formula:
T-score= where; = raw score, = mean score for each class and =standard deviation for each class. 
[bookmark: _Toc492882111][bookmark: _Toc505506496][bookmark: _Toc117768850][bookmark: _Toc415770038][bookmark: _Toc415765844][bookmark: _Toc414359655][bookmark: _Toc414288406][bookmark: _Toc369166781][bookmark: _Toc368302699][bookmark: _Toc367908225][bookmark: _Toc363383859][bookmark: _Toc362945183][bookmark: _Toc359528969][bookmark: _Toc356561894][bookmark: _Toc350675048][bookmark: _Toc350674749][bookmark: _Toc350673459][bookmark: _Toc350596411][bookmark: _Hlk53516879]3.9 Validity of the Questionnaire
[bookmark: _Toc308609026][bookmark: _Toc304193719][bookmark: _Toc289337344][bookmark: _Toc273351516][bookmark: _Toc271559706]According to Brains and Manheim (2011), the validity of a measuring tool is the degree to which the tool measures what it claims to measure. In other words, there should be an agreement between what the test measures and the function it is intended to measure. Types of validity discussed here were: Content validity, criterion related validity and construct validity.
Content validity refers to the extent to which a measure represents all facets of a given construct (Wilson et al., 2012). This is considered a subjective form of measurement because it still relies on people’s perception for measuring constructs that would otherwise be difficult to measure. Content validation of the instrument was determined through expert judgment which involved discussing the items in the instruments with the supervisors and colleagues.
[bookmark: _Toc308609028]Criterion-related validity is the extent to which a measure is related to an outcome meaning it measures how well one measure predicts an outcome for another measure (Taherdoost, 2016). From this perspective, the key to validity is the empirical association between test scores and scores on the relevant criterion variable. Criterion-related validity was determined through expert inspection method by the supervisors and were satisfied that it reflected the criterion. 
Construct validity of the questionnaire is the extent to which a test measures the intended construct (Polit & Beck, 2012). This generally means that for an instrument to have construct validity, measurements must justify or support the existence of psychological traits, abilities or attributes or is the degree to which an instrument measures the trait or theoretical construct that it is intended to measure. 
[bookmark: _Toc415770039][bookmark: _Toc350675049][bookmark: _Toc492882112][bookmark: _Toc505506497][bookmark: _Toc117768851]3.10 Reliability of the Questionnaire
Reliability refers to exact replicability of the processes and the results. An instrument is considered reliable when it is able to elicit the same responses each time it is administered. Reliability is the overall consistency of a measure (Eisinga et al., 2012). They further assert that any random influence that tends to make the measurement different from occasion to occasion is a source of error unless the differences are such that they maximize systematic variance. Therefore, reliability is concerned with precision and accuracy. 
Reliability of the questionnaire was determined by computing two forms of tests: Cronbach’s alpha reliability test to check for internal consistency and the test-retest test to check for stability of the questionnaire. Internal consistency describes the extent to which all the items in a test measure the same concept or construct and hence it is connected to the inter-relatedness of the items within the test (Mohsen & Reg, 2011). Cronbach’s alpha reliability coefficient normally ranges between 0 and 1 where the closer Cronbach’s alpha coefficient is to 1.0, the greater the internal consistency of the items in the scale (Ibid, 2011). 

Based upon the formula  where k is the number of items considered and r is the mean of the inter-item correlations, the size of alpha is determined by both the number of items in the scale and the mean inter-item correlations. On the other hand, the test-retest reliability is a measure of reliability obtained by administering the same test twice over a period of time to a group of individuals (Colin & Julie, 2006). The scores from Time 1 and Time 2 were then correlated in order to evaluate the test for stability over time. 
[bookmark: _Toc304193720][bookmark: _Toc289337345][bookmark: _Toc273351517][bookmark: _Toc258395379][bookmark: _Toc75691261]George and Mallery (2003) provide the following rules of thumb: r ≥ .9 – Excellent, .9 > r ≥ .8 – Good, .8 > r ≥ .7 – Acceptable, .7 > r ≥ .6 – Questionable, .6 > r ≥ .5 – Poor and r < .5 – Unacceptable.  It should also be noted that an alpha of .8 is probably a reasonable goal (Ibid, 2003).  In addition, Mugenda and Mugenda (2003) note that a coefficient of 0.80 or more will imply that there is a high degree of reliability of the data. A pilot study therefore was conducted in Kisumu East in Kenya in two inclusive schools for the pupils with physical disability to obtain data for assessing the reliability coefficient of the research instruments. The indices obtained were as shown in table 3.7. After piloting, reliability indices were compared against the ideal values recommended by Mugenda and Mugenda (2003) and George and Mallery (2003) and found within the acceptable range, thus the questionnaires were confirmed to be reliable. 
[bookmark: _Toc115964125][bookmark: _Toc116001782][bookmark: _Toc117768852][bookmark: _Toc75691262][bookmark: _Toc115964126][bookmark: _Toc116001783]Table 3.7: Reliability Coefficient Indices
	
	Reliability Evidence

	Instrument 
	Internal Consistency
	Stability

	Teaching Strategies Questionnaire
	0.87
	0.84

	Teacher Attitude Towards Inclusion Questionnaire
	0.81
	0.83

	Teacher Satisfaction with Inclusion Questionnaire
	0.86
	0.82

	Pupils with Physical Disability Questionnaire
	0.85
	0.80

	Regular Pupils Questionnaire
	0.83
	0.84


[bookmark: _Toc434805536][bookmark: _Toc492882113][bookmark: _Toc505506498][bookmark: _Hlk65755918][bookmark: _Toc415770040]
[bookmark: _Toc117768853]3.11 Trustworthiness of the Observation Checklists
In the qualitative data generation instruments, the study employed observation checklists. Four elements which comprise the original trustworthiness framework that the study adopted were: credibility (truth), dependability (consistency), transferability (applicability) and confirmability (neutrality).
According to Anney (2014), credibility is defined as the confidence that can be placed in the truth of the research findings. The credibility criterion involves establishing that the results of qualitative research are credible or believable from the perspective of the participant in the research. In order to enhance credibility, the researcher spent considerable time in the field to thoroughly understand participant perspectives and to offset the researcher’s own. Also, member-checking was used where selected participants were asked to review the findings or preliminary analysis to assess whether those findings reflect what they expressed to the researcher in relation to their application of the effective teaching strategies in classrooms. However, member checking is a process which must be carefully applied (Polit & Beck, 2011) as some expert hint that the practice may corrupt the data.  
Transferability refers is concerned with the extent to which the findings from the study could apply to other contexts and settings (Lemon & Hayes, 2020). They further opine that it replaces the concept of external validity and generalizability. To achieve transferability the researcher made use of ‘Thick description’. Thick or rich description is a detailed and thorough description of details, the setting, and quotes from participants in the research when making observations and interpretations during data collection (Tenny et al., 2020). According to Billups (2014), this practice allows the researcher to evaluate comparable transferability of the same circumstance of people, place, and phenomenon under similar conditions, with similar participants.
Dependability substitutes reliability and asserts that findings are distinctive to a specific time and place and the consistency of explanations are present across the data (Lemon & Hayes, 2020). Ensuring that the same research process generates the same essential findings often depends on external audits; these audits are an important strategy for feedback, to assess the truthfulness of preliminary findings (Miles et al., 2014). Therefore, the researcher asked colleagues with knowledge in special needs education to review all the research procedures and findings. The researcher also worked closely with the supervisors during the data analysis and reporting process to ensure subsequent acceptance of the findings. This generation of alternate perspectives on the study aimed at developing ‘truthfulness’.  
Confirmability refers is neutrality of researcher in interpreting findings; findings being free from bias, including social-desirability bias, which can be inherent since researchers design and execute tools (Nyirenda et al., 2020). Confirmability was reached at through reflexive journal or practice. This entailed outlining detailed procedural records maintained by the researcher. According to Anney (2014), it involves reflexive documents kept by the researcher in order to reflect on, tentatively interpret, and plan data collection. The researcher kept a reflexive journal, which includes all events that happened in the field and personal reflections in relation to the study. This blueprint was accessible to an external researcher so s/he can attempt replication; if a study can be replicated with similar results, confirmability is strengthened. 
[bookmark: _Toc415770041][bookmark: _Toc350675050][bookmark: _Toc492882114][bookmark: _Toc505506499][bookmark: _Toc117768854]3.12 Administration of the Research Instruments
Before the researcher embarked on the collection of data, permission to carry out the study was sought from the school of education, Department of Educational Psychology of Moi University. After that, a research authorization letter (see appendix K) and a research permit see appendix L) were obtained from the National Commission of Science, Technology and Innovation and were presented to the County Directors of education within Western region of Kenya where the inclusive schools under study are located. Through the County Directors of Education, the head teachers of the schools in which research was carried out were informed of the presence of the researcher in the county. 
Dates for the researcher to collect the data were booked by the researcher. The head teachers introduced the researcher to the teachers and the pupils prior to collection of data. The participants filled the questionnaires at a time that was convenient so as not to disrupt the school routine.
[bookmark: _Toc415770042][bookmark: _Toc492882115][bookmark: _Toc505506500][bookmark: _Toc117768855]3.13 Ethical Considerations
[bookmark: _Hlk53517511]Before the onset of data collection in each of the selected inclusive schools, as earlier stated, the researcher got permission from the National Commission for Science, technology and Information to conduct the study. Further, the following safeguards were employed to protect the informant’s rights before the study as cited in Creswell and Creswell (2018): Firstly, was the issue of voluntary participation and informed consent. The research objectives were articulated verbally and in writing so that they are clearly understood by the informant including a description of how data was to be used. The informants were informed of all data collection devices and activities. 
During the actual study, consent was sought from respondents (See appendix I and J). The consent process ensured that individuals are voluntarily participating in the research with full knowledge of relevant risks and benefits (APA, 2020). Another ethical issue that was considered was confidentiality. This ensured that only the researcher and his assistant could be able to identify the responses of the individual participants at the same time preventing anyone outside the project from connecting individual participants to their responses. During the study, the researcher used a camera in taking photographs of some of the observations made. Before taking of the photographs, the researcher talked to the respondents and informed them that he will consider covering their faces for anonymity and enhance privacy. Further, to control Hawthorne’s effect on the use of the camera, the researcher used a hidden camera. There were no school names to be reflected on the questionnaires (See appendix D, E and F) except the numbering for identification of data during data editing. 
In addition, caution was taken in relation to avoiding discrimination of the pupils with physical disability. As stated by the American Psychologists Association (APA, 2010), it was more correct for the researcher to refer to the pupils as “Pupils with physical disability". In fact, the APA states that;
“Avoid language that objectifies a person by her or his condition (e.g., autistic, neurotic), that uses pictorial metaphors (e.g., wheelchair bound or confined to a wheelchair), that uses excessive and negative labels (e.g., AIDS victim, brain damaged), or that can be regarded as a slur (e.g., cripple, invalid). Instead, preference should be on use people-first language, and do not focus on the individual's disabling or chronic condition (e.g., person with paraplegia, youth with autism). Also use people-first language to describe groups of people with disabilities. For instance, say people with intellectual disabilities in contrast to the retarded...” (APA, 2010, p. 76).
Further, the researcher did not refer to the pupils with physical disability as patients or cases as such terms are patronizing and offensive. After the study and analysis of the data, the researcher debriefed the respondents. This involved conversational sessions that revolve around the sharing and examination of information the researcher had in order for the respondents to verify the authenticity of the information. The researcher will keep research records secure for future reference generally for about 3-5 years after completion of the research as postulated by Kiaritha (2020).
[bookmark: _Toc415770043][bookmark: _Toc492882116][bookmark: _Toc505506501][bookmark: _Toc117768856]3.14 Data Analysis and Presentation
As already stated, this study used a mix of qualitative and quantitative data generation instruments. In analysis of the qualitative data, the following steps were followed as discussed by Schoenbach (2004): The first step was Data Transcription: this involved representation of audible and visual data into written form. Here, the researcher made judgments about what level of detail to choose. This involved the researcher and his assistant putting together all the information that had been gathered by the qualitative data generation tools and sieving through in order to accommodate only relevant information.
Secondly, Data Coding was done. Coding involves looking for similar words or phrases in qualitative data, sorting and categorizing the phrases into themes. This is done in order to reduce a large volume of raw data into homogeneous groups (themes) to get meaningful relationship (Ndaita, 2013). The third step was Interpreting and generalizing data from themes. After coding, data was presented under respective themes based on the study parameters. Last but not least, qualitative analysed data was presented using narratives and themes.
On the other hand, quantitative data was generated using the questionnaires. Ader and Mellenbergh (2008) identify the following steps in analysis of quantitative data of which the researcher adopted: data cleaning, data coding, data presentation and data interpretation and discussion. Data Cleaning involved going through collected data to remove ambiguous elements. Data Coding was then done. Coding refers to the process of assigning numerals or other symbols to answers so that responses can be put into a limited number of categories (Connelly, 2000). The questionnaire used was of the Likert type hence analysis was done by tallying the score for each individual item in the questionnaire.
Thirdly was data presentation. Quantitative data was presented using tables and figures. Presentation involved use of descriptive statistics such as frequencies, percentages and means. Lastly, data was then interpreted and discussed based on the key findings of the study. The chi square was used to test the null hypotheses at 0.05 α-level of significance. Table 3.8 gives the procedure of analysing data as per the research objectives.
[bookmark: _Toc63151369][bookmark: _Toc75689138][bookmark: _Toc75691267][bookmark: _Toc115964131][bookmark: _Toc116001788][bookmark: _Toc18602774][bookmark: _Toc18602923][bookmark: _Toc18603181][bookmark: _Toc18603329][bookmark: _Toc18603674][bookmark: _Toc21902312][bookmark: _Toc21904110][bookmark: _Toc21957057][bookmark: _Toc40046387][bookmark: _Toc40200697][bookmark: _Toc40202564][bookmark: _Toc40203300][bookmark: _Toc40268119][bookmark: _Toc117768857][bookmark: _Toc63151370][bookmark: _Toc75689139][bookmark: _Toc75691268][bookmark: _Toc115964132][bookmark: _Toc116001789]Table 3.8: Procedure for Analysing Data
	Objective
	Variables
	Data analysing Method

	To compare academic performance of pupils of pupils with physical disability and regular pupils in inclusive primary schools for the pupils with physical disability.
	Regular pupils and pupils with physical disability (IV)
Academic performance (DV)
	Means, standard deviation and t-test


	
To examine the influence of physical facilities on academic performance of pupils with physical disability in inclusive primary schools
	
Physical facilities (IV)
Academic performance (DV)
	
Frequencies, 
Means

	
To determine the influence of teacher characteristics on academic performance in inclusive primary schools for the pupils with physical disability.
	
Teacher characteristics (IV)
Academic performance (DV)
	
Frequencies, Means

	
To explore the influence of learners’ characteristics on academic performance in inclusive primary schools for the pupils with physical disability.
	
Learners’ characteristics (IV)
Academic performance (DV)
	
Means, Frequencies and chi-square




[bookmark: _Toc117768858]3.16 Summary
In this chapter, the paradigm of the study, the study design, the study area, methodology and statistical procedures used in analysing data obtained have been described. In the next chapter, four, data presentation, analysis, interpretation of data and discussion of the findings are presented.


[bookmark: _Toc82281498][bookmark: _Toc107113967][bookmark: _Toc107120005][bookmark: _Toc248107465][bookmark: _Toc262233399][bookmark: _Toc308609034][bookmark: _Toc117768859]
CHAPTER FOUR
[bookmark: _Toc117768860]DATA PRESENTATION, ANALYSIS, INTERPRETATION AND DISCUSSION
[bookmark: _Toc82281499][bookmark: _Toc107113968][bookmark: _Toc107120006][bookmark: _Toc248107466][bookmark: _Toc262233400][bookmark: _Toc308609035][bookmark: _Toc117768861]4.1 Overview
This chapter presents an analysis of the data collected in this study, presentation of the data and interpretation of the findings of the study. The presentation of the results is organized according the specific themes and research questions that the research set to find out with regard to determinants of academic performance of regular learners and learners with disability in inclusive public primary school settings in Western Kenya. 
It is also important to note that data analysis was done to find out whether variables on teacher and pupil characteristics have significant relationships on academic performance in inclusive schools for the pupils with physical disability. The overall hypotheses on the pupils’ characteristics were tested for significance. The results are presented in table form. At the end of the chapter, a summary of the findings is given. For there to be realization of academic performance, there must be interplay of teacher characteristics, learners’ characteristics and the physical facilities available. This is what formed the focus of this study as discussed herein.
[bookmark: _Toc117768862][bookmark: _Toc492882117]4.2 Demographic Characteristics
The researcher analyzed the demographic characteristics of the respondents in order to provide a holistic view and an in-depth understanding of the nature of the target population. It should be noted that all the questionnaires that were issued by the researcher were returned therefore making the response rate to be 100%. The demographic analysis of the respondents was done in terms of gender of both pupils and teachers and academic qualification of the teacher. The study established that 42.3% of the pupils who participated in the study were male while 57.7% were female, a clear indication that more girls with physical disability were enrolled in schools compared to boys. 
The total number of pupils with physical disability who participated in the study was 52. The study further revealed that 36.9% of the teachers who participated in the study were male while female teachers accounted for 63.1% of the respondents. It is therefore clear that more female teachers were actively involved in the teaching of learners with physical disability compared to their male counterparts. The study further established that 15.4% of the teachers had certificates, 41.5% had Diplomas, 30.8% had Degrees while only 12.3% of the teachers had post-graduate degrees. From the findings of the study, majority of teachers are of Diploma level of education. The distribution of respondents according to their gender and academic qualification is illustrated on table 4.1. 


[bookmark: _Toc63151376][bookmark: _Toc75689145][bookmark: _Toc75691274][bookmark: _Toc115964138][bookmark: _Toc116001795][bookmark: _Toc518770193][bookmark: _Toc524784187][bookmark: _Toc536449906][bookmark: _Toc16171135][bookmark: _Toc16250219][bookmark: _Toc40079847][bookmark: _Toc117768863][bookmark: _Toc63151377][bookmark: _Toc75689146][bookmark: _Toc75691275][bookmark: _Toc115964139][bookmark: _Toc116001796]Table 4.1: Demographic Characteristics of the Respondents
	
Characteristics 
	
Frequency
	
Percent
	
Valid Percent
	Cumulative Percent

	Gender of the pupils 
	Male
Female 
Total 
	22
20
52
	42.3
57.7
100.0
	42.3
57.7
100.0
	42.3
100.0


	Age of the pupils with disability (in years)
	12-13
14-15
16- above
Total 
	17
23
12
52
	32.7
44.2
23.1
100.0
	32.7
44.2
23.1
100.0
	32.7
76.9
100.0


	Age of the regular pupils (in years)
	12-13
14-15
16- above
Total 
	37
23
13
73
	50.7
31.5
17.8
100.0
	50.7
31.5
17.8
100.0
	50.7
82.2
100.0


	Highest level of Education of teachers
	Certificate
	10
	15.4
	15.4
	15.4

	
	Diploma
	27
	41.5
	41.5
	56.9

	
	Degree
	20
	30.8
	30.8
	87.7

	
	Post graduate degree
	8
	12.3
	12.3
	100.0

	
	Total
	65
	100.0
	100.0
	

	Gender 
of teachers 
	Male
	24
	36.9
	36.9
	36.9

	
	Female
	41
	63.1
	63.1
	100.0

	
	Total
	65
	100.0
	100.0
	


[bookmark: _Toc16171136][bookmark: _Toc16248843][bookmark: _Toc16250220][bookmark: _Toc29210488][bookmark: _Toc40079848][bookmark: _Toc63067915][bookmark: _Toc63151378][bookmark: _Toc66280776][bookmark: _Toc69460954][bookmark: _Toc75689147][bookmark: _Toc75691276][bookmark: _Toc115964140][bookmark: _Toc116001797][bookmark: _Toc117768864]From table 4.1, it was further established that (76.9%) of the pupils were between the ages of 14- 15 years while those above the age of 16 recorded the lowest number at 12 (23.1%). Most of the pupils above the age of 16 were associated with multiple disabilities which may have delayed their progress in the primary education system. For the regular pupils, it was established that the majority of the pupils (50.7) were between the ages of 12-13 years. Just like the pupils with disability, the age of 16 years and above recorded the lowest number of participants at 12.3%.
[bookmark: _Toc117768865][bookmark: _Hlk59023086]4.3 Comparison of Academic Performance between Regular Learners and Learners with Physical Disability in Inclusive Schools
The first objective of this study was to determine the academic performance of the regular learners and those with physical disability. As already mentioned in chapter three of this thesis, the overall scale on which academic performance was measured ranged from 0-500. This means that scores between 0-200 indicated low academic performance, scores between 201-300 indicated average academic performance and scores between 301-500 indicated high academic performance. The scores for the academic performance of the regular pupils and those with disability were computed and compared. The mean scores and the standard deviations are as shown in table 4.2. 
[bookmark: _Toc63151380][bookmark: _Toc75689149][bookmark: _Toc75691278][bookmark: _Toc115964142][bookmark: _Toc116001799][bookmark: _Toc117768866][bookmark: _Toc40079850][bookmark: _Toc63151381][bookmark: _Toc75689150][bookmark: _Toc75691279][bookmark: _Toc115964143][bookmark: _Toc116001800]Table 4.2: Mean Difference of Academic Performance of Learners in Inclusive  
[bookmark: _Toc117768867][bookmark: _Toc40079851]                  Schools
	Learners 
	Gender of the pupils
	
N
	
Mean
	Std. Deviation

	Regular learners
	Male
	39
	194.87
	.647

	
	Female
	34
	223.53
	.923

	
	Total
	73
	208.22
	.795

	Learners with Disability
	Male
	22
	159.09
	.73414

	
	Female
	30
	156.67
	.56832

	
	Total
	52	
	157.69
	.63697

	Total
	
	125
	182.96
	



Table 4.2 presents results of one-sample statistics and it indicates that the mean score for the regular pupils was 208.22. In terms of gender of regular pupil’s, male pupils had a mean score of 194.87 while female pupils had a mean score of 223.53. On the other hand, the mean score for pupils with disability was 157.69. In terms of gender of pupils with disability, male pupils had a mean score of 159.09 while female pupils had mean score of 156.67. This means that the regular pupils had a higher academic performance than the pupils with disability. The standard deviation for the regular pupils was 0.79501 and for the pupils with disability was 0.63697. The overall mean score was 182.96. 
Consequently, a t-test was carried out to determine if there was a significant difference in the academic performance of the regular pupils and those with physical disability and the results are as indicated in table 4.3.
[bookmark: _Toc63151382][bookmark: _Toc75689151][bookmark: _Toc75691280][bookmark: _Toc115964144][bookmark: _Toc116001801][bookmark: _Toc117768868][bookmark: _Toc63151383][bookmark: _Toc75689152][bookmark: _Toc75691281][bookmark: _Toc115964145][bookmark: _Toc116001802]Table 4.3: T-test of Mean Difference in Academic Performance of Learners in 
[bookmark: _Toc117768869]                   Inclusive Schools
	
	Paired Differences
	t
	Df
	Sig. (2-tailed)

	
	Mean
	Std. Deviation
	Std. Error Mean
	95% Confidence Interval of the Difference
	
	
	

	
	
	
	
	Lower
	Upper
	
	
	

	Pair 1
	Regular - Disability
	.50000
	.77964
	.10812
	.28295
	.71705
	4.625
	51
	.000



[bookmark: _Toc112831987][bookmark: _Toc112831988]From table 4.3, it was noted that the Sig (2-Tailed) value was 0.000 which is less than 0.05 hence it was concluded that there was a statistically significant difference between mean score of regular pupils and that of pupils with disability. These findings are similar to those of a study cited by Dyson et al. (2004) which investigated two groups of pupils, one which consisted of children with special needs and the other did not. The findings demonstrated that there were no great differences between the two groups. As much as there was a significant difference in academic performance between the pupils with disability and the regular pupils, Affleck et al. (1988) as cited in Dyson et al. (2004) refuted this claim and came to a conclusion that there were no huge differences between the performance of two groups of pupils who attended inclusive classrooms. This is quite dissimilar to the findings of this study. 
[bookmark: _Toc536449973]According to the results in tables 4.2 and 4.3, the performance of pupils in inclusive schools is low basing on their average mean score of 182.96. However, it can be noted that the academic performance of the regular pupils is average. The girls’ academic performance was average but the boys had low academic performance. On the other hand, the pupils with disability have low academic performance. This may mean therefore that as much as the children with disability are in an inclusive setting, they are not benefitting from the program. This scenario may be speculated on teacher characteristics, nature and characteristics of the environment and learners’ characteristics which end up affecting their academic performance as discussed in this chapter. 
[bookmark: _Toc117768870]4.4 Influence of Physical Facilities on Pupils with Physical Disability’s Academic Performance in Inclusive Schools for the Pupils with Physical Disability
[bookmark: _Toc63067922][bookmark: _Toc63151385][bookmark: _Toc66280783][bookmark: _Toc69460961][bookmark: _Toc518770236][bookmark: _Toc524777604][bookmark: _Toc524784216][bookmark: _Toc536090269][bookmark: _Toc536449975][bookmark: _Toc16171138][bookmark: _Toc16248845][bookmark: _Toc16250222][bookmark: _Toc29210490][bookmark: _Toc40079853][bookmark: _Toc75689154][bookmark: _Toc75691283][bookmark: _Toc115964147][bookmark: _Toc116001804][bookmark: _Toc117768871]Physical facilities are critical to social functioning with direct impact on education of the pupils with physical disability. When physical facilities are inaccessible to any social group, that group is at risk of social exclusion, unable to participate in and contribute to society (Agarwal & Steele, 2016). Physical facilities are critical, as it is the means by which other services are accessed including education. Without universally accessible physical facilities, it will exclude pupils living with disabilities, marginalising them and breaching their human rights. The facilities examined in this study included Washroom facilities, bath and laundry areas, assistive devices, library facilities, dining facilities, dormitory facilities, sports structures and pavements. The following sub-section is a presentation of data regarding these variables that were examined. 
[bookmark: _Toc117768872]4.4.1 Washroom Facilities 
When it comes to washroom facilities, pupils with disability have different needs in relation to using them. Some pupils need assistance with hygiene and wiping, while others need physical support to sit on the facility and others raise themselves up after they have finished using it. This depends on severity of the physical disability. From observation, the researcher noted the presence of adapted washroom facilities to support pupils with disability in the schools. As illustrated in plates 4.1 and 4.2, varied types of washroom facilities were observed. There are those with complete adaptation for use by pupils with severe physical adaptation, pit latrines and the ordinary flash latrines for use by those who can manage. 
[bookmark: _Toc63151387][bookmark: _Toc75689156][bookmark: _Toc75691285][bookmark: _Toc115964149][bookmark: _Toc116001806][bookmark: _Toc524784218][bookmark: _Toc536449977][bookmark: _Toc16250224][bookmark: _Toc40079855][bookmark: _Toc117768873][bookmark: _Toc63151388][bookmark: _Toc75689157][bookmark: _Toc75691286][bookmark: _Toc115964150][bookmark: _Toc116001807]Plate 4.1: Adapted Toilet 
[image: IMG-20180116-WA0016]
All the schools involved in the study had adapted washroom facilities although the degree of adaptation varied. Only two schools had at least three toilets for each gender with complete adaptation as indicated in plate 4.1. From the photo, the toilet is raised for easy use. There are holding rails on the sides especially for the pupils using wheel chairs to be able to adjust themselves. On the other hand, most of the schools have ordinary flash toilets and pit latrines which are accessible though not well adapted for the pupils with severe physical disability as exemplified in plate 4.2.
[bookmark: _Hlk61263771]According to Bronenbrenner (1979), the environment where the mutual influence occurs affects children’s behavior and development. The microsystem (which is any immediate setting in which the child is a regular participant) in this case includes the toilets. Washroom facilities need to be easily accessible and adapted to enable pupils especially those with disability to be comfortable and concentrate on the academics also without worries.
[bookmark: _Toc63151389][bookmark: _Toc75689158][bookmark: _Toc75691287][bookmark: _Toc115964151][bookmark: _Toc116001808][bookmark: _Toc524784219][bookmark: _Toc536449978][bookmark: _Toc16250225][bookmark: _Toc40079856][bookmark: _Toc117768874][bookmark: _Toc63151390][bookmark: _Toc75689159][bookmark: _Toc75691288][bookmark: _Toc115964152][bookmark: _Toc116001809]Plate 4.2: Un-adapted Adapted Toilet 
[image: IMG_20171012_081815]
From plate 4.2, the facility has wide doors which are even accessible with a wheel chair or a walker. However, the toilet is not raised nor does it have holding rails. With adapted facilities, aadditional measures of accessibility which ought to have been provided are providing more space and grab bars to ease transfer to and from the toilet seat, including enough room for a caregiver if necessary. However, as it is the case with plate 4.2, such facilities may not be able to fit a wheelchair, and transferring between the wheelchair and the toilet seat may pose a challenge. 
[bookmark: _Hlk75686306]The Americans with Disability Act of 2010 provides that the standard height of toilet bowl should be 17 inches (430 mm) at a minimum when measured from the floor to the top of the toilet seat. In relation to this study, lack of access to clean toilets poses a huge barrier to education, equality, and safety for children. The Global partnership for Education (2020) recognizes that clean and safe toilets can help improve access to school and increase retention rates. Therefore, it can be said that the lower academic performance of the pupils with disability as compared to the regular learners can be attributed to such facilities as un-adapted washroom facilities. A lack of access to proper toileting facilities poses a barrier to education as children may develop hygiene-related diseases. Proper washroom facilities can help stop the spread of many diseases and parasites such as diarrhoea aiding pupils to focus on academics.
[bookmark: _Toc117768875]4.4.2 Bath and Laundry Areas 
Another area that the study focused on was the availability and status of bath and laundry areas. It was established that only one of the inclusive schools had an area set aside for laundry. However, the area was heaped with unused beds and chairs and therefore quite unhygienic (see plate 4.3). Further, the raised floor for washing has been raised to a comparatively higher level which might be uncomfortable for use especially for learners who are using wheel chairs. Water points for drawing water were a distance away from the areas which may be a likely reason as to why pupils do not use the area. The other four inclusive schools did not have any specific section set aside for laundry especially for the pupils with disability. The pupils queue with others when fetching water from the taps. However, there were two schools which had a program for cleaning the clothes for the pupils with severe disability who could not be able to do so.
[bookmark: _Toc63151392][bookmark: _Toc75689161][bookmark: _Toc75691290][bookmark: _Toc524784221][bookmark: _Toc536449980][bookmark: _Toc16250227][bookmark: _Toc40079858][bookmark: _Toc115964154]

[bookmark: _Toc116001811][bookmark: _Toc117768876][bookmark: _Toc116001812]Plate 4.3: Un-adapted Laundry Area
[image: IMG_20171012_081743]
A study by Wachianga (2010) concludes that proper hygiene especially in laundry and bathing areas in this case promotes academic participation.  This is because it leads to reduced infections which lead to better health maintenance of the child at school. For the child to gain and discover new learning experiences, the child must actively be involved in the learning process which entirely depends on the health status of the child. This is because it builds self-esteem hence the child feels confident and comfortable.
In relation to the bath areas, four of the schools have adapted them according to the needs of the pupils with physical disability. For instance, one of the schools has an adapted chair (see plate 4.4) on which learners with severe disability sit on while having a bath or they are bathed by the matron if they cannot manage. The legs of the chair have been cut short for easy accommodation.


[bookmark: _Toc116001813][bookmark: _Toc117768877][bookmark: _Toc116001814]Plate 4.4: Bath Area with Adapted Seat
[image: IMG_20171012_120429]
A lack of accessible wash facilities is more likely to affect admissions, retention and dropout rates of children with disabilities in schools and vocational training institutions, when compared to those without disability (ARTH et al., 2013). A study by Bigge et al. (2005) observed that hygiene maintains health, promotes socialization and acceptability to others. These could in turn improve things like group work involvement of the child for better academic performance. This can therefore mean that wash facilities are crucial for academic performance and might be one of the reasons as to why pupils with physical disability’s academic performance is low.
[bookmark: _Toc117768878]4.4.3 Assistive Aids
Learners with disability require assistive devices in order for them to carry out their daily activities. In fact, access to assistive technology is a precondition for achieving equal opportunities, enjoying human rights and living in dignity. Such aids include among others walkers, walking sticks, walking rails for exercises, crutches and wheel chairs. Although all schools had such aids, it was established that they are not adequate. Further, for those that are there especially wheelchairs, some are faulty or not well adapted to meet the needs of the learners. For instance, Smith (2020) argues that the ideal wheelchair sitting position follows the 90-90-90 rule, which creates a 90-degree bend in the hips, a 90-degree bend in the knees and a 90-degree bend in the ankles. The user should sit all the way back in the seat, with their buttocks making contact with the wheelchair back. Knees should be in line with the hips, and not above or below and the thighs should be parallel to the ground. Wheelchairs need to be highly customized for the pupils with disability needs. Such customizations include installation of a writing table for writing activities for the pupil using it. Plate 4.5 shows an example of a wheelchair that was observed in one of the inclusive schools.
[bookmark: _Toc63151397][bookmark: _Toc75689166][bookmark: _Toc75691295][bookmark: _Toc115964159][bookmark: _Toc116001816][bookmark: _Toc524784224][bookmark: _Toc536449983][bookmark: _Toc16250230][bookmark: _Toc40079861][bookmark: _Toc117768879][bookmark: _Toc63151398][bookmark: _Toc75689167][bookmark: _Toc75691296][bookmark: _Toc115964160][bookmark: _Toc116001817]Plate 4.5: Un-adapted Wheel Chair
[image: IMG_20171012_090807]
The wheelchair in plate 4.5 exemplifies a wheelchair with is faulty to some extent. It does not have footrests so the learner has to hang the legs when using it. Further, because of lack of a table for use, the learner has to leave it aside and use the normal desks that the regular pupils are using. This might be tedious and time wasting. Appropriate wheelchairs enhance comfortability which impacts in concentration in learning and outside classroom activities thus promoting academic performance. USAID and WHO (2011) supports this notion by opining that the use of mobility devices, such as wheelchairs in particular, creates opportunities for education as they prevent falls, injuries and further impairments.
Another assistive device that was observed was the rails. Out of the five schools, two schools had walking rails fixed. These rails are important in exercising the muscles to make them stronger for mobility purposes as can be seen in plate 4.6. It was noted that they were well positioned in special rooms and could be accessed by all the pupils that required its services though like the one in plate 4.6, some were bent. Inclusive education scholars such as Mittler (2012) and Ainscow et al., (2011) conceptualize the task of inclusion as being that which identifies and removes barriers to participation in education. Such barriers include inappropriate facilities like faulty rails. 
The creation and maintenance of facilities go hand in hand with ensuring that they are usable throughout their lifespan. For example, a facility should be under proper supervision, thereby also reducing risks of vandalism and non-functioning equipment (World Health Organization & World Bank, 2011). Faulty equipment like those discussed interferes with the learning process as the student might not be comfortable. Interference with the learning process affects academic performance.
[bookmark: _Toc63151399][bookmark: _Toc75689168][bookmark: _Toc75691297][bookmark: _Toc115964161][bookmark: _Toc116001818][bookmark: _Toc524784226][bookmark: _Toc536449984][bookmark: _Toc16250231][bookmark: _Toc40079863][bookmark: _Toc117768880][bookmark: _Toc63151400][bookmark: _Toc75689169][bookmark: _Toc75691298][bookmark: _Toc115964162][bookmark: _Toc116001819]Plate 4.6: Walking Rails
[bookmark: _Toc524684440][bookmark: _Toc524777613][bookmark: _Toc524784225][bookmark: _Toc40079862][bookmark: _Toc63067931][bookmark: _Toc63151401][bookmark: _Toc66280799][bookmark: _Toc69460977][bookmark: _Toc75689170][bookmark: _Toc75691299][bookmark: _Toc115964163][bookmark: _Toc116001820][bookmark: _Toc117768881][image: IMG_20171012_121042]
[bookmark: _Toc117768882]4.4.4 Library Facilities
Libraries have been tasked to provide inclusive library services in order to accommodate all library users. This calls for libraries to ensure that physical structures, resources and services meet the needs of all users regardless of one’s condition and ability (Majinge & Stilwell, 2013). Library users with physical disability require special, convenient access to library services as compared to library users who are ‘able-bodied’. It was established that all the schools did not have any library facilities. Rather, there are just book stores where the books are kept. This is shown in plate 4.7. Only two of the schools had. This means that learners do all their reading from their classrooms.
Ideally, libraries ought to be accessible both by pupils with disability and the regular pupils with accessible books which are clearly accessible and labelled in shelves enhance learning and increase learner’s success by allowing the pupils to explore the knowledge independently as well as providing for repetition where necessary. There is need for provision of tables and chairs for the library users in order for them to utilize the literacy materials. However, such furniture should be accommodative of the needs of the pupils with physical disability and the regular pupils. The lack of modern library facilities in the schools visited maybe due to the high cost of instructional materials for learners with special education needs and also lack of adequate funds to build them. This in turn makes access to all inclusive education services a challenge as they compete unfavourably with regular learners. 
[bookmark: _Toc63151403][bookmark: _Toc75689172][bookmark: _Toc75691301][bookmark: _Toc115964165][bookmark: _Toc116001822][bookmark: _Toc117768883][bookmark: _Toc524784228][bookmark: _Toc536449986][bookmark: _Toc16250233][bookmark: _Toc40079865]Plate 4.7: Example of Book Store Available
[image: IMG_20171012_081055]
[bookmark: _Hlk61262503]The findings of this study coincide with the findings of another study carried out by Mungai (2015) which concluded that lack of relevant facilities such as books and other academic materials is a major challenge in the implementation of effective inclusive education in many schools. This could be one of the causes as to why the pupils with physical disability might be lagging behind in terms of their academic performance. This is also in agreement with a study by Akinsanya (2010) to determine the influence of differential distribution and utilization of human resources on students’ performance in state-owned and federal schools in Ogun State, Nigeria. The study found that physical facilities like libraries were inadequate which influenced students’ performance. Bodaghi and Zainab (2013) also conducted a study in on Libraries in Zanjan in Iran where findings revealed that 53.8% of the libraries did not provide ramps for easy accessibility by those with physical disability which is the same case with this study’s findings. This could be due to low budgets which are provided to institutions from government and lack of policies to guide inclusive services in the inclusive schools.
[bookmark: _Toc117768884]4.4.5 Dining Facilities 
The major consideration in planning for an inclusive school for the pupils with physical disability is the provision of sufficient space for children in wheelchairs. According to ADA National Network (2017), inclusive institutions should make sure that dining areas are accessible and there is enough clear space for students using wheelchairs and other mobility aids. The seating areas also ought to be accessible for wheelchair users. Further, the eating tables should be accessible with table-top surface not being higher than 34 inches above the floor and clear space underneath of at least 27 inches high for wheelchair users to get their feet and knees under the table. Further, temporary seating set up for special events should also include accessible tables. Chairs can be removed, where needed, to accommodate people who remain in their own wheelchairs or scooters for dining. The tops of tables or counters for self-serve items should not be higher than 36 inches above the floor. 
However, the researcher found out that there were no special adaptations to accommodate the learners with disability in the dining areas. There are ‘ordinary’ tables in all the schools which were not in line with recommendations like those of ADA National (2017). However, the benches and the tables have been put at a lower level in order to necessitate the use by those with disability. Further, the spaces between the facilities are adequate for movement within the premises as indicated in plate 4.8.
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However, it was noted that the serving point in one of the inclusive schools was too high to be accessed by pupils with severe disabilities who were using wheel chairs (see plate 4.9) and yet they could not be served at the tables directly. It was noted that the affected pupils have to plead with their peers to help them to get food from the counters. The frustrations could be seen as they try to access the points with struggle. For the regular pupils, these facilities were accessible and did not have a problem with utilizing them. 
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[bookmark: _Toc63067940][bookmark: _Toc63151412][bookmark: _Toc66280810][bookmark: _Toc69460988][bookmark: _Toc75689181][bookmark: _Toc75691310][bookmark: _Toc115964174][bookmark: _Toc116001831][bookmark: _Toc117768889]Notably, the dining hall furniture should be planned to suit the needs of the children it will serve. Like in this case, the counters and tables were not easily accessible to learners in wheelchairs. Tables were not ranging in height to accommodate pre-school children to older learners. This means the number of children in each age range was not considered in determining the number of tables and chairs of each height. At least, the dining areas should be designed to include some space for storage of standard supplies such as plates, special spoons, knives and forks for the pupils with disability. This scenario was not witnessed in any of the inclusive schools. 
A study by Tirussew and Ellena (2000) in Muzemil (2018) noted that accessible and adapted dining areas are one of the elements of physical accessibility. However, they assert that this basic condition was not adequately met. These findings concur with the ones of this study. Further, Muzemil (2018) notes that the improvement of educational participation of students with disability is vital and pinned partially on accessibility issues. It can be concluded that a lack of society awareness of the inclusion issues that students with and without disabilities may face in inclusive settings may be the cause of the current dining situations which in turn affects negatively the academic performance of learners with disability as they may not be comfortable. According to a study by Ting (2019) at Princeton, the lack of accessibility to eating areas makes it more difficult for students with physical disabilities to integrate into some academic communities. This means that it has a direct effect on academic performance.
[bookmark: _Toc117768890]4.4.6 Dormitory Facilities
Pupils with physical disability are a particular group that requires special care and attention when it comes to dormitory accommodations. Accessibility is the primary principle that should be followed in designing the dormitories. The design should be committed to the elimination of all obstacles, dangerous goods and fully establish the barrier-free design concept, to use wheelchairs and crutches. Based on this, the bed design as much as possible should allow learners with physical disability to always maintain a most effortless limb operation action, in line with the body movement function based on the use of appropriate operating force; reduce the number of repeated actions to reduce the sustained physical strength load (Wang, 2017). The care of students with physical disabilities should also be concentrated in the comfort of bed design so that users feel comfortable, considerate and thoughtful. Also, beds and mattress design should be ergonomic especially mattress design to meet the curve of the back of the body, with the most appropriate softness to help students with disabilities to achieve a comfortable lying position. 
The researcher through observation noted that although some of the requirements had been met, there were barriers that still need attention. For instance, the researcher observed the absence of low-lying beds in the dormitory of most of the schools. The beds above the lower ones are used by the ‘normal’ pupils and those with mild physical disability. It was also noted that some of the beds were closely set such that there was not enough space for movement especially for the pupils with disability using wheel chairs and walkers for movement. This means that the aspect of accessibility was not taken into consideration. This is indicated in plate 4.10. This may be due to the less dormitory facilities that have been built by the schools probably due to lack of enough resources. Also, it might be due to lack of awareness on the specifics when it comes to designing dormitories and beds in inclusive settings. However, it should be noted that the regular pupils could easily access the bed facilities and therefore might not have problems with using them.
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In two of the inclusive schools, there was a section with low-lying beds which could easily be used by those with limb malformations. The Convention on the Rights of the Child of 1989 is the first legally binding international instrument to incorporate the full range of human rights such as cultural and social rights. Article 23 states that children who have any kind of disability have the right to special care and support, as well as all the rights in the Convention, so that they can live full and independent lives. However, the recommendations of this provision are seemingly not followed in some inclusive schools. This is evidenced by the un-adapted beds which might not be accessible by pupils with physical disability hence have to depend on the others in order to access them (see plate 4.10).
[bookmark: _Toc117768892]4.4.7 Sports Structures                                                             
Article 31 of the UN Convention on the Rights of the Child recognizes the right of the child to rest and leisure, to engage in play and recreational activities appropriate to the age of the child. Ideally, inclusive schools need to provide a platform for variety of sports to accommodate both the regular and pupils with physical disability. The sports need to be modified from regular versions of the sport, to meet the needs of players’ ages, size, abilities, skills and experiences such touch football. Adapted sports should meet the needs of pupils with disability. Lowering nets like in volleyball and badminton are some of the adaptations that can be made (Handicap International, 2013). 
This study established that all the schools have play grounds with accessible facilities especially for those with physical disability. It was also observed that only one of the schools had adapted games. This inhibits full inclusion as the pupils with disability do not feel part of the school community. Some of the equipment such as swings were faulty which require repair as shown in plate 4.11. Further, as much as the equipment were there like adapted playfields in one on the schools, still they are not enough to accommodate all learners. Most of the facilities were best fitted for the regular pupils alone. However, being inclusive schools, there is need to ensure that the sport facilities should enhance socialization with the pupils with physical disability in order to foster togetherness and team work which culminates into classwork hence academic performance.
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In plate 4.11, the swing facility has no swing rope probably because of misuse or negligence. Therefore, the pupils lack the services of this play equipment. It can also be noted that the grounds leading to the equipment have not been levelised for easy access for those using wheelchairs. As much as the regular pupils might also want to use the equipment, still they cannot because it is not complete. Sports are crucial in enhancing academic performance. Sports can help reduce the stigma and discrimination associated with disability because it can transform the regular learners’ attitudes about those with disabilities by highlighting their skills and reducing the tendency to see the disability instead of the person. According to Handicap International (2013), inclusive sports can teach children key values such as honesty, teamwork, fair play, respect for themselves and others, discipline, and adherence to rules. 
[bookmark: _Hlk61258121][bookmark: _Toc40079876][bookmark: _Toc63067946][bookmark: _Toc63151420][bookmark: _Toc66280818][bookmark: _Toc69460996][bookmark: _Toc75689189][bookmark: _Toc75691318][bookmark: _Toc115964182][bookmark: _Toc116001839][bookmark: _Toc117768894]In a Swedish study on barriers to participation in sports, Hemmingson and Borell (2002) noted that the inaccessibility of the environment was found to be the greatest barrier to inclusion in sporting activities. In addition, the UK Disability Survey (Sport England, 2001) also identified the lack of local and inaccessible sports facilities as a factor preventing persons with disabilities from participating in sports. This is similar to the findings of this study. It is important to note that through sports, learners without disabilities interact with those with disabilities in a positive context forcing them to reshape assumptions about what persons with disabilities can and cannot do. This enhances collaboration which has a reflection in raising morale all round including academic performance.
[bookmark: _Toc117768895]4.4.8 Pavements
All pavements shall be smooth, devoid of non-slip materials and shall have a firm level surface suitable for walking and wheeling. It is important to note that irregular surfaces such as cobble stones, coarsely exposed aggregate concrete and bricks often cause bumpy rides. The researcher observed that three of the schools do not have pavements and therefore pupils with physical disability are forced to use ordinary paths as shown on the plate 4.12 herein. The study found that the absence of pavements in some high pupil traffic areas, discontinuity of pavements and pavement obstructing objects like potholes were key factors that reduced the ease with which pupils with disability use pavements on the school compound.  
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As evidenced in plate 4.12, the pupil in the photo is being pushed through an open ground without any pavements by a colleague. Such grounds are uneven and prone to accidents at times. Also, in case of weather changes like in rainy reasons, it makes places inaccessible due to the muddy surface. The researcher also noted that two of the schools had constructed pavements although could not cover every area probably due to inadequate resources. As pictured in plate 4.13, a learner with physical disability is trying to walk through the area without a pavement area in order to access a classroom. As indicated earlier, such incidences may cause accidents to the learners with disability. 
A study by Heller et al. (2000) noted that enhancement of mobility services can promote learning opportunities for learners with physical disabilities which can help them perform better academically. This could be due to the fact that provision of mobility services such as provision of standard pavements alleviates most of the students’ mobility problems that may affect their academic participation. For example, difficulty in sitting and controlling body muscles as exemplified in plate 4.13 can greatly interfere with manipulation of writing materials. It is important that services should be provided to the pupils to enhance their academic performance.
[bookmark: _Toc63151424][bookmark: _Toc75689193][bookmark: _Toc75691322][bookmark: _Toc116001843][bookmark: _Toc524784242][bookmark: _Toc536449997][bookmark: _Toc16250244][bookmark: _Toc40079880][bookmark: _Toc117768897][bookmark: _Toc63151425][bookmark: _Toc75689194][bookmark: _Toc75691323][bookmark: _Toc116001844]Plate 4.13: A Pupil Crossing through an Un-adapted Area
[image: IMG-20180116-WA0018]
Although, as illustrated on the photo above, such a school has a pavement that is worn out and does not have proper exits. The surface can be observed as being rough probably because of lack of proper maintenance that is why there is even grass growing on the pavement. According to a study by Wachianga (2010) on impact of mobility services of learners with disability and their academic performance, it was revealed that the mobility services made learning more effective which enhanced academic performance. The study further stated that students were able to reach their classes easily and began lessons in time. This could be interpreted to mean that mobility services improved speed of movement, sitting, positioning and shifting positions in class. This in turn reduces stress in the learners enhancing their concentration in the class delivery hence academic performance. Research has demonstrated relationships between high rates of student mobility and poor school performance (Demie, 2002). These negative relationships may relate, at least in part, to the disruption and lack of continuity in learners’ learning experiences, which, for learners with disabilities, may include compromised service coordination and the potential for poor communication. Therefore, it may be concluded that some of the reasons as to why pupils with physical disability have low academic performance in the inclusive schools as compared to the regular learners might be stemming from mobility problems.
From the findings on influence of physical facilities on academic performance of pupils with physical disability, it can be said that all the physical facilities influenced academic performance either directly or indirectly. This is because the observation made noted inadequacy of the physical facilities such as pavements and lack of proper adaptability of some of the physical facilities such as sports facilities and dormitory facilities.
[bookmark: _Toc117768899]4.5 Influence of Teachers’ Characteristics on Academic Performance of Learners in Inclusive Schools for the Pupils with Physical Disability
The third objective of this study sought to establish influence of teachers’ characteristics on academic performance of learners in inclusive schools. Those characteristics that were examined include: Confidence level, level of satisfaction, teaching strategies and attitude. The following sub-section presents the results obtained from the data obtained.
[bookmark: _Toc117768900][bookmark: _Hlk59011399]4.5.1 Confidence Level among Teachers in Inclusive Schools
The study established that the level of confidence among teachers is not uniform for all teachers who participated in the study. As illustrated in Fig 4.1, 13.85% of teachers rated their confidence to be very high while 24.62 rated their confidence to be high. Also, 27.69% of the teachers rated their confidence level as average, 23.08% rated their confidence level as low while the remaining 10.77% rated their confidence level to be very low. This shows that less than half of the teachers have high confidence in themselves. When the overall index of the level of confidence was computed, it was found to be 2.92 implying ambivalent level of confidence. The teachers rating in terms of confidence level is illustrated in figure 4.1. 
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Generally, it can be concluded that most of the teachers had average confidence level. According to Opdal et al., (2001) study, with professional trainings teachers get detailed information and necessary skills in inclusive education, and consequently get self-confidence. As already noted in table 4.1, majority of the teachers have diplomas and degrees. This seemingly may be connected to the ambivalent levels of confidence among the teachers. However, these findings are dissimilar to those of a study by Nketsia and Saloviita (2013) who surveyed inclusive school teachers in Ghana. They found that only a third felt completely confident about the prospects of teaching children with special educational needs despite the fact that pre-service training includes the concept of inclusive education. The difference might be due to lack of adequate general awareness to forefront issues related to inclusivity. 
Teachers who noted low and very low level of confidence (which constituted 34%) in regard to teaching pupils with disability in inclusive settings were asked to make suggestions as to what kind of training or content would improve their confidence. Two major things were suggested. One of the ways was that there was need for program structures to be redesigned to include separate courses whose sole purpose is to educate teachers and create awareness about theories and skills relevant to students with special needs. Secondly, it was also noted that there was need for continuous in-service training of good quality to contribute to successful inclusive education. In service training would be efficient because it enhances collaborative problem-solving with a support teacher who has expertise in including children with disabilities.
[bookmark: _Toc117768902][bookmark: _Hlk59993934]4.5.2 Teaching Strategies Used in Inclusive Classrooms
Observation on the teaching strategies was done by the researcher. There were four categories in the observation schedule that were scrutinized. These categories were: classroom environment, time management, lesson presentation and adaptive instruction in relation to pupils with physical disability. The researcher established that the computed score for the class environment was 4.0. This meant that the classroom environment was average. Generally, there was no citation of rules in responding to disruptive behavior. Some of the teachers only concentrated in the front part of the classroom and could not always position themselves strategically in all the areas of the classroom to enhance attention. Though, some of the teachers administered praise to all the pupils and the physical space arrangement was satisfactory.
It was also found that the computed score for time management was also 4.0 meaning it was average. As much as there was allocation of generous amounts of time for instruction and monitoring of transition, there was less frequency in circulation of the teachers to assist students and monitor progress. Further, it was observed that some teachers indicated no clear lesson routine that could signal a beginning and end of the lesson. Teachers could be seen trying their best to state the expectations for seatwork and transitions in advance and there was gaining and maintenance of the pupils’ attention.
Lesson presentation was another category that the researcher observed in the classrooms. It was established that the computed overall score was 7.0. This indicates that the lesson presentation techniques were good. Among other strengths, the teachers reviewed the previous lesson concepts and linked them to the lesson they were teaching. Seatwork tasks were given and the summarization of the lesson was done. However, there was lower accurate responding rate in teacher-led activities and generally, there was less active modeling and demonstration of concepts, learning strategies and procedures related to effective problem solving. 
Adaptive instruction was another item that was observed by the researcher. The computed overall index was 2.0 which was a signal of poor adaptive instruction. As much as most of the teachers reported positively in their questionnaire on adaptive instruction, observation done stated otherwise. Most of the teachers did not pay special attention to the pupil with disability in relation to checking what they were doing to ensure they were doing it well. Further, there were fewer enhancements of pupils with disability’s participation in class and there were unequal chances of participation in classroom activities. This may be attributed to the teachers being allocated less time in order to be able to accommodate well the pupils with disability in class.
The computed overall index for the teachers’ teaching strategies observation rating was found to be 17.0. When compared to the scoring procedure, it was established that the use of teaching strategies was average. In a study done by Donohue and Bornman (2015), there are still a lot of teachers who do not have the practical or theoretical knowledge base from which to design inclusive lessons. These findings are similar to those of this study. This can be evidenced by the computed overall index for adaptive instruction and classroom management skills. This is a concern as some teachers cannot fully manage an inclusive classroom despite many of them have diplomas and degrees in the field of special education. This gap might be attributed to lack of sensitization on the importance of adaptive content delivery in classrooms in order to enhance interest in learning thus fostering academic performance of the pupils. From the questionnaire that the researcher gave to the teachers, obtained results relating to the teaching strategies can be summarized as shown in table 4.4.
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	Teaching Strategies 

	
	
Extremely Concerned
	
Very Concerned
	
A Little concerned
	
Not at All concerned
	
	

	Item
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	N
	Index 

	TSQ 1
	14
	21.5%
	24
	36.9%
	6
	9.2%
	21
	32.3%
	65
	2.52

	TSQ 2
	30
	46.2%
	31
	47.7%
	3
	4.6%
	1
	1.5%
	65
	1.62

	TSQ 3
	31
	47.7%
	30
	46.2%
	3
	4.6%
	1
	1.5%
	65
	1.60

	TSQ 4
	10
	15.4%
	38
	58.5%
	14
	21.5%
	3
	4.6%
	65
	2.26

	TSQ 5
	20
	30.8%
	32
	49.2%
	9
	13.8%
	4
	6.2%
	65
	1.95

	TSQ 6
	22
	33.8%
	21
	32.3%
	18
	27.7%
	4
	6.2%
	65
	2.06

	TSQ 7
	11
	16.9%
	31
	47.7%
	17
	26.2%
	6
	9.2%
	65
	2.18

	TSQ 8
	20
	30.8%
	35
	53.8%
	9
	13.8%
	1
	1.5%
	65
	1.86

	TSQ 9
	28
	43.1%
	29
	44.6%
	6
	9.2%
	2
	3.1%
	65
	1.66

	TSQ 10
	28
	43.1%
	19
	29.2%
	11
	16.9%
	7
	10.8%
	65
	1.95

	TSQ 11
	18
	27.7%
	18
	27.7%
	15
	23.1%
	14
	21.5%
	65
	2.38

	TSQ 12
	19
	29.2%
	30
	46.2%
	14
	21.5%
	2
	3.1%
	65
	1.98

	TSQ 13
	20
	30.8%
	31
	47.7%
	13
	20.0%
	1
	1.5%
	65
	1.92

	TSQ 14
	26
	40.0%
	30
	46.2%
	7
	10.8%
	2
	3.1%
	65
	1.77

	TSQ 15
	25
	38.5%
	33
	50.8%
	3
	4.6%
	4
	6.2%
	65
	1.78

	TSQ 16
	19
	29.2%
	33
	50.8%
	9
	13.8%
	4
	6.2%
	65
	1.82

	TSQ 17
	28
	43.1%
	24
	36.9%
	8
	12.3%
	5
	7.7%
	65
	1.78

	TSQ 18
	27
	41.5%
	25
	38.5%
	8
	12.3%
	5
	7.7%
	65
	1.86

	TSQ 19
	29
	44.6%
	19
	29.2%
	11
	16.9%
	6
	9.2%
	65
	1.82

	TSQ 20
	27
	41.5%
	26
	40.0%
	8
	12.3%
	4
	6.2%
	65
	1.83

	
	Total Teaching Strategies Rating
	38.98



The overall index of the teachers rating of teaching strategies was computed from the totals of counts in results in table 4.4. The overall score was found to be 38.98 or 2.0. This therefore means that score lies under the category of positive as earlier indicated in the scoring procedure. It can be concluded that teachers believe there is adequate use of teaching strategies to enhance inclusivity in the classrooms. However, the findings through the questionnaire do not fully match what was observed as already discussed.
Studies by Donohue and Bornman (2015) and Hettiarachchi and Das (2014) conclude that inadequacy in use of teaching strategies is due to lack of preparation amongst those charged with delivering new inclusive education policies contributing towards high levels of stress experienced by teachers and leading to concerns about the practical realities of inclusion. This might be the case for the reasons for the findings especially on what was observed. It might be that inclusive school teachers are not properly prepared for the realities in their classrooms hence do not understand fully what to do and what not to do. Hence, as much as they believe their teaching strategies are okay, they are not adequate.
In support of the overall conclusion in table 4.4, the study established that 21.5% of the teachers are extremely concerned about administration of praise during lessons, 36.9% of the teachers shows that they are very concerned about administration of praise while only 9.2% of the teachers stated that they are a little concerned about administration of praises during lessons. The findings of the study show that some teachers (32.3%) are not concerned at all about administration of praises during lessons.
Rules involving respect for other members ensures that the classroom environment provides a conducive atmosphere for learners by promoting individual respect among pupils and also between teachers and the learners. The study established that 46.2% of the teachers are extremely concerned that there are rules involving respect for other members, 47.7% of the teachers are very concerned about the presence of these rules while 4.6% are a little concerned. The research further revealed that 1.5% of the teachers are not concerned at all. Prioritization of physical space arrangement gives learners enough room and space for movement around the classroom not just remain confined in one place. Additionally, it gives teaches enough space to walk around the classroom to monitor the learners and provide assistance. The research established that 47.7% of the teachers are extremely concerned about prioritization of physical space arrangement, 46.2% of the teachers revealed that they are very concerned about the physical space arrangement while 4.6% are a little concerned. It was also established that 1.5% of the teachers are not concerned at all about physical space arrangement. 
From the study, it was established that 15.4% of the teachers are extremely concerned about rules and procedures for instruction and non-instructional events, 58.5% are very concerned about the presence of these rules while 21.5% of them are a little concerned. The study also established that 4.6% of the teachers are not concerned at all about rules and procedures for instructional and non-instructional events. Disruptive behavior among learners needs to be corrected immediately so that the teachers can properly shape the character and enhance the attention of such learners. From the findings of this study, it was established that 30.8% of the teaches and extremely concerned about Citation of rules in responding to disruptive behaviors, 49.2% of the teachers are very concerned while 13.8% are a little concerned. The remaining 6.2% of the teachers are not concerned at all about citation of rules in responding to disruptive behaviors.
The study established that 33.8% of the teachers are extremely concerned about frequent scanning of the class to ensure attention, 32.3% of the teachers stated that they are very concerned with frequent scanning of the classroom to ensure attention while 27.7% of the teachers were established to be a little concerned. The study also revealed that 6.2% of the teachers are not concerned at all about scanning of the classroom. Concerning allocation of time for instructions, 16.9% of the teachers agreed that they are extremely concerned about allocation of generous amounts of time for instruction while 47.7% stated that they are very concerned about allocation of time for instructions. It was further established that 26.2% of the teachers have little concern about allocation of generous amounts of time for instruction while the remaining 9.2% are not concerned at all.  
The study established that 30.8% of the teachers are extremely concerned about monitoring of transition to ensure no time-wasting time while 53.8% of the teachers were found to be very concerned about monitoring of transaction to ensure pupils does not waste time. The study further established that 13.8% of the teachers are a little concerned while the remaining 1.5% are not concerned at all. According to the findings, 43.1% of the teachers are extremely concerned with putting efforts to gain and maintain attention of the pupils, 44.6% of the teachers are very concerned with gaining and maintaining attention of the pupils while 9.2% of the teachers are a little concerned about the same. It was further established that 3.1% of the teachers are not concerned with gaining and maintaining attention of the pupils.  
Concerning clarity of lesson routines signaling beginning and the end, 42.1% of the teachers are extremely concerned about clarity of lesson routines signaling beginning and the end while 29.2% of the teachers are very concerned. The study also established that 16.9% of the teachers are a little concerned while 10.8% of the teachers are not concerned at all about clarity of lesson routines signaling beginning and the end. As per the findings, 27.7% of the teachers are extremely concerned about review of previous day's concept, a similar percentage are very concerned about the same while 23.1% are a little concerned. It was however established that 21.5% of the teachers are not concerned at all about review of previous day's concepts. The findings also showed that 29.2% of the teachers are extremely concerned about clarity of overview of the lesson while 46.2% of the teachers a very concerned about the same. The study also revealed that 21.5% of the teachers who participated in the research are a little concerned about clarity of overview of the lesson while the remaining 3.1% are not concerned at all. 
The research further established that 30.8% of the teachers are extremely concerned about giving of seatwork tasks, 47.7% are very concerned about giving of seatwork tasks while 20.0% of the teachers are a little concerned. The study also established that 1.5% of the teachers are not concerned at all with giving of seatwork tasks, 40.0% of the teachers are extremely concerned with the frequent questions are asked in regard to the topic while 46.2% are very concerned with frequently asking questions regarding a topic, 10.8% of the teachers are a little concerned while 3.1% are not concerned at all. 
This study also revealed that 38.5% of the teachers are extremely concerned about summarization of the lesson content, 50.8% of the teachers are concerned about the same while 4.8% are a little concerned about Summarization of the lesson content. The findings also showed that 6.2% of the teachers are not concerned at all about summarization of the lesson content. From the study, it was further established that 29.2% of the teachers are extremely concerned about forecasting of the upcoming lesson, 50.8% are very concerned while 13.8% of the teachers are a little concerned. It was also established that 6.2% of the teachers are not concerned at all about forecasting of the upcoming lesson. 
The research also established that 43.1% of the teachers are extremely concerned about checking of work of pupils with disability, 36.9% are very concerned about checking of work of pupils with disability while 12.3% of the teachers are a little concerned about the same. The study also established that 7.7% of the teachers are not concerned at all about checking of work of pupils with disability. The study further established that 41.5% of the teachers are extremely concerned about telling those with disability what to do when not able, 38.5% of the teachers are very concerned about telling those with disability what to do when not able, while 12.3% of the teachers are a little concerned about telling pupils with disability what to do. The findings also showed that 7.7% are not concerned at all about telling pupils with disability what to do. 
From the findings, 44.6% of the teachers are extremely concerned about regular correction of pupils with disability, 29.2% of the teachers are very concerned about regular correction of pupils with disability while 16.9% are a little concerned. The remaining 9.2% of the teachers are not concerned at all about regular correction of pupils with disability. The research also established that 41.5% of the teachers are extremely concerned about prioritization of equal chance of classroom participation, 40.0% of the teachers were reported to be very concerned about prioritization of equal chance of classroom participation, 12.3% of the teachers are little concerned about prioritization of equal chance of classroom participation and 6.2% are not concerned at all. 
[bookmark: _Toc117768904]4.5.3 Teachers’ Attitude towards Inclusion
Teachers were asked to answer questions in the questionnaire which were used to ascertain their attitude towards inclusion. Data obtained was expressed in a tabular form and is presented in table 4.5.
[bookmark: _Toc63151451][bookmark: _Toc518770227][bookmark: _Toc524784196][bookmark: _Toc536449921][bookmark: _Toc16171176][bookmark: _Toc16250260][bookmark: _Toc40079896]

[bookmark: _Toc75689204][bookmark: _Toc75691333][bookmark: _Toc116001854][bookmark: _Toc117768905][bookmark: _Toc63151452][bookmark: _Toc75689205][bookmark: _Toc75691334][bookmark: _Toc116001855]Table 4.5: Summary of Teachers’ Attitude towards Inclusion
	
	Attitude

	
	Strongly Agree
	Agree
	Neither agree nor disagree
	Disagree
	Strongly Disagree
	
	

	Item 
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	N
	Index

	TAIQ 1
	13
	20.0%
	28
	43.1%
	10
	15.4%
	11
	16.9%
	3
	4.6%
	65
	2.43

	TAIQ 2
	10
	15.4%
	38
	58.5%
	7
	10.8%
	5
	7.7%
	5
	7.7%
	65
	2.34

	TAIQ 3
	17
	26.2%
	29
	44.6%
	7
	10.8%
	7
	10.8%
	5
	7.7%
	65
	2.29

	TAIQ 4
	11
	16.9%
	16
	24.6%
	11
	16.9%
	18
	27.7%
	9
	13.8%
	65
	2.97

	TAIQ 5
	5
	7.7%
	17
	26.2%
	9
	13.8%
	18
	27.7%
	16
	24.6%
	65
	3.35

	TAIQ 6
	16
	24.6%
	33
	50.8%
	3
	4.6%
	11
	16.9%
	2
	3.1%
	65
	2.23

	TAIQ 7
	10
	15.4%
	27
	41.5%
	6
	9.2%
	14
	21.5%
	8
	12.3%
	65
	2.74

	TAIQ 8
	20
	30.8%
	29
	44.6%
	6
	9.2%
	7
	10.8%
	3
	4.6%
	65
	2.14

	TAIQ 9
	24
	36.9%
	24
	36.9%
	5
	7.7%
	8
	12.3%
	4
	6.2%
	65
	2.45

	TAIQ 10
	12
	18.5%
	26
	40.0%
	2
	3.1%
	16
	24.6%
	9
	13.8%
	65
	2.75

	TAIQ 11
	12
	18.5%
	30
	46.2%
	6
	9.2%
	10
	15.4%
	7
	10.8%
	65
	2.42

	TAIQ 12
	11
	16.9%
	20
	30.8%
	4
	6.2%
	16
	24.6%
	14
	21.5%
	65
	3.03

	TAIQ 13
	6
	9.2%
	18
	27.7%
	10
	15.4%
	21
	32.3%
	10
	15.4%
	65
	3.17

	TAIQ 14
	11
	16.9%
	30
	46.2%
	4
	6.2%
	12
	18.5%
	8
	12.3%
	65
	2.63

	TAIQ 15
	11
	16.9%
	17
	26.2%
	6
	9.2%
	13
	20.0%
	18
	27.7%
	65
	3.15

	TAIQ 16
	15
	23.1%
	36
	55.4%
	4
	6.2%
	9
	13.8%
	1
	1.5%
	65
	2.38

	TAIQ 17
	30
	46.2%
	18
	27.7%
	6
	9.2%
	4
	6.2%
	7
	10.8%
	65
	2.08

	TAIQ 18
	25
	38.5%
	28
	43.1%
	8
	12.3%
	2
	3.1%
	2
	3.1%
	65
	1.89

	TAIQ 19
	1
	1.5%
	13
	20.0%
	13
	20.0%
	27
	41.5%
	11
	16.9%
	65
	3.52

	TAIQ 20
	16
	24.6%
	16
	24.6%
	7
	10.8%
	10
	15.4%
	16
	24.6%
	65
	2.91

	                                       Total Teacher’s Attitude Rating
	52.5



From the results in table 4.5, the overall index of the teachers’ attitude towards inclusion was computed. The mean score was found to be 52.5 or 2.6. When the scores were compared to the scoring procedure, it was established that the scores were under ambivalent category. This indicates that the teachers had in general relatively neutral attitudes towards inclusive education. For inclusivity to work, it is clear that teachers need to be effectively prepared and hold positive attitudes towards inclusion. 
The results of this study corroborate with similar studies that have been conducted. For instance, Magumise and Sefotho (2020) examined parent and teacher perception of inclusive education in Zimbabwe and reported mixed results that they categorized into positive, mixed and negative perceptions. Chavuta et al., (2008) carried out a study on the attitude of teachers towards inclusion in Malawi and also reported negative teacher attitudes towards inclusive education. Similarly, Haitembu (2014) identified negative teacher attitudes towards inclusive education in Namibia as a hindrance towards the effective implementation of inclusive education. 
In a study by Muwana and Ostrosky (2014), more experienced teachers have a tendency to be less positive about inclusion than those who are newly qualified. Although this study did not look into teachers’ experience, the findings are contrary to this. Therefore, it is likely that as much as trainings in colleges and in-service trainings may have an impact on improving the attitudes of teachers towards inclusivity, efforts still need to be made in order to improve the same. Since teachers’ attitudes towards inclusion are likely to influence their personal effort towards professional development in that area, it is worrisome that negative and neutral attitudes have been recently reported.
From the data collected, 93% of the teachers had undertaken training on the education of learners with disability while only 7% had no training; the 7% included volunteers as either they waited to go for formal training or were yet to go for disability related training. Malak (2013) posited that the more the knowledge teachers have about specific impairments, the more positive they tend to report feeling towards inclusion. Therefore, keeping in mind that most of the teachers had training related to disabilities, it is expected that they should have positive attitude towards inclusion. From an academic perspective, a positive attitude is good for fostering social inclusion and equality thus having an impact on how inclusive school learners perform. 
From the findings in table 4.5, it is clear that 20.0% of the teachers strongly agreed that pupils with disability are problematic to permit inclusion while 43.1% simply agreed that pupils with disability are problematic to permit inclusion. 15.4% of the teachers neither agreed nor disagreed, 16.9% of them disagreed that pupils with disability are problematic to permit inclusion while only 4.6% of the teachers strongly disagreed that pupils with disability are problematic to permit inclusion. From the study, it was further revealed that 15.4% of the teachers strongly agreed that inclusion creates few additional problems for teachers' class management. 58.5% of the teachers strongly agreed that Inclusion creates few additional problems for teachers' class management. Also, 10.8% of the teachers neither agreed nor disagreed to the statement. It was further revealed that 7.7% of the teachers strongly disagreed that Inclusion creates few additional problems for teachers' class management.
The findings of the study also showed that 26.2% of the teachers strongly agreed that Pupils with disability should stay in special schools, 44.6% of the teachers agreed that indeed Pupils with disability should stay in special schools. Further, 10.8% of them neither agreed nor disagreed with the statement while 10.8% disagreed that Pupils with disability should stay in special schools. The study also showed that 7.7% of the teachers strongly disagreed that Pupils with disability should stay in special schools. From the study, it was established that 16.9% of the teachers strongly agreed that continuously aggressive pupils towards peers should not be included. 24.6% of the teachers agreed that indeed continuously aggressive pupils towards peers should not be included while 16.09% neither agreed nor disagreed. 27.7% of the teachers disagreed that continuously aggressive pupils towards peers should not be included while the remaining 13.8% of the teachers strongly disagreed that continuously aggressive pupils towards peers should not be included.
The researcher also established that 7.7% of the teachers strongly agreed that regular teachers are not trained adequately to cope with the pupils with disabilities while 26.2% of the teachers agreed that teachers do not have adequate training to cope with the pupils with disabilities. 13.8% neither agreed nor disagreed to the statements while 27.7% of the teachers disagreed that regular teachers are not trained adequately to cope with the pupils with disabilities. The remaining 4.6% of the teachers strongly disagreed that regular teachers are not trained adequately to cope with the pupils with disabilities. The study further established that 24.6% of the respondents strongly agreed that Pupils with mild physical disabilities should be included in regular classroom while 50.8% of the teachers agreed that pupils with mild physical disabilities should be included in regular classrooms. It was further established that 4.6% of the teachers neither agreed nor disagreed that pupils with mild physical disabilities should be included in regular class while 16.9%o of the teachers disagreed. The remaining 3.1% of the teachers strongly disagreed that pupils with mild disabilities should not be included in regular class. 
The research also established that 15.4% of the teachers strongly agreed that pupils with physical disability take up too much of teacher aides' time. 41.5% of the teachers agreed that pupils with physical disability take up too much of teaches aides time while 9.2% of the teachers neither agreed nor disagreed. The study also established that 21.5% of the teachers agreed that pupils with physical disability take up too much of teacher aides' time while 12.3% of the teachers strongly disagreed. Also, 30.8% of the teachers strongly agreed that regardless of objection to inclusion, the practice should be supported while 44.6% of the teachers simply agreed. 9.2% of the teachers neither agreed nor disagreed while at the same time another 10.8% disagreed that regardless of objection to inclusion, the practice should be supported while 4.6% of the teaches disagreed. 34.9% of the teachers strongly agreed that pupils with disability benefit academically from inclusion, 36.9% of the teachers agreed that pupils with disability benefit academically from inclusion while 7.7% of the teachers neither agreed nor disagreed. The study further revealed that 12.3% of the teachers disagreed that those pupils with disability benefit academically from inclusion while 6.2% of them disagreed. 
From the study, 18.5% of the teachers strongly agreed that pupils without physical disability will be disadvantaged by inclusion, 40.0% of the teachers agreed while 3.1% of the teachers neither agreed nor disagreed. 24.6% of the teachers disagreed that pupils without physical disability will be disadvantaged by inclusion while 13.8% of them strongly disagreed. Further, 18.5% of the teachers strongly agreed that continuously aggressive pupils towards staff should not be included in regular classrooms, 46.2% of the teachers disagreed that continuously aggressive pupils towards staff should not be included in regular classrooms. From the study, 9.2% of the teachers neither agreed nor disagreed while 15.4% of them disagreed. 
It was also established that 10.8% of the teachers strongly disagreed that continuously aggressive pupils towards staff should not be included in regular classrooms. The study also established thin addition, 16.9% of the teachers strongly agreed that pupils with disability with performance levels in basic skills significantly lower than their classmates should not be included, 30.8% of the teachers agreed that Pupils with disability with performance levels in basic skills significantly lower than their classmates should not be included while 6.2% of them neither agreed or disagreed. 24.6% of the teachers disagreed that Pupils with disability with performance levels in basic skills significantly lower than their classmates should not be included while 21.5% of the teachers strongly disagreed. 9.2% of the teachers strongly agreed that Inclusive primary school heads are well trained for inclusivity while 27.7% of the teachers agreed that inclusive primary school heads are well trained for inclusivity. 15.4% of the teacher neither agreed nor disagreed while 32.3% of the teachers disagreed that inclusive primary school heads are well trained for inclusivity while 15.4% of the teachers strongly disagreed. 
The study also established that 16.9% of the teachers strongly agreed that inclusion is unfair to teachers who already have a heavy work load while 46.2% of the teachers agreed to that. Further, 6.2% of the teachers neither agreed nor disagreed. Also, 18.5% of the teachers disagree while 12.3% of them strongly disagreed. The research also established that 16.9% of the teachers strongly agreed that Pupils with severe physical disabilities should be included in regular classrooms while 26.2% of the teachers strongly agreed while 9.2% of the teachers neither agreed nor disagreed. The study also found out that 20.0% of the teachers disagreed that Pupils with severe physical disabilities should be included in regular classrooms while 27.7% of them strongly disagreed. 
From the research, 23.1% of the teachers strongly agreed that pupils with moderate physical disabilities should be included in regular classrooms while 55.4% of the teachers agreed that pupils with moderate physical disabilities should be included in regular classrooms. 6.2% of the teachers neither agreed not disagreed, 13.8% of them agreed that pupils with moderate physical disabilities should be included in regular classrooms while 1.5% of them strongly disagreed. The study also established that 46.2% of the teachers strongly agreed that pupils with physical disabilities benefit socially from inclusion, 27.7% of them agreed while 9.2% neither agreed nor disagreed. The study also established that 6.2% of the teachers disagreed that pupils with physical disabilities benefit socially from inclusion while 10.8% of them strongly disagreed. 38.5% of the teachers strongly agreed that 'normal' pupils benefit socially from inclusion, 43.1% of the teachers’ greed that 'normal' pupils benefit socially from inclusion while 12.3% of them neither agreed nor disagreed. 3.1 % of the teachers disagreed while another 3.1% strongly disagreed. 
The study also established that 1.5% of the teachers strongly agreed that the overall academic standard of the school suffers from inclusion while 20.0% agreed that the overall academic standard of the school suffers from inclusion. Another 20.0% of the teachers neither agreed nor disagreed while 41.5% disagreed that the overall academic standard of the school suffers from inclusion while 16.9% strongly disagreed. The study established that 1.5% of the teachers strongly agreed that the overall academic standard of the school suffers from inclusion, 20.0% of them agreed that the overall academic standard of the school suffers from inclusion. 
It was also established that 20.0% of the teachers neither agreed nor disagreed while 41.5% of the teachers disagreed that the overall academic standard of the school suffers from inclusion. The remaining 16.9% of the teachers strongly disagreed. 24.6% of the teachers strongly agreed that pupils with physical disability who cannot write should not be included in regular classrooms while 24.6% of the teachers agreed that pupils with physical disability who cannot write should not be included in regular classrooms. 10.08% of the teachers neither agreed nor disagreed while 15.4% of them disagreed that pupils with physical disability who cannot write should not be included in regular classrooms. 24.6% of the teachers strongly disagreed. 
[bookmark: _Toc117768906]4.5.4 Level of Satisfaction of Inclusive School Teachers
Satisfaction of teachers is crucial when it comes to influencing academic performance of learners in any inclusive school. Whether or not teachers were satisfied with inclusive conditions was an important variable in this study. A summary of these findings is presented as shown in table 4.6.
[bookmark: _Toc518770229][bookmark: _Toc524784198][bookmark: _Toc536449929]
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[bookmark: _Toc117768908]                   Schools
	
	Level of satisfaction

	
	Strongly Agree
	Agree
	Neither agree nor disagree
	Disagree
	Strongly Disagree
	

	Item 
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Index

	TSLQ 1
	14
	21.5%
	44
	67.7%
	2
	3.1%
	1
	1.5%
	4
	6.2%
	2.03

	TSLQ 2
	12
	18.5%
	37
	56.9%
	12
	18.5%
	4
	6.2%
	0
	0
	2.12

	TSLQ 3
	11
	16.9%
	30
	46.2%
	10
	15.4%
	14
	21.5%
	0
	0
	2.35

	TSLQ 4
	14
	21.5%
	32
	49.2%
	6
	9.2%
	9
	13.8%
	4
	6.2%
	2.34

	TSLQ5
	20
	30.8%
	29
	44.6%
	7
	10.8%
	9
	13.8%
	0
	0
	2.18

	TSLQ 6
	34
	52.3%
	25
	38.5%
	5
	7.7%
	1
	1.5%
	0
	0
	1.58

	TSLQ 7
	34
	52.3%
	25
	38.5%
	5
	7.7%
	1
	1.5%
	0
	0
	1.58

	TSLQ 8
	33
	50.8%
	26
	40.0%
	5
	7.7%
	1
	1.5%
	0
	0
	1.60

	TSLQ 9
	24
	36.9%
	33
	50.8%
	2
	3.1%
	2
	3.1%
	4
	6.2%
	1.91

	TSLQ 10
	23
	35.4%
	33
	50.8%
	2
	3.1%
	3
	4.6%
	4
	6.2%
	1.95

	TSLQ 11
	39
	60.9%
	13
	20.3%
	3
	4.7%
	5
	7.8%
	4
	6.3%
	1.75

	TSLQ 12
	16
	24.6%
	31
	47.7%
	3
	4.6%
	9
	13.8%
	6
	9.2%
	2.35

	TSLQ 13
	21
	32.3%
	28
	43.1%
	5
	7.7%
	6
	9.2%
	5
	7.7%
	1.86

	TSLQ14
	25
	38.5%
	20
	30.8%
	4
	6.2%
	13
	20.0%
	3
	4.6%
	2.22

	Total satisfaction level
	28.1


[bookmark: _Hlk61796637]From table 4.6, the researcher computed the overall index of the level of satisfaction of the teachers. It was found that the score was 28.1 or 2.0. Therefore, the researcher concluded that the teachers had positive level of satisfaction with the inclusive conditions in schools. In a study by Ngcobo and Muthukrishna (2011) on inclusive teachers, teachers seem happy enough to make some adjustments to the basic classroom environment and may even adopt strategies to help provide extra support to children with disabilities. This proposition aligns itself with the findings of this study where seemingly teachers are satisfied with the provided conditions for inclusion. Satisfaction of teachers is directly related to how they will be able to conduct their teaching activities which have an overall effect on academic performance of learners in inclusive schools.
According to Ananti and Nisreenand (2012) in their descriptive study on including students with disabilities in United Arab Emirate schools, inclusive school teachers were dissatisfied with inclusivity. Teachers’ dissatisfaction was pegged on a lack of financial support for resources and services in schools. This finding is dissimilar to that of the current study. It might be that as much as teachers feel everything is okay, learners especially those with disability feel that there is not enough that has been done to accommodate them. This might manifest in their academic performance.
In support of the conclusion in table 4.6, the study established that 21.5% of the teachers strongly agreed that teachers at school fulfill pupils' educational needs, 67.7% of the teachers agreed that teachers at school fulfill the pupils' educational needs, while 3.1% of them neither agreed nor disagreed. The study also found out that 1.5% of the teachers disagreed that teachers at school fulfill the pupils' educational needs while 6.2% strongly disagreed. It was established that 18.5% of the teachers strongly agreed that there is satisfaction in regard to pupils' school experiences, 56.9% of the teachers agreed that satisfaction in regard to pupils' school experiences while 18.5% neither agreed nor disagreed. The researcher further established that 6.2% disagreed on that satisfaction in regard to pupils' school experiences. A low number of teachers (16.9%) strongly agreed that pupils with disability talk positively about their interactions with friends and teachers while 46.2% of them agreed that pupils with disability talk positively about their interactions with friends and teachers. 15.4% of them neither agreed while 21.5% disagreed that pupils with disability talk positively about their interactions with friends and teachers. 
From the study, it was also established that 21.5% of the teachers strongly agreed that teachers do not support the pupils' emotional needs, 49.2% of the respondents agree that teachers do not support the pupils' emotional needs while 9.2% of them neither agreed nor disagreed. The study also revealed that 13.8% of the teachers disagreed while 6.2% disagreed that teachers do not support the pupils' emotional needs. The study further revealed that 30.8% of the teachers strongly agreed that it is difficult to communicate clearly with the pupils with disability, while 44.6% agreed that it is difficult to communicate clearly with the pupils with disability. 10.8% of the teachers neither agreed nor disagreed while 13.8% disagreed that it is difficult to communicate clearly with the pupils with disability. 
Also, 52.3% of the teachers strongly agreed that there was satisfaction with how teachers encourage the pupils with disability to learn, 38.5% agreed while 7.7% of them neither agreed nor disagreed. Further, 1.5% of them disagreed that there was satisfaction with how teachers encourage the pupils with disability to learn. 
The research also established that 51.1% of the respondents strongly agreed that pupils with disability complain about how they are treated at school by other pupils without disability, 40.7% of the respondents agreed that pupils with disability complain about how they are treated at school by other pupils without disability while 6.7% neither agreed nor disagreed. The study also established that 1.5% of the respondents disagreed that pupils with disability complain about how they are treated at school by other pupils without disability. From the findings of the study, the researcher established that 50.8% of the respondents strongly agreed that teachers do not understand well the pupils with disability's personalities, 40.0% of them agreed while 7.7% neither agreed nor disagreed. It was also revealed that 1.5% of the respondents disagreed that teachers do not understand well the pupils with disability's personalities. 
Additionally, 36.9% of the respondents strongly agreed that teachers do a good job in managing the pupils with disability during class time while 50.8% of them simply agreed. 3.1% of the respondents neither agreed nor disagreed, another 3.2% disagreed that teachers do a good job in managing the pupils with disability during class time, while 6.2% strongly disagreed that teachers do a good job in managing the pupils with disability during class time. The study further established that 35.4% of the respondents strongly agreed that pupils with physical disability complain about how they are treated by teachers in school. 50.8% of them agreed that pupils with physical disability complain about how they are treated by teachers in school while 3.1% neither agreed nor disagreed. The study also showed that 4.6% of the respondents disagreed that pupils with physical disability complain about how they are treated by teachers in school while 6.2% strongly disagreed. 
The results further indicated that 60.9% of the respondents strongly agreed that there is a variety of sporting activities that suit pupils with disability, 20.3% of the respondents agreed while 3.7% neither agreed nor disagreed. It was also established that 7.8% of the respondents disagreed that that there is a variety of sporting activities that suit pupils with disability while 6.3% strongly disagreed. The findings of the study also showed that 24.6% of the respondents strongly agreed that there is inclusion of pupils with disability in various school clubs, 47.7% agreed while 4.6% neither agreed nor disagreed. The study also showed that 13.8% of the respondents disagreed that there is inclusion of pupils with disability in various school clubs while 9.2% strongly disagreed. 
The study also established that 32.3% of the respondents strongly agreed that school facilities such as classrooms are easily accessible by pupils with disability, 43.1% agreed while 7.7% neither agreed nor disagreed. The study also showed that 9.2% of the respondents disagreed that school facilities such as classrooms are easily accessible by pupils with disability while 7.7% of them strongly disagreed. The study further established that 38.5% of the respondents strongly agreed that inclusion of pupils with disability in various school societies, 30.8% of them agreed while 6.2% neither agreed nor disagreed. 20.0% of the respondents disagreed that inclusion of pupils with disability in various school societies while 4.6% of them strongly disagreed. 
Generally, teachers were asked to give a general view of the satisfaction. The findings, as per Fig 4.2 shows that 52.31% of teachers have moderate satisfaction teaching pupils with physical disability while only 18.46% of them are highly satisfied. The remaining 29.23% of the teachers recorded low level of satisfaction. Generally, the overall index computed under this was found to be 2.3. This shows that the teachers were moderately satisfied with the inclusive conditions in school that support effective teaching. The teachers are not enthusiastic about teaching in inclusive schools.



[bookmark: _Toc63151432][bookmark: _Toc75689209][bookmark: _Toc75691338][bookmark: _Toc116001859][bookmark: _Toc518770198][bookmark: _Toc524784192][bookmark: _Toc536449911][bookmark: _Toc16250249][bookmark: _Toc40079885][bookmark: _Toc117768909][bookmark: _Toc63151433][bookmark: _Toc75689210][bookmark: _Toc75691339][bookmark: _Toc116001860]Figure 4.2:  Level of Satisfaction of the Teachers 
Alborz et al. (2013) noted in a study of inclusive education in Iraq that there was strong support for the inclusion of children with disabilities and a desire to increase the opportunities they have for education from amongst teachers which meant that they had a higher satisfaction level with the inclusive conditions. However, this is contrary to what was established in this study. Most likely, teachers maybe be feeling that as much as there are efforts towards inclusivity, learners like those with physical disability are being placed in inclusive settings without the appropriate levels of support they need to be able to access the curriculum hence interfering with supposed academic benefits.
From the findings already discussed, it is evident that teaching and satisfaction level of the teachers had the highest influence on academic performance of learners in inclusive primary schools with both having a score of 2.0 which was under positive. The level of confidence follows with a score of 2.9 while the variable with the least influence on academic performance was attitude of the teachers. 
[bookmark: _Toc117768910][bookmark: _Hlk39932799]4.6 Influence of Learner’ Characteristics on Academic Performance of Pupils with Physical Disability and Regular Pupils in Inclusive Primary Schools 
The fourth objective of this study was to establish the characteristics of the learners. This was approached in terms of learning participation and satisfaction level for both regular and those with physical disability. Further, the level of independence and degree of the physical disability was also examined for the pupils with physical disability. The results obtained from the data collected have been presented in the following subsection.
[bookmark: _Toc117768911]4.6.1 Learning participation of learners in an inclusive classroom
Enabling students to be able to participate in learning activities is one of those workhorse instructional strategies which is easy to use, straightforward, expected and often quite successful at accomplishing learning goals. In this regard, Bergmark and Westman (2018) define learning participation as students being active and engaged in the classroom; students impacting on curriculum design; and students’ feeling of belonging to a community. Through observation, it was established that both regular pupils and those with physical disability moderately participated in the learning activities. This was indicated by factors like the teachers asking questions and allowing the pupils to ask questions. 
Further, pupils could be seen being engaged in class work assignments during class time and the teachers were going round making corrections and highlighting on the chalkboards. However, one of the hindrances that was noticed was that some of the blackboards were put at a higher level which was a challenge to the regular pupils and those with disability. This scenario is definitely a challenge to those with disability like those using wheel chairs. 
According to Broucker et al. (2018), student participation is perceived as positively impacting attainment and student completion rate, which are central factors in quality measurements. However, they further note that these positive impacts of student participation may also be seen as measurable benefits in terms of grades for the students themselves. In reference to this argument, it might mean that as much as there are efforts to enable learners in an inclusive classroom to fully participate in classroom activities, barriers such as the raised blackboards may hinder full participation of learners like those with disability hence affecting their morale and academic performance. Seemingly, that is why when pupils with disability reported on their level of satisfaction in regard to inclusive school conditions as being ambivalent as shown in table 4.7.
[bookmark: _Toc63068009][bookmark: _Toc63151487][bookmark: _Toc66280885][bookmark: _Toc69461021][bookmark: _Toc75689213][bookmark: _Toc75691342][bookmark: _Toc115964206][bookmark: _Toc116001863][bookmark: _Toc117768912]With these findings, probably there is lack of awareness among the teachers and the stakeholders in the various inclusive schools on the importance of creating a fully inclusive classroom which can enhance learning participation thus enhancing academic performance of both the regular and the pupils with physical disability. 
[bookmark: _Toc117768913]4.6.2 Level of Independence and Degree of Disabilities of Learners with Physical Disability
[bookmark: _Toc524777591][bookmark: _Toc524784203][bookmark: _Toc536090249][bookmark: _Toc536449942][bookmark: _Toc16171198][bookmark: _Toc16248905][bookmark: _Toc16250282][bookmark: _Toc29210551][bookmark: _Toc40079924][bookmark: _Toc63068011][bookmark: _Toc63151489][bookmark: _Toc66280887][bookmark: _Toc69461023][bookmark: _Toc75689215][bookmark: _Toc75691344]The nature and degree of physical disability, the need for physical assistance, special accommodations or mobility devices to an extent have some bearing on the academic performance of the pupil if caution is not taken. The study sought to establish how independent the pupils with physical disability are. This was in terms of the level of help they require in performing various activities in the school. It was noted through observation that some of the pupils with disability do not require help from their peers in carrying out their activities. However, this aspect varied from school to school. One of the schools recorded 60% of the pupils with physical disability having disabilities that are profound, though they could be able to walk with crutches, walkers, wheelchairs and walking sticks. However, those using wheel chairs required help in movement and those with very profound cases needed also feeding. Generally, 50% of the pupils with disability had moderate degree while 33% had profound disability. An example of a pupil with profound physical disability has been exemplified in plate 4.14. The pupil has been encroached with a belt for her to be stable. Also, her hands are quite feeble and are not able to handle some activities like feeding and bathing without help. 
[bookmark: _Toc63151490][bookmark: _Toc75691345][bookmark: _Toc116001865][bookmark: _Toc524784205][bookmark: _Toc536449943][bookmark: _Toc16250283][bookmark: _Toc40079926][bookmark: _Toc117768914][bookmark: _Toc63151491][bookmark: _Toc75691346][bookmark: _Toc116001866]Plate 4.14: Pupil with Profound Physical Disability
[image: IMG_20171012_120832]
[bookmark: _Toc63068014][bookmark: _Toc63151493][bookmark: _Toc66280891][bookmark: _Toc69461027][bookmark: _Toc75689219][bookmark: _Toc75691348][bookmark: _Toc115964211][bookmark: _Toc116001868][bookmark: _Toc117768916][bookmark: _Hlk60567927]It should be noted that without proper accommodations for pupils like the one shown in plate 4.14, it might affect the general academic performance. A study by Blackorby et al. (2003) indicated that the nature of a youth’s disability is hypothesized to account for much of the variation in academic performance. Therefore, the low performance of the pupils with physical disability might be related to the different degrees of their disability. 
[bookmark: _Toc117768917]4.6.3 Level of Satisfaction of the Learners with Physical Disability
[bookmark: _Toc518770232][bookmark: _Toc524784207][bookmark: _Toc536449945][bookmark: _Toc16250285]Table 4.7 summarizes the level of satisfaction of the pupils with disability.
[bookmark: _Toc63151495][bookmark: _Toc75691350][bookmark: _Toc116001870][bookmark: _Toc117768918][bookmark: _Toc40079928][bookmark: _Toc63151496][bookmark: _Toc75691351][bookmark: _Toc116001871]Table 4.7: Summary of the Level of Satisfaction of the Pupils with Physical 
[bookmark: _Toc117768919]                  Disability	
	
	Level of Satisfaction

	
	Strongly Agree
	Agree
	Undecided
	Disagree
	Strongly Disagree
	

	Item 
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Index 

	PDSLQ 1
	27
	51.9%
	13
	25.0%
	3
	5.8%
	6
	11.5%
	3
	5.8%
	1.94

	PDSLQ 2
	14
	26.9%
	5
	9.6%
	1
	1.9%
	16
	30.8%
	16
	30.8%
	2.98

	PDSLQ 3
	18
	34.6%
	5
	9.6%
	1
	1.9%
	3
	5.8%
	25
	48.1%
	3.23

	PDSLQ 4
	10
	19.2%
	3
	5.8%
	5
	9.6%
	18
	34.6%
	16
	30.8%
	3.52

	PDSLQ 5
	9
	17.3%
	2
	3.8%
	5
	9.6%
	17
	32.7%
	19
	36.5%
	3.67

	PDSLQ 6
	25
	48.1%
	5
	9.6%
	1
	1.9%
	13
	25.0%
	8
	15.4%
	2.5

	PDSLQ 7
	9
	17.3%
	8
	15.4%
	6
	11.5%
	13
	25.0%
	16
	30.8%
	3.37

	PDSLQ 8
	14
	26.9%
	6
	11.5%
	17
	32.7%
	9
	17.3%
	6
	11.5%
	2.75

	PDSLQ 9
	26
	50.0%
	14
	26.9%
	2
	3.8%
	4
	7.7%
	6
	11.5%
	2.04

	PDSLQ 10
	11
	21.2%
	4
	7.7%
	1
	1.9%
	21
	40.4%
	15
	28.8%
	3.48

	PDSLQ 11
	17
	32.7%
	4
	7.7%
	6
	11.5%
	13
	25.0%
	12
	23.1%
	2.98

	PDSLQ 12
	12
	23.1%
	3
	5.8%
	2
	3.8%
	16
	30.8%
	19
	36.5%
	3.52

	PDSLQ 13
	31
	59.6%
	14
	26.9%
	3
	5.8%
	2
	3.8%
	2
	3.8%
	1.65

	PDSLQ 14
	42
	80.8%
	2
	3.8%
	3
	5.8%
	2
	3.8%
	3
	5.8%
	1.3

	
	Total Satisfaction level
	39.4



The overall index of the pupils’ level of satisfaction was computed from the results in the table 4.7. It was established that the mean score was 39.4 or 2.8. This score was found to be within the ambivalent category. It therefore follows that pupils with physical disability are neither fully satisfied nor negatively satisfied with inclusive school conditions. These results are dissimilar to those of the teachers who reported positivity in relation to their satisfaction level. This means that as much as teachers feel that maybe the inclusive conditions are okay, students still feel there are gaps which need to be filled to create a fully inclusive environment. According to Bii and Taylor (2013), the 2010 Kenyan Constitution (GoK, 2010) commits the government to making sure that people with any sort of disability can access relevant education and training and that all schools are able to include children with disability. However, seemingly there is need to improve on the existing facilities and more awareness to be made in order for the pupils to feel satisfied with the conditions surrounding them thereby enhancing their academic performance.
From table 4.7, the study established that 51.9% of the respondents strongly agreed that there is fulfillment of their educational needs, 25.5% of them agreed while 5.8% of the respondents were undecided. The study also showed that 11.5% of the respondents disagreed that there is fulfillment of educational needs while 5.8% strongly disagreed. In addition, 26.9% of the respondents strongly agreed on satisfaction in regard to school experiences, 9.6% strongly agreed, 1.9% were undecided while 308% of them strongly disagreed that there was satisfaction in regard to school experiences. The study further revealed that 34.6% strongly agreed on positive interactions with peers and teachers, 9.6% agree that there were positive interactions with peers and teachers while 1.9% were undecided. It was also established that 5.8% of the respondents disagreed that on positive interactions with peers and teachers while 48.1% strongly disagreed. 
The study further revealed that 19.2% of the respondents strongly agreed that teachers do not support their emotional needs, 5.8% agreed while 9.6% were undecided. The findings also showed that 34.6% of them disagreed that teachers do not support their emotional needs while 30.8% strongly disagreed. The study also established that 17.3% of the respondents strongly agreed that they had difficulty in communicating to teachers and friends, 3.8% agreed, while 9.6% were undecided. A further 32.7% of them disagreed on difficulty in communicating to teachers and friends’ while 36.5% strongly disagreed. From the study, 48.1% of the learners strongly agreed that teachers encourage them to learn, 9.6% agreed while 1.9% was undecided. The study also showed that 25.0% disagreed that teachers encourage them to learn while 15.4% strongly disagreed. 
The study further established that 17.3% of the pupils strongly agreed that they complain to their peers when mistreated, 15.4% agreed, while 11.5% were undecided. A further 25.0% of the pupils disagreed that they complain to their peers when mistreated while 30.8% of them strongly disagreed. The study also established that 32.7% of the pupils strongly agreed that there is variety of adapted sports, 7.7% agreed while 11.5% were undecided. The study also showed that 25.0% disagreed that there is variety of adapted sports while 23.1% strongly disagreed. 
Concerning inclusion in clubs, 23.1% of the pupils strongly agreed that they are satisfied with inclusion in clubs, 5.8% agreed, while 3.8% were undecided. The study also showed that 30.8% of the pupils disagreed that they are satisfied with the inclusion in clubs while 36.5% strongly disagreed. On accessibility, 59.6% of the pupils strongly agreed that facilities are accessible, 26.9% of them agreed that facilities are accessible, while 5.8% were undecided. It was further established that 3.8% of the pupils disagreed that facilities are accessible while 3.8% disagreed. From the study, 80.8% of the pupils strongly greed that they are satisfied with inclusion in societies, 3.8% agreed, while 5.8% were undecided. The study also established that 3.8% of the pupils disagreed that they are satisfied with inclusion in societies while 5.8% strongly disagreed. 
Generally, when pupils with disability were asked to rate their levels of satisfaction in terms of three categories: Highly satisfied, moderately satisfied and low satisfaction. The results obtained indicated that highest number of the pupils is not satisfied with the school environment. Out of the 52 pupils who participated in the study, only 10 pupils are highly satisfied with the school environment while 18 pupils are moderately satisfied. The remaining 24 pupils expressed low level of satisfaction with the school environment as indicated in figure 4.3. The overall index was 2.3 which was similar to that obtained from the questionnaire.
[bookmark: _Toc518770233][bookmark: _Toc524684423][bookmark: _Toc524777596][bookmark: _Toc524784208][bookmark: _Toc40079929][bookmark: _Toc63151499][bookmark: _Toc66280897][bookmark: _Toc69461033][bookmark: _Toc75689225][bookmark: _Toc75691354][bookmark: _Toc115964217][bookmark: _Toc116001874][bookmark: _Toc117768920][image: ]
[bookmark: _Toc75691352][bookmark: _Toc116001872][bookmark: _Toc117768921][bookmark: _Toc116001875][bookmark: _Toc63151498][bookmark: _Toc75691353][bookmark: _Toc116001873]Figure 4.3: Level of Satisfaction of Pupils with disability

[bookmark: _Toc117768922]4.6.4 Level of Satisfaction of Regular Learners
[bookmark: _Toc524777599][bookmark: _Toc524784211][bookmark: _Toc536449952][bookmark: _Toc16171209][bookmark: _Toc16248916][bookmark: _Toc16250293][bookmark: _Toc40079937][bookmark: _Toc63151510][bookmark: _Toc66280908][bookmark: _Toc75689227][bookmark: _Toc75691356][bookmark: _Toc115964219][bookmark: _Toc116001876][bookmark: _Toc63151511][bookmark: _Toc524784212][bookmark: _Toc536449953][bookmark: _Toc16250294][bookmark: _Toc40079938]Table 4.8 is a summary of the responses of the regular pupils in regard to their satisfaction in relationship to inclusive school conditions. The overall index of the pupils’ level of satisfaction was calculated and the mean was found to be 35.30 or 2.5. This therefore indicates that the mean falls under the positive category. This indicates that the regular pupils had positive level of satisfaction with inclusive conditions in the school. This may mean that they are comfortable with having the pupils with disability learning with them in the same environment. The findings are similar to those of a study by Rana (2012) who investigated pupil teachers' perceptions towards inclusive. The results found out that regular pupils were satisfied with inclusion of children with special needs. Probably, the positive perception contributes to the higher academic performance of the regular learners than those with disability.

[bookmark: _Toc75691357][bookmark: _Toc116001877]

[bookmark: _Toc117768923][bookmark: _Toc63151512][bookmark: _Toc75691358][bookmark: _Toc116001878]Table 4.8: Summary of the Level of Satisfaction of Regular Pupils 
	
	Satisfaction Level
	
	

	
	Strongly Agree
	Agree
	Undecided
	Disagree
	Strongly Disagree
	
	

	Item
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	N
	Index 

	RPSLQ 1
	3
	4.1%
	37
	50.7%
	16
	21.9%
	6
	8.2%
	11
	15.1%
	73
	2.79

	RPSLQ 2
	16
	21.9%
	35
	47.9%
	14
	19.2%
	4
	5.5%
	4
	5.5%
	73
	2.25

	RPSLQ 3
	8
	11.0%
	4
	5.5%
	6
	8.2%
	40
	54.8%
	15
	20.5%
	-
	3.68

	RPSLQ 4
	3
	4.1%
	14
	19.2%
	25
	34.2%
	21
	28.8%
	10
	13.7%
	-
	3.29

	RPSLQ 5
	13
	17.8%
	31
	42.5%
	19
	26.0%
	10
	13.7%
	0
	0
	-
	2.36

	RPSLQ 6
	3
	4.1%
	33
	45.2%
	10
	13.7%
	20
	27.4%
	7
	9.6%
	-
	2.93

	RPSLQ 7
	0
	0
	6
	8.2%
	9
	12.3%
	44
	60.3%
	14
	19.2%
	-
	3.90

	RPSLQ 8
	4
	5.5%
	38
	52.1%
	13
	17.8%
	15
	20.5%
	3
	4.1%
	-
	2.53

	RPSLQ 9
	30
	41.1%
	31
	42.5%
	9
	12.3%
	3
	4.1%
	0
	0
	-
	1.79

	RPSLQ 10
	13
	17.8%
	30
	41.1%
	30
	41.1%
	0
	0
	0
	0
	73
	2.23

	RPSLQ 11
	31
	42.5%
	33
	45.2%
	3
	4.1%
	3
	4.1%
	3
	4.1%
	-
	1.82

	RPSLQ 12
	27
	37.0%
	37
	50.7%
	9
	12.3%
	0
	0
	0
	0
	73
	1.75

	RPSLQ 13
	22
	30.1%
	39
	53.4%
	3
	4.1%
	3
	4.1%
	6
	8.2%
	-
	2.07

	RPSLQ 14
	29
	39.7%
	35
	47.9%
	6
	8.2%
	3
	4.1%
	0
	0
	-
	1.77

	Total Satisfaction Level
	35.30



According to the results, most of the pupils (50.7%) agree that there is fulfillment of their educational needs while only 15.1% of the regular learners strongly disagree that there is fulfillment of their educational needs. In regard to satisfaction in regard to school experiences, 47.0% of the pupils agree that they are satisfied. However, 19.2% are undecided while 5.5% disagreed and feel that they are not fully satisfied with the school experiences. The study also revealed that 54.8% of the regular learners disagreed on having positive interactions with peers and the teachers while 11.0% strongly disagreed. Further, 8.2% of the learners were undecided while 20.5% strongly disagreed. It was also established that only 17.7% of the regular pupils feel that teachers support their emotional needs. Further, 4.1% strongly agree that teachers do not support their emotional needs while 34.2% are undecided about the support. 
In addition, 42.5% of the pupils agree that they have difficulty in communicating to teachers and friends. Another group making 13.7% reported on positive interaction with teachers and friends while 26.0% were undecided. Also, 45.2% of the pupils agreed that teachers encouraging them to learn while 9.6% strongly disagreed. In terms of how the pupils are treated by their teachers, 17.8% of the pupils strongly agreed that they complain, 41.1% agreed while the remaining 41.1% were undecided. Also, it was revealed that majority of the pupils (60.3%) reported that they do not complain on how they treated by their peers, 8.2% agreed that they complain, 12.3% were undecided and 19.2% strongly disagreed that they complain.
From the study results, it was further established that 42.5% of the pupils agree that teachers manage those with disability well in class while 41.1% also strongly agreed of the same. Another 12.3% of the pupils were undecided while 4.1% disagreed. In relation to treatment by the teachers, 17.8%% strongly agreed that they complain on how they are treated, 41.1% agreed and another 41.1% were undecided. Most of the regular pupils reported of a variety of sports being present. This was indicated by 42.5% strongly agreeing, 42.2% agreeing and 4.1% were undecided. However, 4.1% disagreed while another 4.1% strongly disagreed. Almost the same results were obtained in relation to inclusion in clubs whereby 37.0% strongly agreed that they are satisfied with inclusion in clubs, 50.7% agreed while 12.3% were undecided. It was also noted that 30.1% of the regular pupils strongly agreed that facilities are accessible, 53.4% agreed, 4.1% were undecided, 4.1% disagreed while 8.2% strongly disagreed. Further, the study established that 39.7% strongly agreed that they are satisfied with inclusion into societies, 47.9% agreed, 8.2% were undecided and the remaining bit of 4.1% disagreed.
[bookmark: _Toc524777602][bookmark: _Toc524784214][bookmark: _Toc536449955][bookmark: _Toc16171212][bookmark: _Toc16248919][bookmark: _Toc16250296][bookmark: _Toc40079940][bookmark: _Toc63151515][bookmark: _Toc66280913][bookmark: _Toc69461040][bookmark: _Toc75689232][bookmark: _Toc75691361][bookmark: _Toc115964224][bookmark: _Toc116001881]In addition, the regular pupils were asked to rate a general view on the basis of their satisfaction. They were asked to indicate whether they were highly satisfied, moderately satisfied of they had low satisfaction in regard to general inclusive school conditions. The results are indicated in figure 4.4.


[bookmark: _Toc117768924]Figure 4.4: Level of Satisfaction of Regular Pupils in Inclusive Schools
[bookmark: _Toc117768925]From figure 4.4, it can be noted that the highest percentage of the regular pupils indicated low satisfaction. The lowest percentage indicated being highly satisfied.
[bookmark: _Toc117768926][bookmark: _Hlk39942332]4.6.5 Correlation between Learners’ Characteristics and Academic Performance
From the data obtained on the nature of the academic performance of the pupils in table 4.2 and table 4.3, the researcher endeared to establish if there was a significant relationship between the learners’ characteristics and their academic performance. The characteristics considered here were: age, gender and the level of satisfaction. The results of the influence of gender of pupils with physical disability on academic performance are presented in table 4.9.
[bookmark: _Toc63151527][bookmark: _Toc75691363][bookmark: _Toc115964226][bookmark: _Toc116001883][bookmark: _Toc117768927][bookmark: _Toc524784272][bookmark: _Toc536449961][bookmark: _Toc16250304][bookmark: _Toc40079948][bookmark: _Toc63151528][bookmark: _Toc75691364][bookmark: _Toc115964227][bookmark: _Toc116001884]Table 4.9: Gender of Pupils with Physical Disability versus Academic Performance 
[bookmark: _Toc117768928]                  Cross Tabulation
	
	
	
	Academic performance
	

	Gender of the pupils
	
	Low 
	Average 
	High 
	Total

	
	Male
	Count
	12
	7
	3
	22

	
	
	% within Gender of the pupils
	54.5%
	31.8%
	13.6%
	100.0%

	
	
	% within previous exam
	46.2%
	31.8%
	75.0%
	42.3%

	
	
	% of Total
	23.1%
	13.5%
	5.8%
	42.3%

	
	Female
	Count
	14
	15
	1
	30

	
	
	% within Gender of the pupils
	46.7%
	50.0%
	3.3%
	100.0%

	
	
	% within previous exam
	53.8%
	68.2%
	25.0%
	57.7%

	
	
	% of Total
	26.9%
	28.8%
	1.9%
	57.7%

	Total
	Count
	26
	22
	4
	52

	
	% within Gender of the pupils
	50.0%
	42.3%
	7.7%
	100.0%

	
	% within previous exam
	100.0%
	100.0%
	100.0%
	100.0%

	
	% of Total
	50.0%
	42.3%
	7.7%
	100.0%



The majority of the male pupils (54.5%) have low academic performance while the majority of the female pupils (50%) are average in academic performance. It is evident also that 25% of the pupils with high academic performance are female pupils and 75% of the pupils with high academic performance are male pupils. It can also be concluded that 13.5% of the pupils are male and have average academic performance. 
This relationship was tested for significance using a chi square test where the null hypothesis stated that: There is no significant relationship between gender of pupils with physical disability and their academic performance in inclusive public primary schools for the pupils with physical disability. The results for the chi square test assessing the relationship between genders of the pupils with academic performance are as presented in table 4.10.
[bookmark: _Toc63151529][bookmark: _Toc75691365][bookmark: _Toc115964228][bookmark: _Toc116001885][bookmark: _Toc117768929][bookmark: _Toc524784273][bookmark: _Toc536449962][bookmark: _Toc16250305][bookmark: _Toc40079949][bookmark: _Toc63151530][bookmark: _Toc75691366][bookmark: _Toc115964229][bookmark: _Toc116001886]Table 4.10: Chi-Square Test on the Relationship between Gender and Academic  
[bookmark: _Toc117768930]                    Performance of the Pupils with Physical Disability
	                                             Chi-Square Tests

	
	Value
	Df
	Asymp. Sig. (2-sided)

	Pearson Chi-Square
	2.901a
	2
	.234

	Likelihood Ratio
	2.942
	2
	.230

	Linear-by-Linear Association
	.018
	1
	.892

	N of Valid Cases
	52
	
	


a. 2 cells (33.3%) have expected count less than 5. The minimum expected count is 1.69.

According to the results on table 4.10, the null hypothesis was accepted. This means that there is no significant association between gender and the academic performance of the pupils with physical disability. This is because the p value is greater than 0.005 (p=0.234>0.05) at the degree of freedom of 2.
Data was also obtained to show the relationship between the gender of the regular pupils and their academic performance. Presented in table 4.11 is a summary of the cross tabulation of the gender verses academic performance of the regular pupils.
[bookmark: _Toc524784278][bookmark: _Toc536449963]

[bookmark: _Toc63151531][bookmark: _Toc75691367][bookmark: _Toc115964230][bookmark: _Toc116001887][bookmark: _Toc117768931][bookmark: _Toc16250306][bookmark: _Toc40079950][bookmark: _Toc63151532][bookmark: _Toc75691368][bookmark: _Toc115964231][bookmark: _Toc116001888]Table 4.11: Gender of the Regular Pupils versus Academic Performance Cross 
[bookmark: _Toc117768932]                    Tabulation
	
	
	
	Academic performance 
	

	Gender of the Pupils
	
	Low  
	Average  
	High 
	Total

	
	Male
	Count
	9
	23
	7
	39

	
	
	% within Gender of the pupils
	23.1%
	59.0%
	17.9%
	100.0%

	
	
	% within Previous exam score
	45.0%
	85.2%
	26.9%
	53.4%

	
	
	% of Total
	12.3%
	31.5%
	9.6%
	53.4%

	
	Female
	Count
	11
	4
	19
	34

	
	
	% within Gender of the pupils
	32.4%
	11.8%
	55.9%
	100.0%

	
	
	% within Previous exam score
	55.0%
	14.8%
	73.1%
	46.6%

	
	
	% of Total
	15.1%
	5.5%
	26.0%
	46.6%

	Total
	Count
	20
	27
	26
	73

	
	% within Gender of the pupils
	27.4%
	37.0%
	35.6%
	100.0%

	
	% within Previous exam score
	100.0%
	100.0%
	100.0%
	100.0%

	
	% of Total
	27.4%
	37.0%
	35.6%
	100.0%


The findings in table 4.11 show that 23.1% of the regular male pupils and 32.4% of the female regular pupils have low academic performance. Generally, out of the 73 regular pupils, only 26% have high academic performance. It is also clear that 85.2% of the regular pupils with average academic performance are male pupils. Also, 73.1% of the pupils with high academic performance are female pupils. 
A chi square test was used to test this relationship basing on the null hypothesis that: There is no significant relationship between gender of regular pupils and their academic performance in inclusive public primary schools for the pupils with physical disability. The chi square test results are presented in table 4.12.
[bookmark: _Toc524784279][bookmark: _Toc536449964][bookmark: _Toc16250307]

[bookmark: _Toc63151533][bookmark: _Toc75691369][bookmark: _Toc115964232][bookmark: _Toc116001889][bookmark: _Toc117768933][bookmark: _Toc40079951][bookmark: _Toc63151534][bookmark: _Toc75691370][bookmark: _Toc115964233][bookmark: _Toc116001890]Table 4.12: Chi-square Test on the Relationship between Gender and Academic 
[bookmark: _Toc117768934]                    Performance of Regular Pupils
	                                               Chi-Square Tests

	
	Value
	Df
	Asymp. Sig. (2-sided)

	Pearson Chi-Square
	18.855a
	2
	.000

	Likelihood Ratio
	20.390
	2
	.000

	Linear-by-Linear Association
	2.360
	1
	.124

	N of Valid Cases
	73
	
	


[bookmark: _Toc40079952][bookmark: _Toc63068054][bookmark: _Toc63151535][bookmark: _Toc66280933][bookmark: _Toc69461050][bookmark: _Toc75689242][bookmark: _Toc75691371][bookmark: _Toc115964234][bookmark: _Toc116001891][bookmark: _Toc117768935][bookmark: _Toc524777668][bookmark: _Toc524784280][bookmark: _Toc536090300][bookmark: _Toc536449965][bookmark: _Toc16171224][bookmark: _Toc16248931][bookmark: _Toc16250308][bookmark: _Toc29210583]a. 0 cells (.0%) have expected count less than 5. The minimum expected count is 9.32.
[bookmark: _Toc63068055][bookmark: _Toc63151536][bookmark: _Toc66280934][bookmark: _Toc69461051][bookmark: _Toc75689243][bookmark: _Toc75691372][bookmark: _Toc115964235][bookmark: _Toc116001892][bookmark: _Toc117768936][bookmark: _Toc40079953]According to the results, it is indicated that the p value (0.000) is less than the significance level of (0.05). Therefore, there is enough evidence to conclude that there is an association between gender and academic performance. This means that the null hypothesis is rejected and the researcher concluded that there is a relationship between gender of the regular pupils and academic performance. 
[bookmark: _Toc524784283][bookmark: _Toc536449968]The variation in the academic performance of the regular pupils basing on the age of the pupils was also examined by the researcher. Table 4.13 is a summary of the cross-tabulation table.
[bookmark: _Toc16250309]

[bookmark: _Toc63151537][bookmark: _Toc75691373][bookmark: _Toc115964236][bookmark: _Toc116001893][bookmark: _Toc117768937][bookmark: _Toc40079954][bookmark: _Toc63151538][bookmark: _Toc75691374][bookmark: _Toc115964237][bookmark: _Toc116001894]Table 4.13: Age of the Regular Pupils versus Academic Performance Cross 
[bookmark: _Toc117768938]                    Tabulation
	
	
	
	Academic performance
	

	Age of the pupils’
	
	
	Low  
	Average 
	High  
	Total

	
	12-13
	Count
	10
	15
	12
	37

	
	
	% within Age of the respondents
	27.0%
	40.5%
	32.4%
	100.0%

	
	
	% within Previous exam score
	50.0%
	55.6%
	46.2%
	50.7%

	
	
	% of Total
	13.7%
	20.5%
	16.4%
	50.7%

	
	14-15
	Count
	7
	9
	7
	23

	
	
	% within Age of the respondents
	30.4%
	39.1%
	30.4%
	100.0%

	
	
	% within Previous exam score
	35.0%
	33.3%
	26.9%
	31.5%

	
	
	% of Total
	9.6%
	12.3%
	9.6%
	31.5%

	
	16 and above
	Count
	3
	3
	7
	13

	
	
	% within Age of the respondents
	23.1%
	23.1%
	53.8%
	100.0%

	
	
	% within Previous exam score
	15.0%
	11.1%
	26.9%
	17.8%

	
	
	% of Total
	4.1%
	4.1%
	9.6%
	17.8%

	Total
	Count
	20
	27
	26
	73

	
	% within Age of the respondents
	27.4%
	37.0%
	35.6%
	100.0%

	
	% within Previous exam score
	100.0%
	100.0%
	100.0%
	100.0%

	
	% of Total
	27.4%
	37.0%
	35.6%
	100.0%


[bookmark: _Toc524784284][bookmark: _Toc536449969]The results as shown in table 4.13 imply that 27% of the pupils within the age of 12-13 years had low scores (scores between 0-200). A further 39.1% of the participants who scored averagely (201-300) were those within the age of 14-15 years. It was also established that 9.6% of the pupils were those of 16 years and above and scored highly (301-500). Generally, most of the pupils (37%) scored averagely. 
The relationship between age of the regular pupils and their academic performance was tested using a chi square test basing on the null hypothesis that: There is no significant relationship between age of regular pupils and their academic performance in inclusive public primary schools for the pupils with physical disability. The results are as shown in table 4.14.
[bookmark: _Toc63151539][bookmark: _Toc75691375][bookmark: _Toc115964238][bookmark: _Toc116001895][bookmark: _Toc117768939][bookmark: _Toc16250310][bookmark: _Toc40079955][bookmark: _Toc63151540][bookmark: _Toc75691376][bookmark: _Toc115964239][bookmark: _Toc116001896]Table 4.14: Chi-square Test on the Relationship between Age of Regular Pupils and  
[bookmark: _Toc117768940]                    their Academic Performance 
	Chi-Square Tests

	
	Value
	Df
	Asymp. Sig. (2-sided)

	Pearson Chi-Square
	2.495a
	4
	.646

	Likelihood Ratio
	2.445
	4
	.655

	Linear-by-Linear Association
	.593
	1
	.441

	N of Valid Cases
	73
	
	


a. 3 cells (33.3%) have expected count less than 5. The minimum expected count is 3.56.
Since the p value in the results (0.646) is greater than the significance level (0.05), the null hypothesis that there is no significant relationship between age and academic performance of the regular learners is accepted. Therefore, the researcher concluded that there is not enough evidence to suggest an association between age of the regular learners and their academic performance.
The researcher also sought to test if the age of the pupils with disability determines their academic performance using the data obtained. Table 4.15 is a presentation of the cross tabulation of the results obtained. 
[bookmark: _Toc16250311]

[bookmark: _Toc63151541][bookmark: _Toc75691377][bookmark: _Toc115964240][bookmark: _Toc116001897][bookmark: _Toc117768941][bookmark: _Toc40079956][bookmark: _Toc63151542][bookmark: _Toc75691378][bookmark: _Toc115964241][bookmark: _Toc116001898]Table 4.15: Age of Pupils with Physical Disability versus their Academic 
[bookmark: _Toc117768942]                    Performance Cross Tabulation
	
	
	
	Academic performance
	

	Age of Pupils with disability
	
	
Low 
	
Average 
	
High 
	
Total

	
	12-13
	Count
	8
	8
	1
	17

	
	
	% within age of pupils with disability
	47.1%
	47.1%
	5.9%
	100.0%

	
	
	% within exam scores
	30.8%
	36.4%
	25.0%
	32.7%

	
	
	% of Total
	15.4%
	15.4%
	1.9%
	32.7%

	
	14-15
	Count
	11
	9
	3
	23

	
	
	% within age of pupils with disability
	47.8%
	39.1%
	13.0%
	100.0%

	
	
	% within exam scores
	42.3%
	40.9%
	75.0%
	44.2%

	
	
	% of Total
	21.2%
	17.3%
	5.8%
	44.2%

	
	16-above
	Count
	7
	5
	0
	12

	
	
	% within age of pupils with disability
	58.3%
	41.7%
	.0%
	100.0%

	
	
	% within exam scores
	26.9%
	22.7%
	.0%
	23.1%

	
	
	% of Total
	13.5%
	9.6%
	.0%
	23.1%

	Total
	Count
	26
	22
	4
	52

	
	% within age of pupils with disability
	50.0%
	42.3%
	7.7%
	100.0%

	
	% within exam scores
	100.0%
	100.0%
	100.0%
	100.0%

	
	% of Total
	50.0%
	42.3%
	7.7%
	100.0%


As can be seen in table 4.15, 47.8% of the pupils with negative academic performance were within 14-15 years and again the same range of years had pupils with the highest academic performance at 75%. It can further be established that 47.1% of the pupils with ages ranging from 12-13 years had ambivalent academic performance. None of the pupils who were 16 years and above had positive academic performance. This may be due to the fact that such pupils have multiple disabilities which might interfere with their academic performance and that is why there is also a delay in completion of the primary education system. 
Consequently, a chi square test was done to test the relationship between the age of the pupils with physical disability and their academic performance. This was in relation to the null hypothesis that: There is no significant relationship between age of pupils’ disability and their academic performance in inclusive public primary schools for the pupils with physical disability. The results are as indicated in table 4.16.
[bookmark: _Toc63151543][bookmark: _Toc75691379][bookmark: _Toc115964242][bookmark: _Toc116001899][bookmark: _Toc117768943][bookmark: _Toc16250312][bookmark: _Toc40079957][bookmark: _Toc63151544][bookmark: _Toc75691380][bookmark: _Toc115964243][bookmark: _Toc116001900]Table 4.16: Chi-square Test on the Relationship between Age of Pupils with  
[bookmark: _Toc117768944][bookmark: _Hlk66271268]                    Disability and their Academic Performance 
	
	Value
	df
	Asymp. Sig. (2-sided)

	Pearson Chi-Square
	2.216a
	4
	.696

	Likelihood Ratio
	2.987
	4
	.560

	Linear-by-Linear Association
	.387
	1
	.534

	N of Valid Cases
	52
	
	

	


a. 3 cells (33.3%) have expected count less than 5. The minimum expected count is .92.

The results in table 4.16 show that the p value (0.696) is greater than the significance level (0.05). In this case, the null hypothesis that there is no significance relationship between the age of the pupils with disability and their academic performance was accepted at a degree of freedom of 4. Therefore, this means that the age of the pupils does not determine their academic performance. This difference may be attributed to the individual differences of the pupils. 
The data obtained by the researcher was also used to find out if the level of satisfaction of the regular pupils has a significant influence on the academic performance of the regular pupils. The cross-tabulation table obtained is as shown in table 4.17.
[bookmark: _Toc16250313][bookmark: _Toc524784285][bookmark: _Toc536449970]

[bookmark: _Toc63151545][bookmark: _Toc75691381][bookmark: _Toc115964244][bookmark: _Toc116001901][bookmark: _Toc117768945][bookmark: _Toc40079958][bookmark: _Toc63151546][bookmark: _Toc75691382][bookmark: _Toc115964245][bookmark: _Toc116001902]Table 4.17: Level of Satisfaction with General Conditions versus Academic 
[bookmark: _Toc117768946]                    Performance of Regular Pupils’ Cross Tabulation
	
	
	
	Academic performance
	

	Satisfaction Level
	
	Low 
	Average 
	High 
	Total

	
	Highly satisfied
	Count
	0
	6
	0
	6

	
	
	% within Level of satisfaction with general conditions
	.0%
	100.0%
	.0%
	100.0%

	
	
	% within Previous exam score
	.0%
	22.2%
	.0%
	8.2%

	
	
	% of Total
	.0%
	8.2%
	.0%
	8.2%

	
	Moderately satisfied
	Count
	6
	7
	10
	23

	
	
	% within Level of satisfaction with general conditions
	26.1%
	30.4%
	43.5%
	100.0%

	
	
	% within Previous exam score
	30.0%
	25.9%
	38.5%
	31.5%

	
	
	% of Total
	8.2%
	9.6%
	13.7%
	31.5%

	
	Low satisfaction
	Count
	14
	14
	16
	44

	
	
	% within Level of satisfaction with general conditions
	31.8%
	31.8%
	36.4%
	100.0%

	
	
	% within Previous exam score
	70.0%
	51.9%
	61.5%
	60.3%

	
	
	% of Total
	19.2%
	19.2%
	21.9%
	60.3%

	Total
	Count
	20
	27
	26
	73

	
	% within Level of satisfaction with general conditions
	27.4%
	37.0%
	35.6%
	100.0%

	
	% within Previous exam score
	100.0%
	100.0%
	100.0%
	100.0%

	
	% of Total
	27.4%
	37.0%
	35.6%
	100.0%



The results in table 4.17 show that pupils with high satisfaction had neither negative academic performance nor positive academic performance.  It also shows that 25.9% of the pupils with ambivalent academic performance are those who are moderately satisfied. Further, 21.9% of the pupils are those with low satisfaction and have positive academic performance. 
[bookmark: _Toc63151547][bookmark: _Toc524784286][bookmark: _Toc536449971][bookmark: _Toc16250314][bookmark: _Toc40079959]A chi square test on this relationship between the level of satisfaction and academic performance was carried out to test the null hypothesis that: There is no significant relationship between level of satisfaction of regular pupils and their academic performance in inclusive public primary schools for the pupils with physical disability. The results are presented in table 4.18.
[bookmark: _Toc75691383][bookmark: _Toc115964246][bookmark: _Toc116001903][bookmark: _Toc117768947][bookmark: _Toc63151548][bookmark: _Toc75691384][bookmark: _Toc115964247][bookmark: _Toc116001904]Table 4.18: Chi-Square Test on the Relationship Level of Satisfaction and Academic 
[bookmark: _Toc117768948]                    Performance of Regular Pupils
	Chi-Square Tests

	[bookmark: _Hlk66271302]
	Value
	Df
	Asymp. Sig. (2-sided)

	Pearson Chi-Square
	11.541a
	4
	.021

	Likelihood Ratio
	13.246
	4
	.010

	Linear-by-Linear Association
	.066
	1
	.797

	N of Valid Cases
	73
	
	


[bookmark: _Toc40079960][bookmark: _Toc63068068][bookmark: _Toc63151549][bookmark: _Toc66280947][bookmark: _Toc69461064][bookmark: _Toc75689256][bookmark: _Toc75691385][bookmark: _Toc115964248][bookmark: _Toc116001905][bookmark: _Toc117768949][bookmark: _Toc524777675][bookmark: _Toc524784287][bookmark: _Toc536090307][bookmark: _Toc536449972][bookmark: _Toc16171231][bookmark: _Toc16248938][bookmark: _Toc16250315][bookmark: _Toc29210590] a. 3 cells (33.3%) have expected count less than 5. The minimum expected count is 1.64.
[bookmark: _Toc40079961][bookmark: _Toc63068069][bookmark: _Toc63151550][bookmark: _Toc66280948][bookmark: _Toc69461065][bookmark: _Toc75689257][bookmark: _Toc75691386][bookmark: _Toc115964249][bookmark: _Toc116001906][bookmark: _Toc117768950]The p value obtained (0.021) was less than the significance level of 0.05. Therefore, the null hypothesis was rejected and concluded that there is enough evidence to suggest an association between the two variables. Therefore, satisfaction of the regular pupils with inclusive school conditions determines their academic performance.
The researcher also aimed at establishing whether the level of satisfaction of the pupils with physical disability has an influence on the academic performance. The cross-tabulation table obtained is indicated in table 4.19.

[bookmark: _Toc63151551][bookmark: _Toc75691387][bookmark: _Toc115964250][bookmark: _Toc116001907][bookmark: _Toc117768951][bookmark: _Toc16250316][bookmark: _Toc40079962][bookmark: _Toc63151552][bookmark: _Toc75691388][bookmark: _Toc115964251][bookmark: _Toc116001908]Table 4.19: Level of Satisfaction with General Conditions versus Academic 
[bookmark: _Toc117768952]                    Performance of Pupils with Disability Cross Tabulation
	
	
	
	Academic performance
	

	Satisfaction Level
	Low 
	Average 
	High 
	Total

	
	Highly satisfied
	Count
	8
	2
	0
	10

	
	
	% within Level of satisfaction with general conditions
	80.0%
	20.0%
	.0%
	100.0%

	
	
	% within exam scores
	30.8%
	9.1%
	.0%
	19.2%

	
	
	% of Total
	15.4%
	3.8%
	.0%
	19.2%

	
	Moderately satisfied
	Count
	7
	10
	1
	18

	
	
	% within Level of satisfaction with general conditions
	38.9%
	55.6%
	5.6%
	100.0%

	
	
	% within exam scores
	26.9%
	45.5%
	25.0%
	34.6%

	
	
	% of Total
	13.5%
	19.2%
	1.9%
	34.6%

	
	Low satisfaction
	Count
	11
	10
	3
	24

	
	
	% within Level of satisfaction with general conditions
	45.8%
	41.7%
	12.5%
	100.0%

	
	
	% within exam scores
	42.3%
	45.5%
	75.0%
	46.2%

	
	
	% of Total
	21.2%
	19.2%
	5.8%
	46.2%

	Total
	Count
	26
	22
	4
	52

	
	% within Level of satisfaction with general conditions
	50.0%
	42.3%
	7.7%
	100.0%

	
	% within exam scores
	100.0%
	100.0%
	100.0%
	100.0%

	
	% of Total
	50.0%
	42.3%
	7.7%
	100.0%


From table 4.19, it was established that 80% of the pupils who were highly satisfied had negative academic performance while none of those with high satisfaction had high academic performance. Further, it can be seen that 45.5% of the pupils with ambivalent academic performance are those who are moderately satisfied. Also, 5.8% of the pupils had low satisfaction and had positive academic performance. 
Basing on these results, the null hypothesis that: There is no significant relationship between level of satisfaction of pupils with disability and their academic performance in inclusive public primary schools for the pupils with physical disability was tested. Chi square test results are as shown in table 4.20.
[bookmark: _Toc63151553][bookmark: _Toc75691389][bookmark: _Toc115964252][bookmark: _Toc116001909][bookmark: _Toc117768953][bookmark: _Toc16250317][bookmark: _Toc40079963][bookmark: _Toc63151554][bookmark: _Toc75691390][bookmark: _Toc115964253][bookmark: _Toc116001910]Table 4.20: Chi-square Test on the Relationship Level of Satisfaction and Academic 
[bookmark: _Toc117768954]                    Performance of Pupils with Disability
	
	Value
	df
	Asymp. Sig. (2-sided)

	Pearson Chi-Square
	5.850a
	4
	.211

	Likelihood Ratio
	6.496
	4
	.165

	Linear-by-Linear Association
	2.860
	1
	.091

	N of Valid Cases
	52
	
	


a. 4 cells (44.4%) have expected count less than 5. The minimum expected count is .77.
[bookmark: _Toc16171245][bookmark: _Toc16248952][bookmark: _Toc16250329][bookmark: _Toc29210618]The results shown in table 4.20 indicate that at a degree of freedom of 4, the p value of 0.211 is greater than significance level of 0.05. Therefore, the null hypothesis was not rejected. This implies that satisfaction of the pupils in relation to general inclusive conditions does not determine the academic performance of the pupils with disability. 
This sub-section has dealt with the influence of learner characteristics on academic performance. Although the level of independence and degree of disability were not quantified, they had an influence on academic performance of pupils with disability. Satisfaction of regular had the highest influence on academic performance with a score of 2.5 which was positive. The learning participation of the learners and the satisfaction of the regular pupils which had an ambivalent score of 2.8 had an average influence on academic performance. Notably, gender and satisfaction level of regular pupils influenced their academic performance while gender of the pupils with physical disability and their satisfaction level did not. Further, the age of both regular and pupils with physical disability did not influence their academic performance in the inclusive schools. 
[bookmark: _Toc117768955]4.7 Summary
This chapter is a presentation of the data that was collected and its interpretation on the determinants of academic performance in inclusive public primary schools. The data was presented alongside the original objectives of this study. A comparison was made in this chapter in terms of academic performance between the regular pupils and those with disability. It was established that the regular pupils had a higher mean score indicating higher academic performance than the pupils with disability. However, the scores for both sets of pupils indicated that their academic performance was low. Only regular girls manifested average academic performance. 
After data analysis, the findings from the second objective in this chapter indicated that there were physical facilities though some were not adapted accordingly. Among other findings, some schools had adapted toilets while others had the ‘normal’ toilets which posed a challenge in use by the pupils with disability. Adapted laundry areas were also a challenge in most of the inclusive schools. Further, it was evident that assistive devices were present in most of the schools though were not adequate to cater for all the pupils that needed them. No school had an adapted library set aside for the pupils with physical disability to access with ease. With these challenges in focus, then they affect the overall academic performance of the pupils with physical disability.
In relation to the third objective on teacher characteristics, a cumulative of 66.16% of teachers had their confidence level of average and above. The overall index was the teachers’ use of teaching strategies was found to be 2.0 which meant that teachers used adequate teaching strategies in handling inclusive classrooms, a finding that was contrary to what was observed where some of the teachers’ use of teaching strategies was wanting. It was further established that when the scores for the teachers’ attitude towards inclusivity were computed, they were under ambivalent category meaning that teachers were not sure of how they perceived inclusivity in their schools. In regard to the level of satisfaction of the teachers, the computed overall index was found to be 28.1. Here, it was concluded that teachers were satisfied with the inclusive school conditions that had been provided.
Learners’ characteristics were also examined as another factor determining academic performance of pupils in inclusive school settings. It was noted that pupils especially those with disability moderately participated in learning activities. It was also noted that most learners with disability do not require a lot of specialised attention in order to participate in classroom activities. In regard to the level of satisfaction of the pupils with disability, the computed index was found to be 2.8 which was within the ambivalent category. This meant that pupils with disability were neither fully satisfied nor negatively satisfied with inclusive school conditions. The computed index for the satisfaction level of the regular pupils was 35.3 which was under the positive category indicating that regular pupils were satisfied with inclusive conditions. 
Additionally, there was no significant relationship between gender and the academic performance of the pupils with physical disability as the p value is greater than 0.005 (p=0.234>0.05). However, gender influences academic performance of regular pupils as the p value was found to be 0.000 which is less than the significance level of (0.05). It was also noted that there is no significant relationship between age of the regular learners (p=0.646) and with pupils with physical disability (p=0.696). It was further established that satisfaction of the regular pupils influences their academic performance where the p value was 0.021. However, the academic performance of pupils with physical disability was found not to be influenced by their satisfaction with the p value being 0.211.

[bookmark: _Toc117768956]CHAPTER FIVE
[bookmark: _Toc117768957]SUMMARY OF FINDINGS, CONCLUSIONS AND RECOMMENDATIONS
[bookmark: _Toc117768958]5.1 Introduction 
This study was designed to carry out an investigation on the determinants of academic performance of class eight regular pupils and pupils with disability in inclusive school settings in Western Kenya. These determinants included characteristics of physical facilities available, teacher’s characteristics and the learners’ characteristics. According to Schiefelbein and Wolff (1992) as cited in Ongeti (2008), as school inefficiency continues to be a pressing problem in many developing countries, the need for a better understanding of the determinants of performance is urgent. In addition, with the introduction of the Competency Based Curriculum (CBC) in Kenya, there is need for a clear understanding of what really determines academic performance in educational settings especially inclusive schools. 
This chapter therefore presents the summary, conclusions and recommendations of this study. This is based on the research findings that is presented and discussed in the previous chapter. The findings of the study make a direct contribution to academic performance of learners in the inclusive school settings. Recommendations for further research as well as policy and practice have been made.
[bookmark: _Toc117768959][bookmark: _Hlk59026202][bookmark: _Hlk73365630]5.2 Summary of Research Findings
As aforementioned, the core objective of this study was to establish the determinants of academic performance of regular learners and learners with physical disability in inclusive primary school settings in Western Kenya. This section entails a summary of the findings based on the objectives of this study. 
[bookmark: _Toc117768960]5.2.1 Comparison of Academic Performance of Pupils with Physical Disability and Regular Pupils in Inclusive Primary Schools for the Pupils with Physical Disability
[bookmark: _Hlk59770698]The scores for the academic performance of the regular pupils and those with disability were computed and compared. The one-sample statistics carried out indicated that the overall mean score was 182.96. The mean score for the regular pupils was 208.22 while the mean score for pupils with disability was 157.69. This means that the regular pupils had a higher academic performance than the pupils with disability. 
Regarding gender of regular pupil’s, male pupils had a mean score of 194.87 while female pupils had a mean score of 223.53. In terms of gender of pupils with disability, male pupils had a mean score of 159.09 while female pupils had mean score of 156.67. The t-test which aimed at determining if there was a significant difference between the academic performance of regular pupils compared with those with physical disability indicated a value of 0.000 which is less than significant level of 0.05 hence study concluded that there was a statistically significant difference between mean score of regular pupils and that of pupils with disability.
[bookmark: _Toc117768961][bookmark: _Hlk73365652]5.2.2 Influence of Physical Facilities on Academic Performance of Pupils with Physical Disability in Inclusive Schools for the Pupils with Physical Disability
The researcher observed that while some schools had adapted facilities to accommodate pupils living with disabilities others had not. Some of the disability friendly traits of the sampled schools include: presence of playgrounds with accessible facilities for learners with physical disability and all schools that participated in the study had adapted games to accommodate pupils living with physical disability and therefore an indication that there was full inclusion of such pupils in sports, the boarding schools however had low lying beds in their dormitories which made it easy for pupils with physical disabilities to effortlessly use them. Additionally, the schools had ordinary beds for pupils and therefore yet another indicator of adaptability to ensure that all pupils were accommodated in the school environment. The researcher further observed that the benches and tables were placed at lower heights and the spacing between benches big enough to facilitate movement of the pupils living with disabilities.
Some of the disability unfriendly characteristics include; despite the schools having the facilities, they were inadequate in number and some were not properly maintained thereby posing high risks of infections, some of the sports facilities were faulty and needed to be repaired to make them disability friendly. For example, some swings lacked swinging ropes either due to neglect, wear and tear or possible misuse. Further, some of the schools lacked pavements and walkways thereby inhibiting unconstrained movement of pupils living with physical disabilities since they had to use the conventional walkways. This posed as a major setback as it escalated the level of vulnerability because moving around on wheelchairs or assistive devices on uneven ground increased their chances of accidental injuries. 
The dormitories lacked adequate spaces and therefore beds were placed close to each other thereby leaving little space for movement especially for pupils living with physical disabilities and users of assistive devices. Other schools had un-adapted beds which made it difficult for pupils with physical disabilities to use them devoid of assistance and therefore meant that they had to rely on their regular colleagues for relief.
[bookmark: _Toc117768962]5.2.3 Influence of Teacher Characteristics on Academic Performance of Pupils with Physical Disability and Regular Pupils in Inclusive Primary Schools for the Pupils with Physical Disability
Teacher characteristics were divided into level of confidence, teaching strategies, teacher attitude and level of satisfaction. The study further established that the overall index regarding confidence level of the teachers was 2.92 implying ambivalent level of confidence. It was revealed that 41.5% of the teachers had very high level of confidence. On the other hand, 43.1% of the teachers with average level of confidence. 
Concerning teacher satisfaction, the overall index computed was found to be 2.3. This shows that the teachers were moderately satisfied with the inclusive conditions in schools. This was evidenced by 52.31% of the teachers having low satisfaction, 18.46% of them being highly satisfied and 29.23% of the teachers recording moderate level of satisfaction with inclusivity. 
On teachers’ teaching strategies from the teachers’ perspective, the overall score was found to be 38.98 or 2.0. This falls under the category of positive. It can be concluded that teachers believe there is adequate use of teaching strategies to enhance inclusivity in the classrooms. Basing on the observation made on the four categories of teaching strategies under study, the overall index for class environment was 4.0 meaning it was average. Regarding time management, the computed overall index was found to be 4.0. This also indicated average. Lesson presentation was also observed. It was established that the computed overall index was 7.0 meaning that the lesson presentation techniques was good. Further, adaptive instruction was also examined. The computed overall index was 2.0 which shows that the adaptive instruction was poor. The computed overall index for all the teaching strategies for the teachers through observation rating was 17.0 which was an indication that utilization of teaching strategies was average.
On teacher’s attitude, the computed overall index was found to be 2.6. When the scores were compared to the scoring procedure, it was established that the scores were under ambivalent category. This indicates that the teachers had in general relatively neutral attitudes towards inclusive education. 
[bookmark: _Toc117768963]5.2.4 Influence of Learners’ Characteristics on Academic Performance of Pupils with Physical Disability and Regular Pupils in Inclusive Primary Schools for the Pupils with Physical Disability
[bookmark: _Toc63068083][bookmark: _Toc63151564][bookmark: _Toc66280962][bookmark: _Toc69461078][bookmark: _Toc75689271][bookmark: _Toc75691400][bookmark: _Toc115964263][bookmark: _Toc116001920][bookmark: _Toc117768964][bookmark: _Toc40079972][bookmark: _Hlk59771730]This study considered learners’ age, gender, learning participation, level of independence and degree of disability and level of satisfaction as the key characteristics that determine academic performance of leaners in inclusive schools. In terms of learning participation, the study found out that there was moderate participation of both regular learners and those with physical disability in the learning process. The researcher noted by way of observation that most learners with physical disability did not require much attention in going about their daily activities which meant that they were quite independent. 
Regarding level of independence, it was noted through observation that some of the pupils with disability do not require help from their peers in carrying out their activities. However, this aspect varied from school to school. One of the schools recorded 60% of the pupils with physical disability having disabilities that are profound though some could be able to walk with crutches, walkers, wheelchairs and walking sticks. Generally considering the inclusive schools under study, 50% of the pupils with disability had moderate degree of disability while 33% had profound degree of disability.
On the level of satisfaction of leaners with physical disability, the overall index was 39.4 or 2.8 and therefore an indication that the learners are neither satisfied nor fully dissatisfied because the score was found to be ambivalent. The level of satisfaction was found to be higher among female pupils compared to male pupils with 50% recording low satisfaction about general conditions of inclusive schools against 21.2% of female pupils who recorded a moderate satisfaction. 
The results of the study further revealed that the level of satisfaction among regular learners was relatively higher with a mean of 35.30 which is considered to fall under positive classification and therefore an indication that this group of learners are comfortable learning with pupils with physical disability in the same environment or set-up. 
The researcher also endeared to establish if there was a significant relationship between the learners’ characteristics and their academic performance. It was found out that there was no enough evidence to suggest a significant relationship between gender of the pupils with physical disability and academic performance as the p value was 0.234. On the contrast, gender of the regular pupils was found to have a significant relationship with the academic performance of the regular pupils as the p value was 0.000. It was further established that the age of the regular pupils had no association with the academic performance of the regular pupils where the p value was 0.646. There was also no significant relationship between the age of the pupils with disability and their academic performance as the p value was 0.696. The study also concluded that there was a significant relationship between the level of satisfaction of the regular pupils with their academic performance. This is because the p value for the test was 0.021. On the other hand, it was noted that the satisfaction level of the pupils with physical disability does not determine their academic performance as the test p value was 0.211.
In summary, the elements in the bioecological system that require improvement to facilitate academic performance include: Physical facilities, teachers’ confidence level which was found to be ambivalent and observed teaching strategies which were found to be average. Also, the teachers’ attitude towards inclusion, learning participation and the learners with disability satisfaction level require improvement. This improvement is required because the elements are not strongly supporting the bioecological system to enable academic performance. On the other end, the elements in the bioecological system that were positive are teaching strategies from the teachers’ perspective, teachers’ level of satisfaction and regular learners’ satisfaction level. This means that if there is to realization of academic performance among the learners in public inclusive schools for the pupils with physical disability, the elements must work in the same direction.
[bookmark: _Toc117768965]5.3 Conclusions
This study made the following conclusions:
a) [bookmark: _Hlk63066280]Pupils in the inclusive schools recorded poor academic performance. As much as the means score of the regular pupils was average at 208.22, the mean score for the pupils with physical disability was below average at 157.69. When the two scores are averaged, a mean score of 182.96 is arrived at which is an indication of academic performance being below average in the inclusive schools for the pupils with physical disability. 
b) Physical facilities in in the inclusive schools for the pupils with physical disability were inadequate. Not all-inclusive schools in Western region of Kenya have disability friendly physical facilities such as walkways, pavements, dormitory facilities and dining facilities that make the mobility of pupils with physical disability and users of assistive devices stress free. Some schools have adapted toilets and bathrooms as well as sport facilities such as swings as well as sports which make pupils living with physical disabilities feel accommodated in the school community. However, some of these facilities have been neglected and poorly maintained and therefore are both physical and health hazards to the pupils living with physical disabilities thus requiring adjustments in order to enhance academic performance of the learners. 
c) Teacher characteristics influenced academic performance of learners in inclusive primary schools for the pupils with physical disability. Teachers demonstrated ambivalence in their attitude towards inclusion of learners with physical disability. Further, teachers in the inclusive schools registered positivity in satisfaction with inclusive school conditions. The study also indicated that that the teachers had ambivalent level of confidence, ambivalence in teaching strategies from observation and positive teaching strategies from the teachers’ perspective.
d) Learner characteristics influenced academic performance of the learners in inclusive primary schools for the pupils with physical disability. The study concluded that there was moderate participation of both regular learners and those with physical disability in the learning process. The level of independence and degree of disability also influenced academic performance of pupils with physical disability. It can also be concluded that leaners with physical disability were ambivalent regarding their satisfaction level with inclusive conditions while the regular pupils posted positive satisfaction. Gender was found to have a significant relationship with academic performance of regular pupils. The level of satisfaction was also found to have an influence on academic performance of regular pupils.  
Therefore, the overall conclusion is that all the factors that were studied as determinants of academic performance of learners in inclusive primary schools for the pupils with physical disability in Western Kenya determine academic performance in the inclusive schools. 
[bookmark: _Toc117768966][bookmark: _Hlk63066298]5.4 Recommendations
The study recommends as follows:
a) [bookmark: _Hlk75693789]For effective academic performance in the inclusive schools to be realized, there is need for dynamism. There is need for stability of the bioecological system in order to achieve academic goals. This involves adequately adapting the environment to enhance the satisfaction of the pupils, enhancing a positive attitude of teachers towards inclusivity and boosting the teacher confidence. All this can go a long way in influencing positively the teaching learning process hence better academic performance.
b) School physical facilities should be adequately provided and those present should be regularly renovated and maintained especially those that are used by pupils with disabilities to ensure that they have a conducive learning environment. The pavements, walkways, toilets and washrooms too should be regularly cleaned and maintained. This will offer a conducive environment that enables the learners especially those with physical disability maximize their participation in the learning activities to enhance academic performance.
c) [bookmark: _Hlk75693837]Teachers’ confidence and attitudes affect the extent to which teachers are willing and able to implement inclusive practice. The teachers deployed in inclusive schools should be properly sensitized so that they can develop a clear understanding of dispositions of inclusive settings. Such training should be geared towards building confidence, proper use of teaching strategies and building positive attitude towards inclusion which are important and more beneficial especially for learners in inclusive school settings. 
d) Guidance and counseling services for the pupils with physical disability ought to be strengthened in order to cultivate a can-do attitude and confidence within themselves and their abilities in order to improve their academic performance. Such services can also help the pupils to understand the need for inclusivity and its importance.
[bookmark: _Toc117768967]5.5 Suggestions for Further Research
The study suggests that further research with an enlarged sample size in relation to inclusive schools including more elements in the bioecological system.
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Aim of the observations is to discover the actual classroom practice of the teachers and their interaction with the pupils with physical disability.

	Item
	Absent 
	Present 
	Comments

	Class environment: 
	
	
	

	Administration of praise.
	
	
	

	Evidence of rules that involve respect for other members of class and/or provides verbal reminders to students about how to treat each other.
	
	
	

	Physical space arrangement such as furniture arrangement.
	
	
	

	Rules and procedures for non-instructional events and for instructional events.
	
	
	

	Cites rule or procedure in responding to disruptive behaviors.
	
	
	

	Positioning of the room.
	
	
	

	Scanning of class.
	
	
	

	Time Management
	
	
	

	Allocates generous amounts of time for instruction.
	
	
	

	Monitoring of transition. 
	
	
	

	Frequent circulation to assist students and monitor progress.
	
	
	

	Stating expectations for  seatwork  and  transitions  in  advance.
	
	
	

	Gaining and maintenance of pupil’s attention. 
	
	
	

	Clear lesson routines that signal a beginning and end.
	
	
	

	Lesson Presentation
	
	
	

	Review of previous day’s concepts.
	
	
	

	Clear overview of the lesson: (such as tasks, objectives).
	
	
	

	Actively modeling and demonstration of concepts, learning strategies, and procedures related to effective problem solving.
	
	
	

	Seatwork tasks.
	
	
	

	High accurate responding rate (70-90%) in teacher-led activities.
	
	
	

	Frequent questions.
	
	
	

	Summarization of the lesson content.
	
	
	

	Forecasts on upcoming lesson content.
	
	
	

	Brisk pace during the lesson.
	
	
	

	Adaptive Instruction
	
	
	

	Teacher circulating in class.
	
	
	

	Checking work of pupils with disability.
	
	
	

	Tells pupils with disability what to work on.
	
	
	

	Correcting the pupils with disability.
	
	
	

	Enhancing pupils with physical disability participation.
	
	
	

	Equal chance of participation in classroom activities.
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Appendix B: Observation Checklist for Pupils’ Characteristics
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	2
	Level of independence.
	
	
	
	

	3
	Degree of the physical disability.
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Appendix C: Observation Checklist for Physical Facilities
	
	ITEM
	PRESENT
	ABSENT
	COMMENTS

	1
	Washroom facilities. 
	
	
	

	2
	Bath and laundry areas.
	
	
	

	3
	Assistive devices.
	
	
	

	4
	Library facilities.
	
	
	

	5
	Dining facilities.
	
	
	

	6
	Dormitory facilities.
	
	
	

	7
	Sports structures.
	
	
	

	8
	Pavements. 
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[bookmark: _Toc117768980]Appendix D: A Survey of Teachers’ Teaching Strategies, Attitude and Level of 
[bookmark: _Toc117768981]                       Satisfaction in Inclusive Schools for the Pupils with Physical Disability
PART 1: BACKGROUND INFORMATION

Please respond to the following items by writing the number on the line or by ticking the on the line as indicated.


1. Please specify: I am a:          1: Male ….    2: Female…..
2. a) What is your highest level of education completed? 
1.   Certificate……2. Diploma…… 3. Degree…4. Post graduate degree…..

    b) I have undertaken training focusing on the education of students with disabilities. please   
         specify…………………………………………………………………………………….
3. a) My level of confidence in teaching pupils in inclusive settings is:

	1.
	Very High
	 	

	2.
	High
	 	

	3.
	Average
	 	

	4.
	Low
	 	

	5.
	Very Low
	 	


    b) If you indicated that your level of confidence in teaching pupils with in inclusive settings is   low or very low, what kind of training (or what content) could improve it? ……………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………….


[bookmark: _Toc492502045][bookmark: _Toc492550746][bookmark: _Toc492874445][bookmark: _Toc492881674][bookmark: _Toc492882131][bookmark: _Toc505425043][bookmark: _Toc505506566][bookmark: _Toc524347762][bookmark: _Toc524784316][bookmark: _Toc536090336][bookmark: _Toc536450026][bookmark: _Toc16171271][bookmark: _Toc16248978][bookmark: _Toc16250355][bookmark: _Toc40079992][bookmark: _Toc63068101][bookmark: _Toc63151582][bookmark: _Toc66280980][bookmark: _Toc69461096][bookmark: _Toc75689289][bookmark: _Toc75691418][bookmark: _Toc115964280][bookmark: _Toc116001937][bookmark: _Toc117768982]PART II: TEACHING STRATEGIES USED BY TEACHERS IN INCLUSIVE SCHOOLS
INTRODUCTION 
In the context of your expectations regarding the school situation and/or your personal experiences indicate whether any of the following items will be a concern to you if a student with a disability was included in your class/school. Please circle the most appropriate response at the right of each statement that reflects your personal opinion.
Key:
	1
	2
	3
	4

	Extremely Concerned
	Very Concerned
	A Little
Concerned
	Not at All
Concerned



	TSQ 1
	I normally administer praise to the pupils during teaching.
	1
	2
	3
	4

	TSQ 2
	There are rules that involve respect for other members of class and/or provides verbal reminders to students about how to treat each other.
	1
	2
	3
	4

	TSQ 3
	Physical space arrangement is prioritized to pupils with disability.
	1
	2
	3
	4

	TSQ 4
	There are rules and procedures for non-instructional events and for instructional events.
	1
	2
	3
	4

	TSQ 5
	There is citation of rules or procedure in responding to disruptive behaviors.
	1
	2
	3
	4

	TSQ 6
	There is frequent scanning of the class to ensure attention.
	1
	2
	3
	4

	TSQ 7
	There is allocation of generous amounts of time for instruction.
	1
	2
	3
	4

	TSQ 8
	Monitoring of transition is appropriately done to ensure no time wasting.                                                                                        
	1
	2
	3
	4

	TSQ 9
	There are efforts in gaining and maintenance of pupil’s attention.
	1
	2
	3
	4

	TSQ 10
	There are clear lesson routines that signal a beginning and end.
	1
	2
	3
	4

	TSQ 11
	Teacher reviews previous day’s concepts.
	1
	2
	3
	4

	TSQ 12
	There is normally clear overview of the lesson: (such as tasks, objectives).
	1
	2
	3
	4

	TSQ 13
	Seatwork tasks are normally given to pupils.
	1
	2
	3
	4

	TSQ 14
	Frequent questions are asked by the teachers in regard to the topic.
	1
	2
	3
	4

	TSQ 15
	Summarization of the lesson content is always done.
	1
	2
	3
	4

	TSQ 16
	Forecasting on upcoming lesson content is normally done.
	1
	2
	3
	4

	TSQ 17
	There is checking of work of pupils with disability.
	1
	2
	3
	4

	TSQ 18
	Those with disabilities are told what to do when not able.
	1
	2
	3
	4

	TSQ 19
	Correcting the pupils with disability is regularly done.
	1
	2
	3
	4

	TSQ 20
	Equal chance of participation in classroom activities is prioritized.
	1
	2
	3
	4



[bookmark: _Toc492502047][bookmark: _Toc492550748][bookmark: _Toc492874446][bookmark: _Toc492881675][bookmark: _Toc492882132][bookmark: _Toc505425044][bookmark: _Toc505506567][bookmark: _Toc524347763][bookmark: _Toc524784317][bookmark: _Toc536090337][bookmark: _Toc536450027][bookmark: _Toc16171272][bookmark: _Toc16248979][bookmark: _Toc16250356][bookmark: _Toc40079993][bookmark: _Toc63068102][bookmark: _Toc63151583][bookmark: _Toc66280981][bookmark: _Toc69461097][bookmark: _Toc75689290][bookmark: _Toc75691419][bookmark: _Toc115964281][bookmark: _Toc116001938]





[bookmark: _Toc117768983]PART III: TEACHERS’ ATTITUDE TOWARDS INCLUSION OF PUPILS WITH      
[bookmark: _Toc492502048][bookmark: _Toc492550749][bookmark: _Toc492874447][bookmark: _Toc492881676][bookmark: _Toc492882133][bookmark: _Toc505425045][bookmark: _Toc505506568][bookmark: _Toc524347764][bookmark: _Toc524784318][bookmark: _Toc536090338][bookmark: _Toc536450028][bookmark: _Toc16171273][bookmark: _Toc16248980][bookmark: _Toc16250357][bookmark: _Toc40079994][bookmark: _Toc63068103][bookmark: _Toc63151584][bookmark: _Toc66280982][bookmark: _Toc69461098][bookmark: _Toc75689291][bookmark: _Toc75691420][bookmark: _Toc115964282][bookmark: _Toc116001939][bookmark: _Toc117768984]                  PHYSICAL DISABILITY

Instructions: After reading each statement, please circle the most appropriate response at the right of each statement that reflects your personal opinion.


Key:

	5
	4
	3
	2
	1

	Strongly Disagree
	Disagree
	Neither agree nor disagree
	Agree
	Strongly Agree




	TAIQ 1
	Pupils with physical disabilities create too many problems to permit inclusion.
	1
	2
	3
	4
	5

	TAIQ 2
	Including pupils with physical disability creates few additional problems for teachers’ class management.
	1
	2
	3
	4
	5

	TAIQ 3
	Because special schools are better resourced to cater for special needs pupils, they should stay in special schools.
	1
	2
	3
	4
	5

	TAIQ 4
	Pupils who are continuously aggressive towards their fellow pupils should not be included in regular classrooms.
	1
	2
	3
	4
	5

	TAIQ 5
	Regular teachers are not trained adequately to cope with the pupils with disabilities.
	1
	2
	3
	4
	5

	TAIQ 6
	Pupils with mild physical disabilities should not be included in regular classrooms.
	1
	2
	3
	4
	5

	TAIQ 7
	Pupils with physical disability will take up too much of teacher aides’ time.
	1
	2
	3
	4
	5

	TAIQ 8
	Regardless of whether the parents of regular pupils object to inclusion, the practice should be supported.
	1
	2
	3
	4
	5

	TAIQ 9
	Pupils with disability do not benefit academically from inclusion.
	1
	2
	3
	4
	5

	TAIQ 10
	Pupils without physical disability will be disadvantaged by having those with physical disability in their classroom.
	1
	2
	3
	4
	5

	TAIQ 11
	Pupils with physical disability who are continually aggressive towards school staff should not be included in inclusive classrooms.
	1
	2
	3
	4
	5

	TAIQ 12
	Pupils with physical disability whose achievement levels in basic skills are significantly lower than their classmates should not be included in regular classrooms.
	1
	2
	3
	4
	5

	TAIQ 13
	Inclusive primary school head teachers are not trained adequately to cope with the pupils with physical disabilities.
	1
	2
	3
	4
	5

	TAIQ 14
	Including pupils with physical disability is unfair to teachers who already have a heavy work load.
	1
	2
	3
	4
	5

	TAIQ 15
	Pupils with severe physical disabilities should not be included in regular classrooms.
	1
	2
	3
	4
	5

	TAIQ 16
	Pupils with moderate physical disabilities should be included in regular classrooms.
	1
	2
	3
	4
	5

	TAIQ 17
	Pupils with physical disabilities benefit socially from inclusion.
	1
	2
	3
	4
	5

	TAIQ 18
	‘Normal’ pupils benefit socially from inclusion.
	1
	2
	3
	4
	5

	TAIQ 19
	The overall academic standard of the school suffers from inclusion.
	1
	2
	3
	4
	5

	TAIQ 20
	Pupils with physical disability who cannot write should not be included in regular classrooms.
included in regular classrooms
	1
	2
	3
	4
	5



[bookmark: _Toc492502049][bookmark: _Toc492550750][bookmark: _Toc492874448][bookmark: _Toc492881677][bookmark: _Toc492882134][bookmark: _Toc505425046][bookmark: _Toc505506569][bookmark: _Toc524347765][bookmark: _Toc524784319][bookmark: _Toc536090339][bookmark: _Toc536450029][bookmark: _Toc16171274][bookmark: _Toc16248981][bookmark: _Toc16250358][bookmark: _Toc40079995][bookmark: _Toc63068104][bookmark: _Toc63151585][bookmark: _Toc66280983][bookmark: _Toc69461099][bookmark: _Toc75689292][bookmark: _Toc75691421][bookmark: _Toc115964283][bookmark: _Toc116001940][bookmark: _Toc117768985][bookmark: _Toc492502050][bookmark: _Toc492550751][bookmark: _Toc492874449][bookmark: _Toc492881678][bookmark: _Toc492882135][bookmark: _Toc505425047][bookmark: _Toc505506570][bookmark: _Toc524347766][bookmark: _Toc524784320][bookmark: _Toc536090340][bookmark: _Toc536450030][bookmark: _Toc16171275][bookmark: _Toc16248982][bookmark: _Toc16250359][bookmark: _Toc40079996][bookmark: _Toc63068105][bookmark: _Toc63151586][bookmark: _Toc66280984][bookmark: _Toc69461100][bookmark: _Toc75689293][bookmark: _Toc75691422][bookmark: _Toc115964284][bookmark: _Toc116001941]PART IV: LEVEL OF SATISFACTION WITH THE INCLUSIVE SCHOOL GENERAL CONDITIONS
Instructions: After reading each statement, please circle the most appropriate response at the right of each statement that reflects your personal opinion.
Key: 

	5
	4
	3
	2
	1

	Strongly Disagree
	Disagree
	Undecided
	Agree
	Strongly Agree




	TSLQ 1
	The teachers at school fulfill the pupils’ educational needs.
	1
	2
	3
	4
	5

	TSLQ 2
	I am satisfied with the pupils’ school experiences.
	1
	2
	3
	4
	5

	TSLQ 3
	Pupils with disability talk positively about their interactions with friends and teachers.
	1
	2
	3
	4
	5

	TSLQ 4
	Teachers support the pupils’ emotional needs.
	1
	2
	3
	4
	5

	TSLQ 5
	It is easy to communicate clearly with the pupils with disability.
	1
	2
	3
	4
	5

	TSLQ 6
	I am satisfied with how teachers encourage the pupils with disability to learn.
	1
	2
	3
	4
	5

	TSLQ 7
	Pupils with disability do not complain about how they are treated at school by other pupils without disability.
	1
	2
	3
	4
	5

	TSLQ 8
	Teachers understand well the pupils with disability’s personalities.
	1
	2
	3
	4
	5

	TSLQ 9
	Teachers do a good job in managing the pupils with disability during class time.
	1
	2
	3
	4
	5

	TSLQ 10
	Pupils with physical disability do not complain about how they are treated by teachers in school.
	1
	2
	3
	4
	5

	TSLQ 11
	There is a variety of sporting activities that suit pupils with physical disability
	1
	2
	3
	4
	5

	TSLQ 12
	Am satisfied with the inclusions in various clubs of the pupils with disability
	1
	2
	3
	4
	5

	TSLQ 13
	School facilities such as classrooms are easily accessible by pupils with disability
	1
	2
	3
	4
	5

	TSLQ 14
	Am satisfied with accommodations in school societies like Christian union in regard to pupils with disability
	1
	2
	3
	4
	5


    
   15. In your own analysis, how satisfied are you with the inclusive school conditions 
         in this school that should support effective teaching? Please tick one.

	1
	Highly satisfied
	

	2
	Moderately satisfied
	

	3
	Low satisfaction
	



[bookmark: _Toc117768986][bookmark: _Toc505506571][bookmark: _Toc492882136]
Appendix E: Questionnaire for the Pupils with Physical Disability in Regard to 
[bookmark: _Toc117768987]                       Level of Satisfaction with Inclusive Learning Conditions                        
[bookmark: _Toc492874452][bookmark: _Toc492881681][bookmark: _Toc492882138][bookmark: _Toc505425049][bookmark: _Toc505506572][bookmark: _Toc524347768][bookmark: _Toc524784322][bookmark: _Toc536090342][bookmark: _Toc536450032][bookmark: _Toc16171277][bookmark: _Toc16248984][bookmark: _Toc16250361][bookmark: _Toc40079998][bookmark: _Toc63068107][bookmark: _Toc63151588][bookmark: _Toc66280986][bookmark: _Toc69461102][bookmark: _Toc75689295][bookmark: _Toc75691424][bookmark: _Toc115964286][bookmark: _Toc116001943][bookmark: _Toc117768988][bookmark: _Toc492502052][bookmark: _Toc492502381][bookmark: _Toc492550753]PART I: BACKGROUND INFORMATION
a) [bookmark: _Toc492874453][bookmark: _Toc492881682][bookmark: _Toc492882139][bookmark: _Toc505425050][bookmark: _Toc505506573][bookmark: _Toc524347769][bookmark: _Toc524784323][bookmark: _Toc536090343][bookmark: _Toc536450033][bookmark: _Toc16171278][bookmark: _Toc16248985][bookmark: _Toc16250362][bookmark: _Toc40079999][bookmark: _Toc63068108][bookmark: _Toc63151589][bookmark: _Toc66280987][bookmark: _Toc69461103][bookmark: _Toc75689296][bookmark: _Toc75691425][bookmark: _Toc115964287][bookmark: _Toc116001944][bookmark: _Toc117768989]What is your age?………………… (In years)
b) What is your gender? Male………………Female……………
c) How many marks did you score in your open of term exam?.......................
[bookmark: _Toc492874454][bookmark: _Toc492881683][bookmark: _Toc492882140][bookmark: _Toc505425051][bookmark: _Toc505506574][bookmark: _Toc524347770][bookmark: _Toc524784324][bookmark: _Toc536090344][bookmark: _Toc536450034][bookmark: _Toc16171279][bookmark: _Toc16248986][bookmark: _Toc16250363][bookmark: _Toc40080000][bookmark: _Toc63068109][bookmark: _Toc63151590][bookmark: _Toc66280988][bookmark: _Toc69461104][bookmark: _Toc75689297][bookmark: _Toc75691426][bookmark: _Toc115964288][bookmark: _Toc116001945][bookmark: _Toc117768990][bookmark: _Toc492874455][bookmark: _Toc492881684][bookmark: _Toc492882141][bookmark: _Toc505425052][bookmark: _Toc505506575][bookmark: _Toc524347771][bookmark: _Toc524784325][bookmark: _Toc536090345][bookmark: _Toc536450035][bookmark: _Toc16171280][bookmark: _Toc16248987][bookmark: _Toc16250364][bookmark: _Toc40080001][bookmark: _Toc63068110][bookmark: _Toc63151591][bookmark: _Toc66280989][bookmark: _Toc69461105][bookmark: _Toc75689298][bookmark: _Toc75691427][bookmark: _Toc115964289][bookmark: _Toc116001946]PART II: LEVEL OF SATISFACTION WITH THE INCLUSIVE SCHOOL GENERAL CONDITIONS
Instructions: After reading each statement, please circle the most appropriate response at the right of each statement that reflects your personal opinion.
Key:

	5
	4
	3
	2
	1

	Strongly Disagree
	Disagree
	Undecided
	Agree
	Strongly Agree



	PDSLQ 1
	The teachers at school fulfill my educational needs.
	1
	2
	3
	4
	5

	PDSLQ 2
	I am satisfied with the school experiences.
	1
	2
	3
	4
	5

	PDSLQ 3
	I have positive interactions with my friends without disability and teachers.
	1
	2
	3
	4
	5

	PDSLQ 4
	Teachers support my emotional needs.
	1
	2
	3
	4
	5

	PDSLQ 5
	It is easy to communicate clearly with teachers and my friends.
	1
	2
	3
	4
	5

	PDSLQ 6
	I am satisfied with how teachers encourage me to learn.
	1
	2
	3
	4
	5

	PDSLQ 7
	 I do not complain about how am treated by other pupils without disability.
	1
	2
	3
	4
	5

	PDSLQ 8
	Teachers understand well my personality.
	1
	2
	3
	4
	5

	PDSLQ 9
	Teachers do a good job in managing the pupils with disability during class time.
	1
	2
	3
	4
	5

	PDSLQ 10
	I do not complain about how am treated by teachers in school.
	1
	2
	3
	4
	5
	
	
	
	
	

	PDSLQ 11
	There is a variety of sporting activities that suit me.
	1
	2
	3
	4
	5
	
	
	
	
	

	PDSLQ 12
	Am satisfied with the inclusions in various clubs. 
	1
	2
	3
	4
	5
	
	
	
	
	

	PDSLQ 13
	School facilities such as classrooms are easily accessible.
	1
	2
	3
	4
	5
	
	
	
	
	

	PDSLQ 14
	Am satisfied with accommodations in school societies like Christian union.
	1
	2
	3
	4
	5
	
	
	
	
	




15.
In your own analysis, how satisfied are you with the inclusive school conditions in this school? Please tick one.

	1
	Highly satisfied
	

	2
	Moderately satisfied
	

	3
	Low satisfaction
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[bookmark: _Toc117768991][bookmark: _Toc116001947]Appendix F: Questionnaire for the Regular Pupils in Regard to Level of Satisfaction 
[bookmark: _Toc117768992]                       with Inclusive School Conditions                    
[bookmark: _Toc524347774][bookmark: _Toc524784328][bookmark: _Toc536090348][bookmark: _Toc536450038][bookmark: _Toc16171283][bookmark: _Toc16248990][bookmark: _Toc16249998][bookmark: _Toc16250367][bookmark: _Toc29210656][bookmark: _Toc40080004][bookmark: _Toc63068112][bookmark: _Toc63151593][bookmark: _Toc66280991][bookmark: _Toc69461107][bookmark: _Toc75689300][bookmark: _Toc75691429][bookmark: _Toc115964291][bookmark: _Toc116001948][bookmark: _Toc117768993]PART I: BACKGROUND INFORMATION
a) [bookmark: _Toc524347775][bookmark: _Toc524784329][bookmark: _Toc536090349][bookmark: _Toc536450039][bookmark: _Toc16171284][bookmark: _Toc16248991][bookmark: _Toc16249999][bookmark: _Toc16250368][bookmark: _Toc29210657][bookmark: _Toc40080005][bookmark: _Toc63068113][bookmark: _Toc63151594][bookmark: _Toc66280992][bookmark: _Toc69461108][bookmark: _Toc75689301][bookmark: _Toc75691430][bookmark: _Toc115964292][bookmark: _Toc116001949][bookmark: _Toc117768994]What is your age?…………………(In years)
b) What is your gender? Male………………Female……………
c) How many marks did you score in your open of term exam?.......................
[bookmark: _Toc524347776][bookmark: _Toc524784330][bookmark: _Toc536090350][bookmark: _Toc536450040][bookmark: _Toc16171285][bookmark: _Toc16248992][bookmark: _Toc16250000][bookmark: _Toc16250369][bookmark: _Toc29210658][bookmark: _Toc40080006][bookmark: _Toc63068114][bookmark: _Toc63151595][bookmark: _Toc66280993][bookmark: _Toc69461109][bookmark: _Toc75689302][bookmark: _Toc75691431][bookmark: _Toc115964293][bookmark: _Toc116001950][bookmark: _Toc117768995][bookmark: _Toc524347777][bookmark: _Toc524784331][bookmark: _Toc536090351][bookmark: _Toc536450041][bookmark: _Toc16171286][bookmark: _Toc16248993][bookmark: _Toc16250001][bookmark: _Toc16250370][bookmark: _Toc29210659][bookmark: _Toc40080007][bookmark: _Toc63068115][bookmark: _Toc63151596][bookmark: _Toc66280994][bookmark: _Toc69461110][bookmark: _Toc75689303][bookmark: _Toc75691432][bookmark: _Toc115964294][bookmark: _Toc116001951]PART II: LEVEL OF SATISFACTION WITH THE INCLUSIVE SCHOOL GENERAL CONDITIONS
Instructions: After reading each statement, please circle the most appropriate response at the right of each statement that reflects your personal opinion.
Key:

	5
	4
	3
	2
	1

	Strongly Disagree
	Disagree
	Undecided
	Agree
	Strongly Agree



	RPSLQ 1
	The teachers at school fulfill my educational needs.
	1
	2
	3
	4
	5

	RPSLQ 2
	I am satisfied with the school experiences.
	1
	2
	3
	4
	5

	RPSLQ 3
	I have positive interactions with my friends with disability and teachers.
	1
	2
	3
	4
	5

	RPSLQ 4
	Teachers support my emotional needs.
	1
	2
	3
	4
	5

	RPSLQ 5
	It is easy to communicate clearly with teachers and my friends.
	1
	2
	3
	4
	5

	RPSLQ 6
	I am satisfied with how teachers encourage me to learn.
	1
	2
	3
	4
	5

	RPSLQ 7
	 I do not do not complain about how am treated by pupils with disability.
	1
	2
	3
	4
	5

	RPSLQ 8
	Teachers understand well my personality.
	1
	2
	3
	4
	5

	RPSLQ 9
	Teachers do a good job in managing the pupils with disability during class time.
	1
	2
	3
	4
	5

	RPSLQ 10
	I do not complain about how am treated by teachers in school.
	1
	2
	3
	4
	5
	
	
	
	
	

	RPSLQ 11
	There is a variety of sporting activities that suit me.
	1
	2
	3
	4
	5
	
	
	
	
	

	RPSLQ 12
	Am satisfied with the inclusions in various clubs. 
	1
	2
	3
	4
	5
	
	
	
	
	

	RPSLQ 13
	School facilities such as classrooms are easily accessible.
	1
	2
	3
	4
	5
	
	
	
	
	

	RPSLQ 14
	Am satisfied with accommodations in school societies like Christian union.
	1
	2
	3
	4
	5
	
	
	
	
	



15.
a) In your own analysis, how satisfied are you with the inclusive school conditions in this school? Please tick one.

	1
	Highly satisfied
	

	2
	Moderately satisfied
	

	3
	Low satisfaction
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[bookmark: _Toc117768996]Appendix G: Participants Consent Form
TITLE OF THE RESEARCH STUDY: DETERMINANTS OF ACADEMIC PERFOMANCE OF LEARNERS IN INCLUSIVE PRIMARY SCHOOLS IN WESTERN KENYA
Consent from the participants
I, the undersigned, confirm that (please tick box as appropriate):

	1.
	I have read and understood the information about this research as provided on this consent sheet by the researcher.
	

	2.
	I have been given the opportunity to ask questions and I am satisfied with the clarifications made by the researcher about the study.
	

	3.
	I declare that my participation in this study is purely voluntary that I have not been forced to participate by the researcher in this study.
	

	4.
	I have been informed that I can withdraw from this study at any time that I cannot be punished or even asked the reasons for my withdrawal.
	

	5.
	I have been assured of the confidentiality of the information that I will provide and that my identity will be concealed.
	

	6.
	The use of this data involving publications and archiving has been explained to me and that I am convinced.
	

	7.
	I have understood the risks and the benefits that I may be exposed to in the process of this study.
	

	8.
	I, along with the Researcher, agree to sign and date this informed consent form.
	




Participant’s name: ……………………. 

Signature:……………………Date……………………

Researcher’s name: HESBORN CHONGE 

Signature: …………………...Date…………………

[bookmark: _Toc117768997]Appendix H: School Consent Form

RESEARCH TITLE: DETERMINANTS OF ACADEMIC PERFOMANCE OF LEARNERS IN INCLUSIVE PRIMARY SCHOOLS IN WESTERN KENYA
SCHOOL CONSENT
I give consent for my School to participate in the above study.  I have read and understood the information required for this research. I have understood that the information that my students, teachers and I, will give, shall be treated with utmost confidentiality. I have been given the opportunity to ask questions and that I am contented with the answers given by the researcher. Finally, I have been assured that any of my teachers, pupils and I are free to withdraw from the study at any time and that they shall not be penalized or asked reasons for withdrawing.


PRINCIPAL’S NAME: ………………………………………………….


PRINCIPAL’S SIGNATURE: ……………………………….DATE --------------------------------
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[bookmark: _Toc117769000]Appendix K: Map of Kenya Indicating the Location of Western   
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