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 ARTICLE INFO    ABSTRACT 
 

 

Establishing inclusive schools in Kenya is apriority however not all schools practice inclusion. The 
purpose of the study was to determine educational experiences of children with physical disabilities in 
inclusive settings in Kenya. The objective was to determine the state of preparedness of schools 
offering inclusive education to children with physical disabilities in inclusive settings. The study was 
guided by Constructivist Learning Theory. The study employed mixed methods approach. The research 
design used was Concurrent Triangulation Model. The target population was made up of 337 
participants. The sampling techniques used were purposive, simple random sampling and stratified 
random sampling. The sampled population for the study was 264 participants. The instruments were 
questionnaires, Focus Group Discussions, interview schedules and observation checklist. Piloting was 
done to determine reliability of research instruments which was through by test-retest where correlation 
co-efficient (rho) was worked. Authorization and permit to conduct research was given by National 
Commission for Science, Technology and Innovation (NACOSTI). Qualitative data was collected in 
conformity with the chosen mixed methods research design. Quantitative data from questionnaires were 
analyzed with the assistance of the Statistical Package for Social Sciences (SPSS), computer version 20. 
It generated descriptive statistics such as frequencies and percentages. The qualitative data was 
analyzed using content, narrative and thematic methods and presented in direct quotes and narrative in 
line with the study objectives. The study revealed that preparations done in schools involved 
sensitization and awareness campaigns with all stakeholders, general adaptation of physical facilities  
and training of teachers in the schools. Schools were faced with various challenges. The overall 
conclusion was that all stakeholders were involved in the preparations. Based on the study findings 
some recommendations were made: that all stakeholders should strive to remove barriers that prevent 
children with physical disabilities from benefiting from education which is a human right. There is need 
for adapting school facilities. Sensitization and awareness campaign should be ongoing in the 
community and public schools to enroll children with physical disabilities. Children with physical 
disabilities should be provided with adequate, specialized, relevant equipment and teaching/learning 
resources that are conducive to their needs. 
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INTRODUCTION 
 
Inclusive education has become a world-wide movement in 
terms of providing education that caters for all children in the 
neighborhood schools. The Salamanca Declaration of 1994 
was the cornerstone in understanding the practice of inclusive 
education. Countries were inspired to review their education 
policies in line with the new philosophy that re-affirms the  
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right to education to every individual child (Seehorn, 2011). 
Inclusive education is understood as a developmental approach 
geared to meet the educational needs of all children and 
emphasizing for opportunity of those who are subjected to 
marginalization and exclusion. The teaching approach should 
respond to the diverse needs of children including those who 
are physically disabled in inclusive settings. The system 
requires that teachers working with these children develop 
competencies that involve knowledge, skills and dispositions 
in order to qualitatively teach and promote learning of children 
who are physically challenged in the inclusive settings. Porter 
(2001) observes that if inclusion was to be successful, 
educational managers need to ensure that there are varied and 
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systematic supports services and structures available to the 
teacher. Costa Rica has very progressive and wide ranging 
laws and policies about inclusive education. However, most of 
the students with severe disabilities remain segregated in 
special schools or special classes in general education 
campuses due to shortage of trained special education teachers 
with skills in teaching, a fixed curriculum and negative attitude 
(Villa and Thousand, 2012). Availability and adequacy of 
trained teachers in special needs pose a great challenge in 
inclusive settings. However the level and nature of training in 
special needs education is not mandatory in meeting the needs 
of children with disabilities in inclusive schools. This study 
sought to establish the nature of attitudes of teachers towards 
educating children with physical disabilities in inclusive 
settings. While India enshrines a strong commitment to 
inclusive education, negative public attitudes are among the 
greatest constraint to equal opportunity for education in the 
country (Rieser, 2008). Education policy can be 
comprehensive on inclusive education but if it is not glued 
with positive attitudes and commitment, then implementation 
of such policies becomes unsuccessful. Public attitude can 
impact on human and physical resources that should be availed 
to children with physical disabilities in regular schools. 
Garuba (2003) argues that while countries with advanced 
economies have gone beyond categorical provisions of full 
inclusion, most developing countries in Africa were still 
grappling with the problem of making educational provisions 
for children with special needs. Gadagbui (2008) gives an 
example in Ghana of a Kindergarten to Basic 4 where there is 
inclusion for children with hearing impairment, but teachers’ 
attitudes remain a major challenge. The study was based on 
children with hearing impairment but is of relevance to a study 
that deals with challenges of including children with physical 
disabilities in inclusive settings. In Uganda, Odyek (2012) 
observes that there was no direct support from stakeholders for 
children with disabilities in inclusive schools. A study by 
Kristensen and Kristensen (as cited in Charema, 2005), also 
indicate that most regular schools in Uganda where most 
children with disabilities were integrated, the required 
materials were not provided or  were inadequate. The current 
study wished also to consider specific materials for learners 
with physical disabilities in inclusive settings. In Kenya there 
have been various policy recommendations given by education 
commissions and committees that direct and advice on the 
provision of education to all learners with special needs and 
disabilities since independence. According to SNE Policy 
(2009), these challenges include inappropriate infrastructure, 
inadequate facilities, inadequate equipment, inadequate 
capacity of teachers to handle learners with special needs and 
disabilities and expensive teaching and learning materials. It 
was against this background that the current study was going 
to establish the challenges faced in educating children with 
physical disabilities in inclusive settings. It would also 
determine schools’ preparedness before the establishment of 
inclusive education and coping strategies which schools used 
to deal with the challenges faced in the management of schools 
having children with physical disabilities in inclusive settings. 
Establishing of inclusive schools takes priority. However, 
there still exist special schools not only in Nyanza region but 
also in other parts of the nation without considering including 
children with all categories of special needs. Therefore the 
overall research problem addressed in this study was that 
despite the government emphasis on inclusion, only a few 

schools in Nyanza include children with physical disabilities in 
regular schools. Hence there was need to establish the 
experiences of educating learners with physical disabilities in 
inclusive settings in Nyanza region. The study is guided by the 
following objective; To determine the preparedness of schools  
offering inclusive education to children with physical 
disabilities. This study was guided by constructivist learning 
theory which describes the process of knowledge construction. 
It refers to the idea that learners construct knowledge for 
themselves; each learner individually (and socially) constructs 
meaning as he/she learns. The crucial action of constructing 
meaning is mental, it happens in the mind. Physical actions, 
hands-on experience may be necessary for learning, especially 
for children but it is not sufficient; we need to provide 
activities which engage the mind as well as the hands or what 
Dewey called reflective activity (Hein, 1991). The Kenyan 
education curriculum is a one-fits-all one and teachers may 
find its fixed nature a major challenge. This signifies why 
relevant and adequate physical and learning materials should 
be provided and adapted. In order to allow children with 
physical disabilities to actively participate in constructing 
meaning and knowledge, the challenges that would interfere 
with their process of learning need to be addressed. 
 

MATERIALS AND METHODS 
 
The study used a mixed methods approach which combines 
both qualitative and quantitative approaches. According to 
Kothari (2004) quantitative research is based on the 
measurement of quantity or amount while qualitative research 
is concerned with qualitative phenomena relating to or 
involving quality where data is described in words rather than 
in numerical terms. Within the mixed methods approach the 
research design to be used in the study was concurrent 
triangulation model. This design was be suitable for this study 
because it allowed for quantitative and qualitative data 
collection at the same time in the research procedure. The 
study will be conducted in Nyanza Region which has 6 
counties, that is; Siaya, Kisumu, Homabay, Migori, Nyamira 
and Kisii. The region is located in the south western part of 
Kenya around Lake Victoria. The study population was made 
up of 337 participants from schools practicing inclusive 
education, which included 136 teachers from 11 schools, 11 
head teachers, 22 professionals and 168 primary school pupils 
from class (grade) six to eight. The study used purposive 
sampling to select all primary schools in Nyanza region that 
had adopted inclusive education, school administrators and 
professionals attached to each school. This is described as a 
continuation of sampling until no new conceptual insights are 
generated (Bloor and Fiona, 2006). In total 11 groups of 8 
pupils making 88 participated in the FGDG. The study used 
questionnaires, Focus Group Discussions, an interview 
schedule, and observation checklist as the tools for collecting 
data. The selection of these tools had been guided by the 
nature of data to be collected, the time available as well as the 
objectives of the study. This study ensured this validity by 
strictly adhering to research procedures, reporting what the 
respondents expressed and giving interpretation to non-verbal 
communication that formed part of the data for the study. 
Guion, Diehl and MCDonald (2013) stated that triangulation is 
a method used by qualitative researchers to check and 
establish validity in their studies by analyzing a research 
question from multiple perspectives. This study ensured 

1365                       Asian Journal of Science and Technology Vol. 6, Issue 04, pp. 1364-1384, April, 2015 
 



further validity by employing interviews and focus group 
discussions to collect data. In quantitative approach, internal 
validity refers to the extent to which an experiment rules out 
alternative explanations of the results (Kazdin, 1998). In this 
study threats to internal validity such as attrition were 
controlled by conducting data collection within a specified 
period in the individual schools. In the current study threats to 
external validity such as reactivity by the participants during 
the data collection were maintained by encouraging the 
informants to be as honest as possible while responding to the 
questionnaire items.  
 
Reliability 

 
To ensure reliability Test – retest technique was used. The 
instruments were administered twice in two weeks to the same 
individuals in each school. The following formula was used to 
calculate the correlation co-efficiency to judge reliability.  
 

Rho = 
 1

6
1

2

2





NN

D

 
 

Where  
 
rho is Spearman correlation index, 
D is the difference in ranks for a pair of scores and 
N is the number of within each distribution 
 
The result was used to modify and remove the ambiguous 
items from the instruments. Since the study used a mixed 
methods approach, reliability of tools for collecting qualitative 
data was done. The study used descriptive statistics, content, 
narrative and thematic data analysis. Descriptive analysis uses 
measures of central tendencies such as mean, median and 
mode, tabulating, graphing and describing data (Orotho, 
2009). This study used descriptive statistics where frequencies 
and percentages were used to summarize quantitative data.  
 

RESULTS 
 
Findings on the Schools Preparedness before Admitting 
Children with Physical disabilities in the Schools 
 
The study sought to establish the state of schools preparedness 
before admitting children with physical disabilities in the 
school. The findings and discussions were presented in line 
with the responses from head teachers, teachers, pupils, 
professionals and observation checklist.  
 
 Establishment of Inclusive Schools 
 
The study sought to find out when an inclusive system in the 
primary schools was first established.  The head teachers 
responded by mentioning the year of inception of this 
programme in their schools. It was found that the earliest 
establishment in the first school was done in 2001 and the 
latest was in January 2014. This range in the implementation is 
quite dragging. It seems the government is not keen in fast 
tracking inclusion. If it has taken a period of 13 years to see 
the implementation of inclusion of children with physical 
disabilities in only 11 schools in Nyanza region, then the move 

towards full inclusion is too slow. This finding is in support of 
Garuba (2003) in a study on challenges and opportunities on 
inclusive education in the 21st.centuary for Nigeria, argued that 
while countries within advanced economies have gone beyond 
categorical provision of full inclusion, most developing 
countries of Africa are still grappling with the problem of 
making educational provisions for children with special needs. 
 
Piloting by Schools for Inclusive Education 
 
This study aimed at ascertaining whether piloting was done in 
the schools already having an inclusive programme for 
children with physical disabilities. Piloting was not done in 
majority of the schools having children with physical 
disabilities. The responses from the head teachers were 
presented in the table below:  
 

Piloting by Schools for Inclusive Education (n=11) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 4 3.9 36.4 36.4 

     

2. 7 6.9 63.6 100 

Total 102 100.0 100.0 100 

 
The table shows that piloting was done in four school 
representing 36.4% while those who never did piloting were 7 
representing 63.6%. Many of the head teachers in this study 
stated that piloting was not done before rolling out an inclusive 
programme for children with physical disabilities. They stated 
that it was out of their own initiative that they started to 
include children with physical disabilities in the schools. They 
even made efforts and initiated a baseline survey in the local 
community to establish how many children with physical 
disabilities were not attending school. One of the head teachers 
observed: 
 
“Piloting not done but out of interest as teachers we felt that 
these pupils should not be left out, baseline survey was done in 
the community around.” 
 
This finding does not concur with Crawford (2005) in a study 
in Canada of an overview of current issues in the inclusive 
education of students with intellectual and other disabilities, 
who reported that inclusion first started in Hamilton-
Wentworth and was later followed by other regions which 
suggested doing piloting before national implementation of 
full inclusion. In starting a new programme it is imperative 
that piloting is done to identify the strengths and weaknesses. 
This could minimize the challenges the inclusive primary 
schools having children with physical disabilities face.  
 
Stakeholders Involvement in Preparations 
 
The study sought to establish whether the stakeholders were 
brought on board during the preparations to include children 
with physical disabilities in inclusive schools. The head 
teachers were asked to respond on the involvement of 
stakeholders before admitting children with physical 
disabilities in their schools. It was reported that stakeholders 
were involved in the preparations before including children 
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with physical disabilities in the schools. The responses of head 
teachers are presented in the table below: 
 

Table 4.18. Stakeholders Involvement in Preparations 
  

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

1 10 9.8 83.3 83.3 

2 1 1.0 8.3 91.7 

11 1 1.0 8.3 100.0 

Total 12 11.8 100.0  
Missing System 90 88.2   
Total 102 100.0   

 

According to the data presented in Table 4.18, 10 head 
teachers representing 83.3% reported that stakeholders were 
involved in the preparation to establish an inclusive setting for 
children with physical disabilities.  Only one head teacher 
representing 8.3% responded that stakeholders were not 
involved in the setting up of the inclusive education 
programmes. The stakeholders were head teachers, teachers, 
and parents, well wishers in the community and education 
officials. The data in the table reveals that stakeholders were 
involved in the preparations before admitting children with 
physical disabilities into the regular schools. The data in the 
table reveals that stakeholders were involved in the 
preparations. This concurs with UNESCO (2007) observing 
that to achieve inclusive agenda all stakeholders should be 
involved. This finding is also in agreement with Subban and 
Sharma (2005) who stated that teachers believed that the 
support of principals and other stakeholders was critical for 
them to implement inclusive practices. To roll a new program 
there is need for policy makers to sensitize people on what the 
government requires before starting a new program. This 
means that the stakeholders must be involved to plan for the 
program in terms of human and physical resources. The 
government alone cannot provide the needed financial 
resources and therefore members of the community must be 
involved to take responsibility for the inclusion of children 
with physical disabilities in the regular schools to succeed. 
 

Roles Played by Stakeholders 
 

The role of Head teachers 
 

The study sought to establish the role played by head teachers 
in the preparation of the regular schools before admitting 
children with physical disabilities. The head teachers took the 
lead in mobilizing the community and directing the decisions 
made by other stakeholders in the preparations a part from 
creating a welcoming school environment for children with 
physical disabilities. The responses of head teachers were 
similar as one of the head teachers observed: 
 
“I was chairing meetings for support groups, mobilize the 
communities around to bring children to school and 
communicating information on policies regarding          
inclusive education and creating conducive environment”.  
 
This means that the administrators support for inclusion is a 
requirement right before including children with physical 
disabilities in their schools. This finding is in line with Milsom 
(2006) who observed that the successful implementation of 
any programme depends on support from school 
administrators and cooperative efforts from school personnel. 

Therapy (2002) observes that it is up to the principal to 
prepare the school for inclusion and provide backing for both 
human and material resources. This implies that the school 
head teachers as managers must fully support the 
implementation, take lead and be actively in the preparations 
of the schools to be ready to admit children with physical 
disabilities. 
 
Role of parents 
 
The study sought to find out the role parents played during the 
preparations to include children with physical disabilities in 
the schools. The parents were willing to have their children 
admitted in the regular schools by showing their commitment 
in attending meetings and mobilize other fellow parents to do 
the same.  
 
During the interview one of the teachers observed: 
 
“Parents attended meetings and bring their children to school. 
They also mobilized fellow parents to bring their children to 
school”  
 
The statement by teacher indicated that parents were willing to 
discuss the conditions of their children with the professionals 
when called upon. This finding does not concur with 
Wachianga (2012) in a study of provision of support services 
to learners with physical disabilities, in Kisumu county 
involving pupils with physical disabilities and teachers. The 
study found out that parents were uncooperative when called 
to school to discuss the conditions of their children with 
professionals when it was thought the problems have a link 
from home. This may imply that the attitudes of parents are 
changing with time and they now ready to take responsibility 
in their children’s education. However this further indicates 
that for inclusion to succeed parents must play a major role 
through resource mobilization and creating awareness for 
inclusion. Their willingness to bring children with disability to 
school is a major role to grace the success of inclusion. 
Similarly, Leonard Chesire Disability Representative (2012) 
observes that parents can plan, advocate for inclusive policies 
and practices for their own children and other disabled 
children. While Will (1986) believes that, in experimental 
efforts parents should be deeply involved and their due process 
and participation in planning should be assured 
 
Role of Teachers 
 
The study sought to establish the role of teachers during the 
preparation of schools before including children with physical 
disabilities. From the head teacher’s responses, teachers were 
involved in creating awareness among the public on the need 
for including children with disabilities in the schools. They 
also played an active role in sensitizing parents of children 
with special needs who could be identified in the community. 
They were involved in training programmes and workshops to 
acquire skills for teaching children with special needs. One of 
the head teachers observed: 
 
“Teachers were willing to teach children with special needs 
inclusive of those with physical disabilities. They were 
involved in training progrmmes through self sponsorship 
mostly in KISE long distance training programme. Some 
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teachers were attending seminars and workshops organized by 
Leonard Chesire Disability.       
 
This means that teachers were equipping themselves with 
skills and willing to teach these children from the onset of 
admission. This finding is in line with Crawford (2005) a 
study of an overview of current issues in inclusive education in 
Canada found that inclusive education started in Hamilton-
Wentworth led by educators on the basis of a reasonable 
examination of students with disabilities. The finding is also in 
agreement with Stanley (2013) who observed that for a teacher 
a key aspect of working with children with special needs is to 
identify individual needs and being responsible for creating a 
safe, stimulating and supportive environment. This means that 
teachers were involved in creating awareness and preparing 
the schools to receive children with disabilities. The 
involvement of teachers is very dear to children with physical 
disabilities because their attitude and competency would 
facilitate the academic and social performance of those 
children. 
 
Role of Community in Preparing Inclusive Schools 
 
The study wished to determine the role played by the 
community during the preparations of schools to include 
children with physical disabilities in their schools. It was 
found that the communities supported inclusion in various 
ways. They supported schools with resources including 
finances to construct buildings. They sensitized and mobilized 
other community members over children with special needs. 
They accepted children and advocated for them to be enrolled 
in the nearby schools. An interview with teachers reveals that 
the community members were involved in the preparations of 
schools to admit children with physical disabilities. One of the 
teachers stated: 
 
“The members of the community including the local leaders 
were active in campaigning for inclusion and organized fund 
raisings to build classrooms” 
 
This demonstrates the preparation and willingness of 
community to provide a safe learning environment for children 
with disabilities. This is in line with Save the Children (2002) 
working on school for all reports that education for the 
disabled was seen as valuable with the community based 
rehabilitation workers who were encouraged to promote 
integration of disabled children into their schools. The finding 
is also in agreement with Nyende’s (2012) study on children 
with disabilities in Universal primary in Uganda noted that 
community members in general have a critical role to play in 
education of children with disabilities. However the finding is 
not in agreement with Ladbrook (2009) who reported lack of 
community involvement inclusive education in South Africa. 
The education of children with physical disabilities requires 
involvement in the provision of physical and human resources 
for them to receive quality education. It is critical to believe 
that inclusive education of children with physical disabilities 
can succeed without community support.   
 
The Role of other Education Officials 
 
The study sought to establish the role played by other 
education officials in the preparation for inclusion of children 

with physical disabilities in the schools. It was reported that 
other education officials assess and refer children with special 
needs to the schools and these are professionals working in the 
Educational Assessment and Resource Services. They helped 
in mobilization of parents of children with disabilities to enroll 
their children in schools. They also posted teachers and held 
workshops. They inspected schools to ensure that they are 
environment was learner friendly.  During the interview one of 
the teachers stated that: 
 
“All children with disabilities that we receive in our school 
are referred from the Educational Assessment and Resource 
Services. They carried awareness campaign and also 
mobilized the community to bring children with disabilities to 
school. Teachers had been posted from the education office. 
They also visited the school to ascertain that it is disability 
friendly.” 
               
Children with physical disabilities had to go through the 
assessment centre for assessment and placement as reported by 
the head teachers. This concurs with Kathenya and Mwereria 
(2007) who posit that the first step in supporting learners with 
special needs in education involves the assessment of their 
difficulties and abilities. They placed emphasis on assessment 
and intervention. This is also in agreement with SNE Policy 
(2009) which emphasizes the Kenya government commitment 
on inclusive education through regular schools for learners 
with special needs and disabilities, sensitization and in-
servicing of teachers. This implies that the government the 
government has put in place the strategies to ensure that 
children with physical disabilities access education through 
regular schools. 
 
Adaptations in the School Environment Adaptation of 
Physical Facilities 
 
In an attempt to establish the adaptation of physical facilities 
suitable for learners with physical disabilities, teachers were 
asked to state whether the facilities were adapted before 
admitting children with physical disabilities in the schools. 
The study established that the physical facilities were adapted. 
Their responses were as shown in the table below: 
 

Adaptation of Physical Facilities (n=86) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

1.00 61 59.8 70.9 70.9 

2.00 25 24.5 29.1 100.0 

Total 86 84.3 100.0  
Missing System 16 15.7   

Total 102 100.0   

 
Those teachers who reported that the adaptation of the 
facilities was done were about 70.9% indicating that physical 
facilities in the school were adapted while 29.1% of the 
teachers stated that there was no adaptation in their schools. 
This higher per cent draws attention to the need for adapting 
the school facilities to suit the learners’ diversity in the 
schools. Children with physical disabilities have varying 
characteristics and they are individuals whose needs must be 
met independent of their peers. The adaptation was confirmed 
by the observation checklist in most of the schools studied of 
which some included adapted seats in the classrooms. This 
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finding is in agreement with Special Needs Technology 
Assessment Resource Support Team (START) (2001) which is 
a group of educators to oversee best practices in the 
educational application of technology. The team argued that 
often students with physical disabilities have additional 
disabilities such as visual or hearing impairments, learning 
disabilities or cognitive delay. Therefore a student with 
physical impairment may require adapted materials/equipment 
as well as additional support from teachers and other 
professionals to modify and adapt the teaching/ learning 
environment to meet her/his unique needs.   
 
General School Environment 
 
The study sought to establish the adaptation of the school 
environment in the schools studied. The study reveals that 
most school had ramps of which some were very steep. The 
ramps were leading to head teacher’s office and class entrance. 
In some of schools the construction of ramps was done 
through sponsorship. During the interview one of the teachers 
stated: 
 
“ramps were constructed to office and classrooms sponsored 
by the initial donor  that later withdrew.” 
 
Another teacher observed: 
 
“ramps were also constructed leading to classes”  
 
One of the teachers also observed: 
 
“ramps, pavements and rails were put towards classrooms 
and office entrance” 
 
These views of teachers give an insight on the significance of 
adapting the school environment to facilitate accessibility of 
children with physical disabilities in the school. This is similar 
to a study carried out by UNESCO (2003) in Bangladesh on an 
example of a working model inclusive school which found out 
that the school was adapted to ensure accessibility of children 
with disabilities within the school building. The observation 
checklist revealed that most of the ramps were steep and 
narrow. This complicated independent movement of those 
using wheelchairs who must be pushed by fellow peers 
through child to child support. However, in one of the schools 
there was no sign of any adaptation in the school. During the 
interview a teacher in the school said: 
 
“Inclusive started in 2005, the school had not been adapted 
and disability unfriendly even for normal children. The school 
is full of stones as you can see, in classes not so much has      
been done” 
 
Focus Group Discussion also revealed no effort was made to 
make the environment disability friendly. The FGD session 
had this remark: 
 
 “no arrangement was made to make the school better for us” 
 
It is very difficult for children with physical disabilities to 
access facilities in a school where even children without 
disability are experiencing mobility problems because of 
school’s physical environment. Alternatively the school with 

no arrangement for adaptation exposes children with physical 
disability to a more stressful condition in terms of academic 
and social participation.  This is in line with Nyende (2012) 
who found that one of the schools constructed in 1954 in 
Uganda has never undergone modification necessary to 
facilitate learning for children with disabilities. Schools had 
tried to construct pavements to facilitate the movement of 
children with physical disabilities in the school both with and 
without assistive devices. Observation checklist revealed that 
in some schools only corridors were had cemented pathways. 
 
“only corridors were cemented to make movements easier. 
This school is always flooded during the rainy seasons”.  
 
The similar situation was found in another school studied 
where because of rains the school regularly makes the path 
leading to the main tarmac road. 
 
“we tried to make the road to the tarmac to be used especially 
during bad weather, when it   rains. However, rehabilitation 
continues”  
 
The infrastructure for mobility becomes pertinent for learners 
with physical disabilities and any school should strive to 
enhance their movement in the school. The finding is 
concurrent with that of Najjingo (2009) in a study on 
challenges of accessing all- inclusive education by children 
with disabilities in Uganda, which revealed that facilities in 
question included wide walkways and wide corridors. This 
means that these pavements should be wide enough to 
accommodate wheelchairs, crutches, walking frames and other 
mobility devices. 
 
Leveling 
 
The general terrain of the school environment is a precondition 
for the mobility of children with physical disabilities because 
some categories like cerebral palsy with ataxia condition 
depend so much on an even environment without stumps for 
their mobility. In the schools sampled some had tried to make 
the school ground flat as reported by the following 
respondents. Some inclusive schools had leveled their school 
grounds as revealed by the study. During the interview one of 
the teachers stated that: 
 
“we leveled the school compound  because as you can see 
from the vicinity  this area is stony. We uprooted the stones 
and murrum the school and filling the holes with soil”.  
 
Another teacher observed:   
 
“The environment was leveled starting from the gate because 
this was a modern school built using foreign donor fund from 
Germany in partnership with Kenya government”.  
 
The architectural designers seemed to have considered the 
diversity of would be learners in the school as it later came to 
be an inclusive school although the above respondent might 
have not considered this design in relation to the diversity of 
their learners. This means that flat school environment for 
children with physical disabilities is a prerequisite for their 
indoor and outdoor activities which is both academic and 
social. A study by Baptiste, Malachie and Struthers (2013) on 
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physical barriers to school attendance found out that 83.3% of 
parents/care givers whose children dropped out of school after 
developing disability reported the main barrier as being 
children’s inability to play with others.   
 
Classroom Preparation 
 
The study sought to establish the preparation of classroom 
environments for children with physical disabilities.  The 
study revealed that some schools had narrow doors with 
neglected lighting systems and ventilations. Classrooms were 
also congested in some schools with limited space for assistive 
devices. The study also established that most schools had 
adapted doors and windows. It also established that the 
classroom displays did not consider the readability of children 
with physical disabilities. From the observation checklist four 
schools that is; F, G, I and K, had door entrances that were 
very narrow. The lighting systems and ventilations were not 
considered. This could be a risk to the situations of children 
with other health impairments such as asthma who may 
require a well ventilated environment. Observations further 
revealed that the classes in most schools were congested with 
no adequate space for assistive devices; in school K 
wheelchairs were left outside the classrooms. This indicated 
architectural barriers and mobility problems for these children 
in the class. This is not in agreement with Watson and 
MCCatheren (2009) who observed that all classrooms used by 
children with physical disabilities should be large enough so 
that a child who uses mobility equipment can turn round 
easily. The lack of space impedes the participation of learners 
with physical disabilities because they require changeover by 
joining group activities. The height of teaching aids on the 
walls in all the schools studied as evidenced through the 
observation checklist did not consider lowering them down for 
those using wheelchairs so that they are able to read. Most 
children with mobility difficulties require spacious classrooms 
with wide door entrance to enhance moving in and out at will.  
However, most schools had made some adaptations as was 
observed by the checklist. The doors and windows were 
enlarged, furniture like special desks and tables were also 
adapted. During the interview one of the teachers observed: 
 
“Narrow doors opening inside were replaced by double doors 
opening outside”  
 
Another teacher stated: 
 
“The doors were widened to allow those using wheelchairs to 
enter the class”. 
 
One of the teachers noted: 
 
“First small doors were enlarged plus windows” 
 
During the interview still one of the teachers stated: 
 
“Special desks were made but put in front of the class in the 
classroom seating arrangement”  
 
One of the teachers also observed: 
 
“Tables were adapted by cutting their legs for children with 
cerebral palsy”  

Some children need chairs and tables that are different from 
standard size (UNESCO, 2009) while embracing diversity in 
inclusive settings. A student with a physical disability who is 
positioned correctly is able to pay attention better, focus for 
longer periods of time and access learning materials easily 
(South Carolina Assistive Program, 2012). This implies that if 
a child feels comfortable in class his/her learning experiences 
are augmented. This finding is also in agreement with Najjingo 
(2009) in her study of inclusive schools who noted that school 
facilities in inclusive settings included wide doors.  
 
Toileting 
 
The study sought to establish whether toilets were adapted for 
use by children with physical disabilities. It was found that not 
more than half of the schools studied had adapted toilets and 
nearly all the toilets where found were constructed through 
donor support. The study confirmed from the observation 
checklist that five out eleven schools had no adapted toilets. 
During the interview one of the teachers observed:  
 
“Adapted toilets were built by Leonard Chesire Disabilty 
when we were in the process of admitting children with special 
needs when changing from our first unit of children with 
mental retardation which started from the year 2010 that was 
done away with and merged into inclusive system”  
 
Another teacher said: 
 
“Two adapted toilets were constructed with the aid from 
Leonard Chesire. Disability and later got some aid from 
UNICEF which we used to build three modern toilets. 
Teachers have also one adapted toilet, one side is free and one 
adapted”    
 
Toileting is a major skill that children with physical disability 
need to acquire right from home without which they undergo a 
lot of stress. Muscular dystrophy campaign (2007) observed 
that toilets or washrooms should have at least enough space for 
portable hoist and any other transfer equipment that may be 
required such as an overhead tracking hoist and carers need 
privacy during transfers as well as spacious safe and warm 
environment. Najjingo (2009) in a study on challenges of 
accessing all- inclusive education reported that special 
facilities included special latrines. The finding of this study is 
in agreement with the two studies above. Most of the children 
like the spina bifida have incontinence yet would also require 
special toilets that are adapted. Children with neurological 
conditions such as cerebral palsy often have mobility 
difficulties involving balance would depend so much on 
adapted toilets. It seems that the government is not keen on 
funding adapted toilets because most of the schools in this 
study that had adapted toilets built for them through foreign 
donor funding. A study by Nthia (2012) on constraints facing 
inclusive education in Embu- Kenya revealed that learners 
with special needs were denied some of the physiological 
facilities and in particular those which catered for 
physiological needs such as adapted toilets prompting parents 
to prefer to retain their children at home. This stresses the 
importance of adapted toilets to children with physical 
disabilities. 
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Influence of School Environment on Social Interaction 
 
Children with physical disabilities are always under stress 
about their mobility, thus requiring adapted environment. The 
study aimed at determining the influence of adapted 
environment on the interaction of children with physical 
disabilities in the school. It was revealed that the adapted 
environment enhanced participation in co-curricular activities. 
Their mobility is made easier and can join clubs. Some of the 
teachers interviewed on the influence of adapted environment 
on social interaction of children with physical disabilities had 
the following responses:  
 
“Adaptation of the school environment has enhanced 
participation of these Children in co-curricular activities. It is 
easy to take them to the toilets and out for play. They mixed 
with others especially volley ball while seated on the field”.  
 
One of the teachers said: 
 
“They play together in the leveled field and this makes them 
feel strong, they are not isolated, they participate in games, 
music among others. We have a slogan, Disability is not 
Inability”. 
    
Another teacher observed: 
 
 “Adapted environment allows children with physical 
disabilities to play with others. They can attempt to run; 
movement is now made a little easier. They can participate in 
other social clubs like child to child support” 
 
This reveals that adapted physical environment facilitate 
movement which enable children with physical disabilities, to 
move about in the school compound even if supported by 
peers, and their interaction with others is reinforced. This is in 
line with Stoecklin (1999) who reported that the physical 
environment can either contribute to children’s development, 
support learning and exploration which is central to active, 
creative play and exploration. This implies that schools that do 
not consider adapting their physical environment limit the 
social participation of children with physical disabilities. 
 
 Equipment and Teaching/Learning Materials 
 
 The study was interested to establish the availability of 
equipment during the preparation stages before admitting 
children with physical disabilities in the schools. During the 
interview the study revealed that there were a variety of 
equipment in the schools or the gymnasium attached to the 
schools. It was established that some children with physical 
disability require equipment that facilitates their positioning 
and mobility. During the interview one of the physiotherapists 
attached to an Inclusive primary school reported the following 
when responding to availability of equipment:  
 
“Arrangement was from donor support- Adventist 
Development and Relief Agency of Canada (ADRA). They built 
gymnasium hall and bought equipment. A professor in 
physiotherapy came and set the gymnasium operational and      
stayed for 6 months to set the equipment and start 
Rehabilitation programme which is attached to the School” 
 

 Through the use of observation checklist the following 
assistive devices formed part of the equipment in one of the 
schools; wheelchairs, crutches, calipers, walking frames and 
cerebral palsy chair. Major equipments included rolling 
machine, hand roller, wall frame, high mat, parallel bars and 
static bikes. Similar equipment was found in some other 
schools of which the wheelchairs, crutches and walking frames 
were common. During the interview with one of the 
physiotherapist, the following was observed: 
 
“The assistive devices were bought in advance and those 
found to be using wheelchairs and crutches were provided 
with and these were donated by the initial donor who later 
withdrew”.   

 
The Australian Human Rights Commission (2015) report 
observed that obtaining appropriate equipment as needed for 
individual students from electronically adapted to mobility 
devices, to walking frames for students is a continuing barrier 
to providing education access for education providers for 
students from kindergarten and child care through school 
system. This implies that children with physical disabilities 
require a wide range of equipment for them to access 
education in the inclusive settings. Most children with physical 
disabilities may not need adapted teaching and learning 
materials while some cannot participate effectively in class 
without necessary adaptations. This was confirmed during 
observations in the classroom setting. Some children may need 
adaptation of teaching/learning materials but were reluctant to 
use them. Teachers were asked to give their views on 
adaptation and availability of teaching/ learning materials. One 
of the teachers said: 
 
“Teaching/ learning materials such as adapted pens using 
tape and thread for needy children are always available” 
 
During the interview one of the teachers observed: 
 
“Some children who should use adapted materials are 
reluctant to use them” 
 
The finding on the use of adapted teaching and learning 
materials are in support of what is articulated in the Special 
Needs education policy (2009) which state that children with 
special needs often need specialized educational resources at 
individual and school levels depending on the nature and 
extent of their disability. However it was also noted that some 
children experience low-self esteem when using materials 
different from those used by their peers in the class. It can be 
argued that some children are not at ease to use dissimilar 
items in class unless encouraged. Depending on the nature of 
the child’s condition adapted materials become a precondition 
for their academic achievement.  
 
Availability and Relevance of Equipment 
 
The study was also interested to establish from the 
physiotherapists the availability and relevance of the 
equipment. During the interview the study revealed that the 
equipment are relevant but need maintenance. The government 
support had been limited. The imported equipment are 
expensive and less durable because they had been made for a 
different environment. The pattern of disability had changed 
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complicating the acquisition of relevant equipment. Children 
with physical disabilities have varied conditions that meeting 
individual needs entails a lot of challenges. The availability of 
equipment does not guarantee their appropriateness. In an 
interview one physiotherapist attached to an inclusive school 
observed: 
 
“Equipment are relevant but need to be replaced regularly. 
Local support from the government has not been. They get 
worn out, they need periodic replacement. They are not 
conducive, for conventional wheelchairs from Europe and if 
you buy they do not last long because the environment is very 
different. The spare parts are not easily available and if you 
get them they are very expensive. The pattern of disability has 
also changed from polio which mostly affected the limbs”. 
 
This response reveals that the equipment are not very relevant 
and cannot stand time, this can imply that children normally 
outgrow the assistive devices therefore there is need for 
periodic replacement. It was also noted that the equipment are 
designed for a different environment. They are also inadequate 
due to high cost and the fact that in many occasions, poverty 
and disability are closely linked. This finding was similar to 
that of Mumbi, Mugo and Chege (2013) who argued that at 
family level, poverty seems to aggravate the situation for 
persons with physical or other disabilities, particularly with 
regard to schooling. Rehabilitating children on the use of 
assistive devices is challenging because of the nature of some 
children with disability. A physiotherapist attached to an 
Inclusive primary had this remark on their experience with the 
use of equipment by children with physical disability in the 
school. 
 
“You put a child in a wheelchair they don’t see the need, you 
also give a crutch or alker and they leave it and crawl because 
of low mental capacity. They are also inadequate I use some of 
my personal equipment the basic ones are lacking”. 

 
This reveals that rehabilitation is quite difficult and in class, 
teachers find it hard to have children understand instructions. 
In most schools studied the basic equipment were lacking as 
confirmed by the observation checklist. This was also 
supported by the finding of Kenpro (2010) in Kenya that 
resources used in inclusive primary school having children 
with physical disabilities are inadequate. 
 
 Staffing Before Admission of Children with Physical 
Disabilities 
 
The study sought to establish the schools preparedness in 
terms of teachers trained in special needs before admitting 
children with physical disabilities. The interview with teachers 
established that relatively few teachers had acquired training in 
special needs during the preparation to admit children with 
physical disabilities in the inclusive primary schools. During 
the interview one of the teachers noted: 
 
“By the time we were starting inclusive program only one 
teacher had acquired 3 months training in SNE at KISE in 
physical disabilities. The one trained teacher guides other 
teachers on how to handle these children”.  
 
 

One of the teachers stated: 
 
“only one teacher happened to have been trained and was in 
special school  who was  transferred to this school”.  
 
Another teacher said: 
 
“At the beginning those who were trained in SNE were two up 
to now” 
 
One of the teachers also observed:  
 
“The government recruited one teacher in every two years. 
Training was done at KISE. The government was training and 
deploying teachers”. 
 
The initial number of teachers trained before admitting 
children with physical disabilities were not more than three in 
each of the schools studied. This implies that inclusive 
education was effected with inadequate staffing in all inclusive 
schools. However, the government realized at the beginning 
the importance of acquiring special skills by teachers to 
competently teach children with special needs in the schools 
and established KISE to train teachers on special needs. This 
finding is in agreement with UNICEF (1999) which reports 
that in Armenia implementation strategies as a new initiative 
for including children with disabilities would be through 
capacity building for pre- and in-service training of teachers.  
 
There was a similar study finding in Botswana where 
international agencies were involved in capacity building in 
mainstream pre-primary and primary schools with a purpose of 
enabling the implementation of best practice in inclusive 
learning and teaching. The government managed to train about 
13,400 pre-primary and primary school teachers (African 
Caribbean and Pacific Group of Secretaiat [ACP] 2011). This 
means that in order to implement inclusive education 
successfully, teacher training is important. The study was also 
interested in ascertaining preparedness of teachers from the 
perspective of the school heads. It was revealed that not all 
teachers were trained before admission of children with 
physical disabilities in inclusive primary schools. To explore 
the teachers’ preparedness to teach inclusive primary schools 
the head teachers’ responses were scored in a likert scale and 
the findings are presented in the table below.  
 

All Teachers were Trained (n=11) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 7 6.9 63/6 636 

     

2. 2 2.0 18.2 81.8 

3. 1 1.0 9.1 90.9 

4. 1 1.0 9.1 100.0 

Total 102 100.0 100.0  

 

The table show the state of teachers trained before the 
admission of children with physical disabilities. The responses 
of head teachers were scored using the likert scale which 
indicated that 7 head teachers representing 63.6% strongly 
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disagreed that all teachers were trained before the admission of 
children with physical disabilities in the school. Two head 
teachers representing 18.2% disagreed, 9.1% agreed while 
another 9.1% were not sure. From the table it can be 
concluded that not all teachers were trained before the initial 
inclusion of children with physical disabilities in the schools. 
This finding is not in agreement with Mwangi (2008) who 
argued that management of special needs require that seven 
components are harmonized, that is the style, staff, shared 
vision, systems, structure and strategy which must be 
understood and conceptualized by the entire school. It could be 
imperative if head teachers and the staff in general of inclusive 
primary schools acquired training in special needs before 
admitting children with physical disabilities in their schools so 
that they could effectively deal with issues of these children in 
their schools.  
 
The study further sought to establish which category of 
teachers trained in the school before admitting children with 
physical disabilities. It was ascertained that panel leaders were 
not trained. The head teachers’ responses were represented in 
the table below: The study aimed at determining if panel 
leaders were trained in the schools studied before inclusion of 
children with physical disabilities in the schools. The data 
shows that 6 head teachers comprising 54.5% had strongly 
disagreed that panel leaders were trained before admission of 
children with physical disabilities. The head teachers who 
disagreed were 3 representing 27.3%. 1 was not sure 
representing 9.1%, same as those who agree (9.1%). Following 
the data on the table, it reveals that above half of the head 
teachers disagreed that only panel leaders were trained before 
commencement of inclusion in their schools.  
 

Training of Panel Leaders (n=11) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 6 5.9 54.5 54.5 

     

2. 3 2.9 27.3 81.8 

3. 1 1.0 9.1 
 

90.9 
 

4. 1 1.0 9.1 100.0 

Total 102 100.0 100.0  

 
This is not in agreement Miles (2000) observing that teacher 
education and ongoing support and training are therefore 
crucial for any changes introduced in education. The training 
of panel leaders in primary schools is important because they 
are the ones that are in charge of individual subjects. The study 
further sought to establish if class teachers were trained before 
admission of children with physical disabilities in the schools. 
The study revealed that there was no specific training for class 
teachers before admission of the children. The head teachers’ 
responses were illustrated in the table below: 
 

The data indicates that 6 head teachers representing 54.5% 
strongly agreed that only class teachers were trained before 
including children with physical disabilities in the school. 
Those who disagreed were 2 representing 18.2%. Those who 
were undecided were 2 representing 18.2%. Those who were 
undecided were 2 representing 18.2%. Only 1 head teacher 

agreed with 9.1%. The table reveals that about 72.2% 
disagreed that only class teachers were trained before the 
inclusion of children with physical disabilities. This finding is 
similar with the study done by Oliver and Williams (2008) 
who observed that the challenge facing many teachers in the 
country is that they have not been adequately trained to cope 
with the diversity in their classes. The class-teachers need to 
be equipped with the necessary skills to enable them attend 
effectively to children with physical disabilities in their 
classrooms. The study was interested in ascertaining if 
teachers in administration were trained before admission of 
children with physical disabilities in the inclusive schools. The 
study established that teachers in administration were not 
trained as a specific group before admitting children with 
physical disabilities. The head teachers’ responses are shown 
below in the table below. 
 

Training of Class Teachers (n=11) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 6 5.9 54.5 54.5 

    
 
 

2. 2 2.0 18.2 72.7 

3. 2 2.0 18.2 90.9 

4. 1 1.0 9.1 100.0 

Tot
al 

102 100.0 100.0 
 

 
Training of Teachers in Administration 

 
 Frequency Percent Valid 

Percent 
Cumulative 

Percent 

Valid 

     

1. 6 5.9 54.5 54.5 

     

2. 3 2.9 27.3 81.8 

4. 2 2.0 18.2 100.0 

Total 102 100.0 100.0  

 
The study intended to determine whether teachers in 
administration were trained before children with physical 
disabilities were included in the schools. The responses 
indicated that 6 head teachers representing 54.5% strongly 
disagreed that teachers in administration were trained before 
inclusion. Those for disagreed were 3 representing 27.3% and 
only 2 teachers represented by 18.2% agreed that teachers in 
administration were trained earlier before children with 
physical disabilities were enrolled in the schools. This data 
reveals that in majority of the schools studied, teachers in 
administration were not trained before including children with 
physical disabilities in the school. Teachers in administration 
in the schools were head teachers, their deputies and senior 
teachers. This means that there is inadequate professional 
development in working with children with physical 
disabilities. This finding concurs with Travers, Balfe, Butter, 
Day, Dupont, McDaid, O’Donnell and Pruty (2010) who 
recognized that there is insufficient per-service and continuing 
professional development opportunities for teachers in relation 
to inclusive education in SNE, Similarly, Nthia (2012) in the 
study of constraints facing inclusive education in Embu East 
Sub-Couty found that in 12 public primary schools studied 
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only one head teacher was trained in special needs. The study 
was interested in ascertaining whether training was pegged on 
teaching experience before admission of children with 
physical disabilities in the inclusive schools. The study 
revealed that training was not done according to teaching 
experience.  
 

Training Teachers with 5 years and above Experience in SNE 
(n=11) 

 
 Frequency Percent Valid 

Percent 
Cumulative 

Percent 

Valid 

     

1. 5 4.9 45.4 45.4 

     

2. 2 2.0 18.2 63.6 

3. 1 1.0 9.1 72.7 

4. 2 2.0 18.2 90.9 

5. 1 1.0 9.1 100.0 

Total 102 100.0 100.0  

 
The study sought to establish if the teachers were trained in 
SNE according to the period they have served in the 
profession. The responses indicated that 5 head teachers with 
45.5% strongly disagreed that teachers who have stayed in the 
profession for above five years were trained. Similarly those 
who disagreed were 2 with 18.2%, 1 head teacher was  not 
sure representing 9.1% while 2 head teachers with18.2% 
agreed that teachers with 5  and above years were trained 
before including children with 5 years and above in the 
profession, yet only 1 head teacher representing 9.1% strongly 
agreed the mentioned teachers were trained. The data indicates 
that in 7 schools teachers had not been trained according to the 
years they have served in the profession. Therefore no 
significant attempt is given in training teachers on inclusive 
education. This does not concur with UNESCO (1994) that 
appropriate preparation of all educational personnel stands out 
as a key factor in promoting progress towards inclusive 
education. 
 
Other Teachers Trained 
 
The study aimed to establish from head teachers the way other 
teachers were prepared for inclusion of children with physical 
disabilities. The head teachers were asked to specify how other 
teachers were trained. The study established that teachers were 
trained through self or NGO sponsorship. During the interview 
one of the head teachers observed: 
 
Teachers who had interest in helping the learners sponsored 
themselves to further their education, only a few teachers were 
trained in different groups at different times by Leonard 
Chesire Disability.”  

 
This means majority of teachers trained were either self-
sponsored or were trained by an NGO. This is in line with 
UNESCO (2009) which observed that teacher competence is 
regarded as a key factor in developing quality education for all 
children, but it is of critical importance in the achievement of 
successful outcomes for children and youths with disabilities. 
This means that teachers were mostly self-motivated to seek 
further training with a view of assisting children with special 
needs. It therefore implies that the self-motivated teachers 

would provide quality service to children with physical 
disabilities compared to other teachers who wait for the 
training opportunity from the sponsors. If the same trend 
continued then fewer teachers would be trained and there 
would inadequate number of teachers of children with physical 
disabilities. This might compromise academic quality of 
children with physical disabilities. 
 
Enhancement of Academic Participation Based on School 
Facilities and Teacher Preparations 
 
The study set out to establish whether the preparations made 
on school facilities and if teachers had any impact on the 
children’s academic performance. Teachers’ views on the 
influence of school facilities and training of teachers on 
academic performance of children with physical disabilities 
were sought. The study found out that training improved 
academic performance of children with physical disabilities. It 
further established that those who attended training returned 
with positive attitudes. Preparation in physical facilities and 
involvement in exercises enhanced academic performance of 
children with physical disabilities. During the interview one of 
the teachers stated:     
     
 “It improved academics and quite a number went to 
secondary schools at the end of the 8 years course.” 
 
One other teacher also observed: 
 
“yes, without the learning facilities, assistive devices and 
trained teachers with skills, children whose upper hands are 
compromised could not write, others are trained to use their 
legs, others use head pointers  and mouth stick as you can         
see in the classes. We use the resource centre to teach ADL 
skills. Gymnesium help to exercise the body parts both fine 
and gross motor and it has improved their writing speed and 
style”. 
 
Another teacher observed:   
 
what I can say about teachers is that when they come from hat 
place they are changed, they take time to learn the background 
of the child before handling him. They are prepared to receive 
these children”.  

               
The teachers perceived that preparations in terms of 
competency and school facilities, led to academic achievement 
of learners with physical disabilities. Their responses during 
the interview seemed to suggest that the attitude of teachers 
before the preparation was negative but was changing 
positively, yet attitude is a major asset in the teaching of 
children with physical disabilities in inclusive settings. It can 
therefore be concluded that the preparation of teachers and 
school facilities can impact positively on children’s academic 
performance. This finding reiterates conclusions in other 
studies which recognized the significance of availing school 
facilities in the learning environment and ensure teacher 
training for successful inclusion of children with physical 
disabilities in regular schools (UNESCO, 2009; Zachary, 
2012; ACP, 2011; and Norad, 2007).  However, some teachers 
also had their own reservations. The study also established that 
preparations of facilities and teacher training did not improve 
academic performance of children with physical disabilities. 
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During the interview one of the teachers had the following 
remarks:  
 
“yeah to some extent it does because some workshops were 
organized by Leonard  Chesire Disability in Kisumu County so 
that even those not trained in SNE could gain skills that 
enhance academic performance”.   
  
Another teacher also observed:  
 

we have encouraged them to work hard, we adapt pens, but 
not to the standard, for  facilities are not enough.  
 

The respondent from one of the school was hesitant indicating 
that he doubted the impact of physical facilities and teacher 
preparations while a teacher in another school recognized the 
effect but decried the inadequacy of resources. This reveals 
that according to the teachers, the facilities and teacher 
training are crucial in academic performance of learners with 
physical disabilities. This finding is supported by Trevers et 
al., (2010) who argue that even with willingness of staff in 
school, it is difficult to include children with physical 
disabilities in regular classes without what they consider to be 
the necessary resources and support.  
 

Teachers and Pupils’ Reception of Children with Physical 
Disabilities in the Regular Schools 
 

Acceptance  
 

It is imperative to ascertain that the social environment is 
conducive for the learning of children with physical 
disabilities in the inclusive schools. Pupils were asked to 
express how other pupils and teachers were prepared to receive 
them. The study established that they were accepted in the 
school. In the FGD discussions one of the pupils came up 
with:  
 
“We were welcomed the way we were by both teachers and 
pupils”  
 
During the FGD another pupil observed: 
 
“We were welcomed, ‘welcome to our school and work hard.”  
 
One of the pupils during FGD session also stated: 
 
“Pupils welcomed us, we were supported to move around. 
They were happy with me. They told me! don’t be afraid, if you 
want something just be free, I asked for mobility support which 
they did freely without being reminded.”  
 
This acceptance showed that teachers and pupils had 
developed positive attitude towards children with physical 
disabilities and expected them to perform well. This agrees 
with a study finding by Sellers and Pozniak (2010) who 
observed that for inclusive education to succeed, it was 
necessary that teachers, principals and other education 
stakeholders maintain a positive attitude towards inclusion and 
embrace respect for diversity.  
 

ii) Pity 
 

The study sought to establish the kind of reception given to 
children with physical disabilities in the school when they first 

came. The study revealed that some children were shown pity 
when they first arrived.  During the FGD the issue of pity 
emanated with reactions such as the following from one of the 
pupils:   
 
“Other children were perplexed how I walk, some of them 
commented: ‘see how this boy is walking, this went on for a 
long time.” 
 
Another pupil stated: 
 
“They showed sympathy but there was stigma for one week.”  

 
One of the pupils remarked: 
 
“Personally, I would say that they were willing to receive me 
but they were asking me what happened. Teachers and pupils 
just said sorry and told me to work hard in class”  
 
These views towards children with physical disabilities reflect 
the social model of disability which is in agreement with 
Scope (2014) who argues that disability is viewed as being 
caused by the way the society is organized rather than by the 
person’s impairment or difference. It seems children with 
physical disabilities were not amused by the remarks from the 
teachers and their peers. The Illinois Department of Human 
Services (n. d.) observed that “people with disability aren’t 
victims to be viewed as having done something wrong”. In this 
situation the learning environment can not avail free 
opportunities for children with physical disabilities to explore 
their potentials in academic and social participation in 
inclusive primary schools. 
 
Cold Reception 
 
In further exploration of the kind of reception given to children 
with physical disabilities when they first joined the schools, 
the study found that in some instances they were given a cold 
reception.  During the FGD one of the pupils remarked: 
 
“They never liked me, they say I will make them burn like me”. 
 
This was from a child who had an epileptic condition in the 
class. The response during the discussion stresses the negative 
attitudes other children who are not disabled have towards 
those with disabilities. This reveals that the society still holds 
negative attitudes towards people with disabilities. This 
corroborates Getachew’s (2011) observation that societal 
negative attitudes are obstacles for PWDs in meeting their life 
goals. The negative attitude impedes the social participation of 
children with physical disabilities. 
 
Strategies of Teaching Children with Physical Disabilities 
  
The study was interested in establishing the kind of teaching 
strategies used in teaching children with physical disabilities 
when teaching. The study ascertained that teachers do not 
modify their teaching methods. The head teachers’ responses 
are shown in the table below: To determine how teachers 
modified or varied their teaching strategies to accommodate 
children with physical disabilities in the inclusive schools, the 
responses were given in likert scale and the head teachers 
responded as indicated above. The table indicates that 3 head 
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teachers representing 27.3% disagreed that teachers modified 
their teaching strategies while 2 head teachers representing 
18.2% were not sure whether modification of teaching 
strategies was taking place in the schools or not. Those who 
agreed that teachers modified their teaching strategies were 3 
representing 27.3%, similarly those who strongly agreed were 
3 representing 27.3%. 
 

Table 4.25 Strategies of Teaching Children with Physical 
Disabilities (n=11) 

 
 Frequency Percent Valid 

Percent 
Cumulative 

Percent 

      

Valid 

     
2. 3 2.9 27.3 27.3 
3. 2 2.0 18.2 45.4 
4. 3 2.9 27.3 72.7 
5. 3 2.9 27.3 100.0 

Total 102 100.0 100.0  

 
More than half of the head teachers in this study agreed that 
head teachers modified their teaching strategies to fit children 
with physical disabilities. This finding is in agreement with a 
study by Bright Hub Education (2012) which found that that 
educating children with physical disabilities requires 
modifications and diverse methods of teaching. It is interesting 
to establish that some head teachers were not sure of what 
goes on in the class rooms. This implies that some head 
teachers are not committed to better performance of children 
with physical disabilities. 
 
Activities given to Children with Physical Disabilities in 
Class 
 
The study sought to ascertain whether the same activities were 
given to children with physical disabilities with the rest of the 
class. The study found out that same tasks are given in the 
class without considering children with physical disabilities.  
The head teachers’ responses are shown on the table 4.26 
below: 
 

Table Activities given to Children with Physical Disabilities in 
Class (n=11) 

 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 2 2.0 18.2 18.2 

     

2. 1 1.0 9.0 27.2 

3. 5 4.9 45.5 72.7 

4. 3 2.9 27.3 100.0 

Total 102 100.0 100.0  

 
The responses of the head teachers showed that 5 teachers 
representing 45.5% were not sure whether same tasks are 
given in class during the teaching process. Three head teachers 
representing 27.3 % agreed that same tasks were given while 2 
teachers strongly disagreed that the same tasks are given in 
class and 1 teacher disagreed that same tasks are given in class 
during the teaching. The finding above therefore shows that 
head teachers were not very clear on what happens in the 
classes. The Special Needs Technology Assessment Resource 
Support Team (1996) observes that the teacher should modify 

the volume of work produced to the child with physical 
disabilities. It is hard to believe that a good number of the head 
teachers were not sure of what goes on in the classes. In the 
prevailing circumstances children with physical disabilities are 
likely to gain very little in the schools where head teachers are 
no sure of what goes on in the classes. This implies that the 
supervisory role of such head teachers is inadequate and 
children with physical stand to lose in life because some of 
them require adaptation of tasks in the classroom 
deliberations. 
 
The practical Aspect of Inclusion for Children with 
Physical Disabilities 
 
The study set to establish practical inclusion of children with 
physical disabilities in class, the study found out that children 
with physical disabilities are taught in the same class together 
with other children. During the interview one of the teachers 
noted: 
 
“These children are put in mixed grouping during project 
work in social studies” 
 
Another teacher said; 
 
“These children are taught together with others as one class”    
      
According to the remarks it reveals that these children are not 
excluded from their peers in class during the teaching process. 
This finding is concurrent with Bright Hub (2012) who 
observed that children with physical disabilities who were 
once taught in separate classes and even separate schools are 
now taught besides their peers in regular classes. This implies 
that children with physical disabilities are taught in the natural 
environment and this can enhance their academic and social 
performance. 
 

Adaptation of Curriculum 
 

The study was interested in establishing if the curriculum used 
in teaching children with physical disabilities is adapted to 
their conditions. The study found that there was no priority 
given for curriculum adaptation. The responses of the head 
teachers were shown in the table below: 
 

Adaptation of Curriculum for Children with Physical Disabilities 
(n=11) 

 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 3 2.9 27.2 27.3 

     

2. 2 2.0 18.2 45.4 

3. 1 1.0 9.1 54.5 

4. 5 4.9 45.5 100.0 

Total 102 100.0 100.0  

 
The responses indicated that 5 head teachers representing 
45.5% agreed that the curriculum used in teaching children 
with physical disabilities is adapted. 3 teachers strongly 
representing 27.3% disagreed that curriculum is adapted while 
2 teachers representing 18.2% disagreed that the curriculum 
used is adapted. The data reveals that there is a close link 
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between those who agreed and those who did not agree. This 
reveals that the curriculum adaptation is not given attention to 
determine whether it is adapted, because the responses fall 
below average suggesting that the curriculum is not adapted. 
However this may affect the academic performance of some 
children with physical disabilities whose conditions require 
adaptation of the curriculum. This finding is supported by 
Villa and Thousand (2012) who observed that a fixed 
curriculum was a hindrance to the education of children with 
physical disabilities.  
 

Methods used in Sensitization and Awareness on Inclusion 
 

The study sought to establish how sensitization and awareness 
was done before admitting children with physical disabilities 
in the inclusive schools.  
 

i) Sensitization of the Community Based on Government 
Policy 
 

The study was interested to ascertain whether sensitization and 
awareness of the community was based on government policy. 
The study established that sensitization and awareness was 
done without considering government policy. The teachers’ 
responses were indicated in the table below: 
 

Sensitization of the Community based on Government Policy 
(n=88) 

 
 Frequency Percent Valid 

Percent 
Cumulative 

Percent 

Valid 

1.00 20 19.6 22.7 22.7 

2.00 10 9.8 11.4 34.1 

3.00 16 15.7 18.2 52.3 

4.00 17 16.7 19.3 71.6 

5.00 25 24.5 28.4 100.0 

Total 88 86.3 100.0  
Missing System 14 13.7   

Total 102 100.0   

 
The table above reflected the responses of teachers scored in a 
Likert scale. The responses for Strongly Agree were 28.4%, 
Strongly Disagree was 22.7% while Agree was represented by 
19.3%. The response for Disagree was 11.4% and those Not 
sure was represented by 18.2%. The information on the table 
indicates that the number that agreed was higher than that 
which did not agree while those who were not sure had the 
least per cent. The data indicates that teachers in the schools 
studied did not consider the government to have been involved 
in the awareness campaign on inclusive education in the 
primary schools. This finding does not agree with what the 
government of Kenya articulates in the Special Needs 
education Policy (2009).  
 
In the policy, it is stated that the government places emphasis 
on inclusive education through regular schools for learners 
with special needs and disabilities as opposed to the practice of 
using special schools and special units attached to regular 
schools. The question one would ask is why the SNE policy 
articulates something different from what is practiced. If the 
policy is in place in the country then it must have influenced 
the sensitization and awareness campaign since an education 
programme could not be initiated without the government 
consent.  
 

Awareness by Education Officers 
 
The study sought to find out whether awareness on including 
children with physical disabilities was done by education 
officers. The study established that awareness was not done by 
education officers. The teachers’ responses were recorded in 
the table below: 
 
Awareness on Inclusion of Children with Physical Disabilities by 

Education Officers (n=88) 
  

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

1.00 24 23.5 27.9 27.9 

2.00 18 17.6 20.9 48.8 

3.00 16 15.7 18.6 67.4 

4.00 13 12.7 15.1 82.6 

5.00 15 14.7 17.4 100.0 

Total 86 84.3 100.0  

Missing 
Syste

m 
16 15.7 

  

Total 102 100.0   

 
The study sought to establish the involvement of education 
officers in preparations to admit children with physical 
disabilities in inclusive primary schools. The data in the table 
above shows that 27.9% of the teachers strongly disagreed that 
awareness was done by education officers while 20.9% of the 
teachers disagreed. Those who were not sure were represented 
by 18.6%. The number of teachers who agreed were 13 
representing 15.1% and those who strongly agreed were 15 
representing 17.4%. From the table it can be deduced that 
majority of the teachers did not agree that awareness campaign 
was conducted by education officers. This finding negates the 
position taken by UNESCO (2007) indicating that no 
individual nation can achieve the inclusive agenda without 
policy makers, professionals in academia and stakeholders 
playing effective role. This includes the involvement of 
education officers in a deliberate sensitization programme.  
 
It should be noted that in the structure of the ministry of 
education in Kenya, the education officers have a 
responsibility to explain government education policy to the 
schools, a thing that appears to be lacking in implementing 
inclusive education. This also does not agree with Muscular 
Dystrophy Campaign (2007) which observes that education 
welfare officers should work closely with schools and families 
to resolve attendance issues and promote effective relationship 
between home and school. This finding contradicts Miles’ 
(2000) conclusion in Lesotho that a great deal of networking, 
lobbying and awareness raising went on prior to the 
establishment of the integrated programme. 
 
Awareness of the Community by NGOs 
 
The study was interested in establishing if awareness and 
sensitization campaign was done by the NGOs. The study 
ascertained that awareness campaign was done by NGOs as 
evident in teachers’ responses tabulated as shown in the table 
below: 
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Awareness of the community by NGOs, (n= 88) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

1.00 7 6.9 8.0 8.0 

2.00 8 7.8 9.1 17.0 

3.00 21 20.6 23.9 40.9 

4.00 21 20.6 23.9 64.8 

5.00 31 30.4 35.2 100.0 

Total 88 86.3 100.0  
Missing System 14 13.7   

Total 102 100.0   

 
The study set to determine the involvement of NGOs in 
inclusion awareness campaign for inclusive education. The 
results showed that 31 teachers representing 35.2% strongly 
agreed that an awareness campaign was done by NGOs, 21 
teachers representing 23.9% agreed. Those who were not sure, 
were 21 representing 23.9%. Those who strongly disagreed 
and disagreed represented 8.0% and 9.1 respectively. 
According to the data as shown in the table, it appears that an 
awareness campaign was carried out by the NGOs. This 
finding is supported by NGOs emphasis on methods for 
integrating all stakeholders and school staff in the 
identification and formulation of inclusive interventions 
(Leonard Chesire Regional Representative report, 2012) It 
means that NGOs play an active role in advocacy and 
sensitization in preparing the community for inclusive 
education (Republic of Kenya, 2009; MoE, 2001). This that 
partnership and networking between the governments and 
NGOs can lead to education programmes for children with 
physical disabilities. 
 
Use of Chief’s Baraza to Sensitize the Community 
 
The study sought to ascertain whether chief’s baraza was used 
to sensitize the community. The study established that 
sensitization was not adequately done through chief’s barazas 
as responses from head teachers in the table below suggest: 
The study aimed at determining if the community was 
prepared through chief’s baraza to enroll their children with 
physical disability in the schools.  The data indicates that 5 
head teachers were not sure whether the school community 
was prepared through chief’s baraza representing 45.5% of the 
schools studied. 
 

Chief’s Baraza used to Sensitize the Community (n=11) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Valid 

     

1. 1 1.0 9.1 9.1 

     

2. 1 1.0 9.1 18.2 

3. 5 4.9 45.5 63.7 

4. 3 2.9 27.2 90.9 

5. 1 1.0 9.1 100.0 

Total 102 100.0 100.0  

 
Those who agreed were 3 representing 27.2% of the head 
teachers. While those who strongly agreed and disagreed were 
having one respondent each representing 9.1%. There was 
only 1 head teacher (9.1%) who disagreed.  Since only 36.3% 
of the head teachers agreed that sensitization was done through 

chief’s barazas, it can be concluded from the table that 
sensitization of the community to prepare them for inclusion 
was not done through the chief’s barazas. This does not agree 
with UNESCO’s position that local administrators should 
encourage community participation by giving support to 
representative associations and invite them in decision making, 
and that monitoring should involve community leaders 
UNESCO, 1994). This also does not  agree with UNESCO’s 
(2007) position that to achieve the inclusive agenda, key 
stakeholders must be involved, nor is it  in support of 
UNICEF’s (1999) suggestion that implementation strategies as 
a new initiative should involve creating public awareness. This 
implies that the community may not be fully aware of the 
preparation to include children with physical disabilities in 
primary schools. 
 

Teachers Role in Enrolment of Learners with Physical 
Disabilities 
 

The study sought to establish the role of teachers in the 
enrolment of learners with physical disabilities in inclusive 
primary schools. The study found that teachers took a leading 
role in the enrolment of learners with physical disabilities in 
inclusive primary schools. The responses from the head 
teachers are presented in the table below: 
 

Teachers’ Role in enrolment of Learners with Physical 
Disabilities (n=11) 

 

 Frequency Percent Valid 
Percent 

Cumulativ
e Percent 

Valid 

     

     

2. 2 2.0 18.2 18.2 

4. 8 7.8 72,7 90.9 

5. 1 1.0 9.1  

    100.0 

Total 102 100.0 100.0  

 
The study sought to establish the role of teachers in 
encouraging parents to enroll their children with physical 
disabilities in schools. The table shows that 8 head teachers 
representing 72.7% agreed that teachers took a leading role in 
convincing parents to enroll their children in the schools. It is 
further revealed from the table that 1 head teacher representing 
9.1% strongly agreed that teachers took an active role in 
encouraging parents to enroll their children in the schools 
while 2 head teachers representing 18.2% disagreed on the role 
of teachers in the enrolment of children with physical 
disabilities in the schools. It is revealed from the table that 
majority of the respondents recognized the teachers’ active 
role in encouraging parents to enroll their children in the 
schools. This finding is in line with Madan and Sharma (2013) 
who reported that parents of all children in schools must 
undergo orientation and sensitization to ensure full 
cooperation, interaction with experts, meeting administrative 
head and teachers to educate parents about the need for the 
inclusive program. This finding is also in agreement with 
Villa; Welther-Thomas (cited in Whitebread, n.d.) observing 
that principals, special educators, superintendents, teachers, 
parents and community members must all be involved in the 
successful outcome of inclusion. The full involvement of 
teachers has positive influence in the academic and social 
participation of children with physical disabilities. 
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Initial Inclusion of Children with Physical Disabilities in 
Schools 
 
The study was interested to find out how initial inclusion of 
children with physical disabilities was done in the primary 
schools studied. The study established that most schools began 
by admitting children from class (grade) one to class (grade) 
eight. The responses from the head teachers were presented in 
the table below: The study intended to establish how inclusion 
was done when enrolling children with physical disabilities in 
the school. The table indicates that 6 head teachers 
representing 54.5% admitted children with physical disabilities 
from class (grade) one to eight.  
 
Initial inclusion of Children with Physical Disabilities in Schools 

(n=11) 
 

 Frequency Percent Valid 
Percent 

Cumulative 
Percent 

     

1. 4 3.9 36.6 36.4 

     

2. 1 1.0 9.1 45.5 

3. 6 5.9 54.5 100.0 

     

Total 102 100.0 100.0  

 
The head teachers who admitted children with physical 
disabilities from class one to three were 4 representing 36.4% 
while those who started admission from class 4 to eight was 1 
representing 9.1%. This showed that in most schools the 
admission of children with physical disabilities was done from 
class one to eight. The implication of this is that those children 
who are admitted in upper classes especially class (grade) 
eight may take long to adjust thus interfering with their 
academic and social participation. In another instance is that 
the school may not be prepared to effectively teach all classes 
at the initial stages. 
 
Conclusion 
 
From the findings a number of conclusions can be made. The 
first inclusive school was established in 2001 and the last was 
in 2014.There was no piloting done before initiating inclusive 
schools. Stakeholders were involved in the preparations of 
schools. The physical and human resources prepared were 
inadequate and remained crucial for academic and social 
participation of learners with physical disability. The 
admission of children with physical disability was done 
running from class one to eight.  
 
Recommendations of the Study 
 
Based on the research findings, the following 
recommendations were made: 
 
 All stakeholders should strive to remove barriers that 

prevent children with physical disabilities from benefitting 
from education which is a human right. 

 There is need for adequate adaptation of school facilities to 
enhance accessibility to all buildings and spaces on the 
school compound by children with physical disabilities. 

 Sensitization and awareness creation should be ongoing in 
the community and public schools to enroll children with 
physical disabilities in public schools instead of hiding or 
staying with them at home. 

 Sensitization and awareness creation among teachers, 
parents and other stakeholders should continue to assist in 
development of positive attitude towards the education of 
children with physical disabilities in inclusive schools. 

 Sensitization of children without disability should be 
ongoing to enhance appreciation of differences, reduce 
stigmatization, discrimination and bullying of children with 
physical disabilities.  
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