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ABSTRACT

This research study investigates the education of learners with speciál needs in a 

mainstream primary school in the Czech Republic. The concept of inclusive education 

is the focus in this study. There is diversity in what inclusive education means 

depending on different contexts but its purpose and goal is the accommodation of 

learnerswith speciál needs in mainstream primary schools in the best practical way 

possible. This research study was motivated by the fact that, I am a Kenyan primary 

school teacher practising inclusive education in my school and my aim is to grow in the 

career byequipping myself with related knowledge and skills to impact to the Kenyan 

child with speciál needs.

This research study was conducted in a mainstream primary school in the Czech 

Republic that has adopted the Step by Step programme; a programme that advocates 

and implements inclusion practices with child centred teaching approaches on focus 

(httn://www.shsci~.cz/?t= 1 &c=45). This study used qualitative approach as a research 

paradigm and a čase study design to deeply gather information that would address the 

phenomenon of the study. Through interviews, informants who were purposefully 

chosen, participated to give the information that was being gathered. The study involved 

four participants who were, a class teacher, an assistant class teacher, a head teacher and 

a parent of a child with speciál needs enrolled in a mainstream primary school.

The findings of the study showed a good example of inclusive education practice in a 

mainstream primary school setting whereby inclusive pedagogies were part of the 

curriculum. Key practices included, a differentiated curriculum and child centred 

teaching approaches in the school’s inclusive education policy.

The implication of the study is that inclusive education practice is achievable through 

organizational change to adhere to the varied abilities of all leamers and so this study 

highlights what ought to done to fully achieve substantial inclusion goals.

Key words: Inclusive education, mainstream prim ary schools
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INTRODUCTION

I am a teacher in an inclusive primary school in Kenya and I have been in the teaching 

profession under government employment since the year 2008. The experience that I 

have had since relating to inclusive education practice has granted me the urge to 

further pursue my passion in this practice through continued professional career 

development.

The choice of the research study topič has been motivated by my career interest to seek 

wide knowledge and ski lis on how the education of learners with speciál needs in 

mainstream primary schools can be effectively practised.

Kenya has clear stipulated laws and policies regarding inclusive education as 

expounded further in this study (chapter 2), but the gap between policy and 

implementation is wanting because of inadequate funds to invest to this initiative, 

inadequate resources and lack of enough trained personnel to address the varied 

learners’ speciál needs. The country has shown concern towards this initiative but as a 

developing country, it is overwhelmed by other challenges like high poverty levels and 

inadequate resources.

This thesis contains 7 chapters. The l st chapter is a preamble section which introduces 

the background of the study that explores a generál picture of disability issues globally. 

The chapter also highlights the aims of the study, its significance, the research problém 

and sub-questions. The second chapter is a literatuře review section which reflects on 

diverse scholarly perspectives regarding inclusive education practices and then there is 

the 3ld chapter which describes the methodology of the study; the 4,h chapter on 

presentation of findings and data analysis; the 5th chapter on discussions of the findings; 

the 6,h chapter on conclusion and finally the 7,h chapter on recommendations.
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1 PREAMBLE

This chapter presents the preliminary section of the research study which include the 

background of the study, aims of the study, research problém and questions and 

significance of the study.

1.1 Background of the Study

It is estimated that there are 500 to 650 million persons with disability (approximately 

10% of the w orlďs population), 150 of these are children and majority of them residing 

in developing countries remain out of school and are illiterate (Hodgson, 2013). 

Disability issues have been highly debated since a long time in the past in international 

human rights conventions and in policies and till to date, these issues remain critical. A 

lot has been achieved through advocacy in those human rights forums. Hodgson (2013) 

asserts that since the founding of the United Nations in 1945, the human rights 

normative framework pertaining to persons with disabilities has expanded exponentially 

and in terms of international public policy, it is now recognised that discrimination 

against persons with disabilities is a violation of the dignity and worth of the human 

person. The United Nations is on focus as having achieved a credible milestone in the 

fight for human rights since 1945. Hodgson continues to point out that its generál 

assembly adopted the Convention on the Rights of the Child in 1989 which prohibits 

disability based discrimination and the Convention on the Rights of Persons with 

Disabilities (CRPD) for equalization of opportunities for persons with disabilities and 

elimination of all forms of discrimination.

Children with disabilities are prone to abuse and lack of access to their rights mostly in 

developing countries like in my context Kenya. These are children with speciál needs 

and it is their right to access education either in a speciál school or in a mainstream 

school that offers inclusive education. Corning to inclusive education in a mainstream 

school which is the focus of this study, there have been a lot of debates, theories and 

advocacy towards it and internationally quite substantial development milestones have 

been achieved although not as much in developing countries like Kenya. A lot can be 

borrowed from European countries where inclusion practices have advanced from my 

experience as a scholar and having made school visits in these countries.
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Scholars have defined the term ‘inclusive education’ in different wordings but more or 

less there is an agreement on what needs to be addressed when dealing with learners 

with speciál needs in a mainstream school.Liasidou (2011) says thatinclusion has been 

variously interpreted, conceptualized, and theorized and it remains a largely contested 

and debated notion.The term ‘inclusive education’ refers to schools having a large 

diversity of students including those with SEN and providing differentiated education 

for them and it aims to remove barriers to learning and participation (Pijl&Frissen, 

2009: 366).

Inclusion and inclusive education are concerned with the quest for equity, sociál justice, 

participation and the removal of all forms of exclusionary assumptions and practices. It 

is based on a positive view of difference and has its heart the principle that all pupils, 

including those who are ‘different’ are considered to be valued and respected members 

of the sociál community (Zoniou-Sideria&Vlachou, 2006: 379).

These children in an inclusive setting have diverse abilities and should be 

accommodated fully particularly those who have speciál needs. Just like the term 

‘inclusion’ there are various theories regarding the concept of children with speciál 

needs and who exactly they are.Westwood (2010) argues that speciál needs include 

those associated with the physical, personál, sociál, emotional and behavioural aspects 

of a chilďs development in addition to those related to cognitive and learning in 

school.The range of needs which fall under the category of SEN might include a child 

having difficulties with reading, writing, number work or understandinginformation, 

expressing themselves or understanding what others are saying, making 

friends,behaving appropriately in school, organizing themselves, having sensory or 

physical need which may affect them in school and emotional responses (Birnbaum,

The aim of the study was to find out through čase stuav. tne inclusive education of 

learners with speciál needs in a mainstream primary school in the Czech Republic 

which was conducted through the interviewing of key stakeholders who included: a 

regular teacher, an assistant teacher, the head teacher, and a parent to a child with 

speciál needs enrolled in a mainstream primary schoolto find out very critical elements

2009).

1.2Aim of the study
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in inclusive education practice ranging from teachers’ experience, their practice in 

diffeřěntíating learning, school resources for inclusive education provision, support and 

perception of the whole practice from the stakeholders. Observation on the school 

environment was also undertaken to take in to account the school’s physical 

environment in regard to inclusive education provision.

1.3Research problém and questions

How are learners with speciál needs in a mainstream primary school educated?

Sub -  questions

1. What experiences do teachers have towards the teaching of learners with speciál 

needs in a mainstream primary school?

2. Which resources do teachers use and need to teach learners with speciál needs in 

a mainstream primary school?

3. How do teachers differentiate the teaching of learners with speciál needs in a 

mainstream primary school?

4. What kind of support is offered to mainstream primary schools that 

accommodate learners with speciál needs?

5. What is the generál perception of educating learners with speciál needs in 

amainstream primary school?

1.4Significance of the study

The Czech systém of education is a multi-track systém, there are organizational forms 

of education for children with speciál needs: Individual integration at a mainstream 

school, speciál classes (units) organised for pupils with speciál needs at mainstream 

schools and ata school functioning only for pupils with sppcial needs

( h n p: / /w vvw .e i i r opca i i - aucncv .oržz /age iicv-pro icc i s /asscssmcni - in- inc l i i s ivc-

s c t t i n g s / a s s c s s m c n l - d a i a b a s c - o ť - k c y - i o p i c s / c z c c h - r e p u b l i c / p r c a i n b l c ).

This is a čase study that focuses on a mainstream primary school that has learners with 

speciál needs getting educated together with those without speciál needs in the Czech 

Republic. In different terms, the choice of the school is one that practices inclusive 

education.As a primary school teacher in a mainstream primary school back in Kenya,
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the results of this study will immensely equip me with knowledge and skills in diversity 

on how inclusion is practised in a school in Europe. The outcome will be very vital to 

be borrowed for implementation and practice in the Kenyan context.

Kenya lags behind in offering effective inclusion practices which is as a result of very 

wanting challenges. The implementation of the Free Primary Education programme in 

the year 2003 led to very high enrolments in public primary schools with many learners 

with speciál needs joining primary school unlike in the past. Since then, there has not 

been effective implementationof policies regarding inclusive education. There are no 

SpecialNeeds Assistants(SNA’s), Speciál Needs Educational Co-ordinators (SENCO's) 

and worse still, the regular teachers employed by the government are not enough to 

cater for the high enrolments. In addition, the available teachers lack relevant skills and 

knowledge tocater for children with speciál needs and there are inadequate learning 

facilities and resources to cater for children with speciál needs.
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2 LITERATURE REVIEW

This study investigates the education of learners with speciál needs in a mainstream 

school in the Czech Republic. The field of inclusive education has been researched and 

a lot of literature written by different scholars in relation to inclusive education practice 

in inclusive primary schools. This chapter explores a review of related literature and
_ _ <" j -— --------------------- ------------------------

some theoretical aspects regarding different models of speciál and inclusive education.

The first section will deeply expound on different definitions of ‘speciál and inclusive 

education’ as well as ‘mainstream schooling’, the second section will categorically 

focus on the history of inclusive education and its revolution to the current situation and 

the third section will look in to international legislations and policies on inclusive 

education.In regard to the context of the study, there will be a fourth section that will 

focus on inclusive education in the Czech Republic and finally inclusive education 

strategies from literature perspectives.

2.1 What is inclusive education?

In a deeper scrutiny into more definitions of what ‘inclusive education’ entails besides 

what has been highlighted in the background of this study, various scholars have 

continued to debate and theorise this term.The term ‘inclusive education’ stands for an 

education systém that includes a large diversity of pupils and which differentiates 

education for this diversity (Piji et al., 1996:14).There is quite a wide range of 

individual differences amongst children with speciál needs which depends on how 

various contexts categorise them but the idea is having all of them accommodated in the 

same education systém.

0 ’hanlon (2003) argues thatinclusion is a process that creates through educational 

practice, diverse participation^ in all dynamic aspects of sociál and education life. Full 

participation of all learners 'regardless of their disabilities in all aspects while at the 

mainstream school can be argued as the key factor to adequately address and define 

inclusion. The word ‘barrier free environment’ features a lot in numerous definitions of 

what inclusion should address.

According to UNESCO (2005), inclusion entails elimination of barriers created by 

society that prevents persons with differences from enjoying their human rights on
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equal basis with others in relation to education. These barriers include physical facilities 

which are centrál factors in mobility, the curriculum and the school policies. UNESCO 

(2005) further define inclusive education as a dynamic approach of responding 

positively to pupils’ diversity and of seeing individual differences not as a problém but 

as opportunity for enriching learning.

A key factor that comes into focus in definitions of ‘inclusive education’ is change of 

historically existing systems in institutions. According to Rustemier (2002), inclusive 

education aims to remove the historical exclusion within and outside of the school 

through enactment of legislation policies and educational management practices in 

order to promote the organization of the educational systems and the acceptance of all 

students independently of the differences. In other words, inclusion is all about 

transforming existing systems to be inclusive of everyone and not about inserting 

persons with disabilities into existing structures (UNICEF, 2009).

It can be argued that having learners with speciál needs placed together with those 

without speciál needs is basically inainstreaming and all these make inclusive 

education. Inclusion suggests that no child or young person should be excluded from 

mainstream schooling because of perceived learning differences, language, cultural, 

racial, class, religious or behavioural differences ( 0 ’hanlon, 2003). Inclusive education 

is a systém that addresses all the differences. 0 ’hanlon (2003) adds that for a school to 

be inclusive, it needs to become flexible in terms of widening access, diversity and 

choice in the curriculum.

2.2 History of inclusive education

This section seeks to trace the history of inclusive education from what scholars have 

debated upon although not precisely pointed out due to the fact that it is a globál issue 

with every country in the world having not very similar history backgrounds.Bartoň and 

Armstrong (2007) argue that it is misleading talking about the history of inclusive 

education as we are referring to a diverse international movement which takés many 

forms and is rooted in very different sociál and historical processes and conditions.

This is a very critical topič that tends to divert from a common international background 

in regard to Bartoň and Armstrong (2007) who further assert that inclusive education 

movement is overt and present in terms of, for example, international developments



such as the Salamanca Statement (1994) and that it must be seen as contingent, 

geographically and temporally situated concepts rather than representing universal 

shared values.

However, other different scholars do trace the history of inclusive education dating back 

in the 1920’s. Piji et al. (1996) point out that for decades speciál schools have been the 

pivot of the education of pupils with speciál needs and that since the 1920’s, the speciál 

systém for speciál education has since enlarged and refined. This speciál institution 

systém which was basically segregation or exclusion of learners with speciál needs from 

those without speciál needs had been debated against leading to integration where 

learners with speciál needs were placed together with those without speciál needs and 

finally the critical and major focus on inclusive education.

Rose (2010) argue that the late twentieth cen tury was a period during which many 

educators began to confront the issues of inequality and injustice which blight the lives 

of many children whereby a globál recognition of the causes of inclusion of children 

encouraged teachers, researchers and writers to challenge the status quo to improve the 

lives of children. On a similar historical reflection, Daniel and Gamer (1999: 3) argue 

that ‘inclusion’ roots have been sown by educationalists and philosophers throughout 

the twentieth century but the recent widespread demand to establish individual rights as 

a centrál component in policy-making has provided the impetus to plače inclusion 

firmly on the agenda of sociál change.

It can be argued that inclusive education ‘movement’ was effectively boosted and 

advocated after its inception in the twentieth century by international conventions and 

human rights organizations. The UN Convention on the Rights of the Child (1989), the 

UN Standard Rules on the Equalization of Opportunities for Persons with Disabilities 

(1993) and the Salamanca Framework for Action (UNESCO 1994) have created an 

international culture of inclusion ( 0 ’hanlon 2003).

2.3 Theories of inclusion

There have been theories and beliefs in regard to persons with speciál needs on how 

their varied differences should be addressed as well as how they should be handled in 

their education settings. These perceptions have been very critical and conflicting as 

they developed and succeeded each other. Clough and Corbett (2000) explore five



perspectives which include; the psycho-medical legacy, the sociological response, 

curricular approaches, school improvement strategies and disability studies critique 

arguing that they convey a particular view of the historical development of advice and 

practice.

2.3.1 The psycho-medical legacy

This is understood as the systém of broadly medical related ideas which essentially saw 

the individual as being somehow in deficit and in turn assumed a need for a ‘speciál’ 

education for those individuals (Clough and Corbett, 2000: 8).This model is described 

as a deficit model and presumes that pathology or disorder is the basis for defining 

disability whereby the student with speciál needs is conceived as having a medical 

problém and having an illness (Rayner, 2007).

The focus on this model of disability was based on the natural or biological individual 

deficit that was thought to be addressed through medication and his/her educational 

needs addressed in a speciál school.According to Rapley (2004), there is a tendency 

within this scientific medical discourse to rely on a specific truth claim that describes 

and explains things in the world. From a medical perspective it is easy to assume that 

nature has an accepted course of action and that a ‘faileď human condition is indeed the 

result of pathological states (Grenier, 2007).

2.3.2 The sociological response

Clough and Corbett (2000) expound that this model of disability broadly represents the 

critique of the Psycho-Medical legacy, and draws attention to sociál construction of 

speciál education needs.Sociál construction is basically concerned with the nature of 

interactions which reflect cultural traditions and generál patterns of action (Grenier, 

200). The sociál model focuses on adaptations of the generál systém to include those 

with disabilities and difficulties and it is often taken to reject the language of difficulties 

and deficits, preferring to talk about barriers to learning and participation that are seen 

as extemal and sociál in nature (Norwich & Nash, 2011).

The position taken by this theory is that the sociál environment is the barrier and should 

be modified to address the differences of the individual with speciál needs. This model
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looks into breaking the barriers that hinder full participation of those with speciál needs 

so that they can get fully accommodated in the society just like those without speciál 

needs.

2.3.3 Curricular Approaches

This approach emphasizes the role of the curriculum in both meeting and creating 

learning difficulties (Clough and Corbett, 2000). The focus here is on implementation of 

a curriculum which is inclusive in educational institutions and that differentiates 

learning. This is a key element for successful inclusive education practice bearing in 

mind that children with speciál needs have diverse abilities and each individual needs 

ought to be addressed to the leaneťs level.

2.3.4 School Improvement Strategies

Clough and Corbett (2000) assert that this movement emphasizes the importance of 

systematic organization in pursuit of truly comprehensive schooling environment. Just 

like the curriculum in the ‘curriculum approaches’ the organization of all structures in 

the school takés centre stage in this theory. The goals here are aimed at the physical 

environment which should be barrier free to accommodate learners with speciál needs 

especially looking in to mobility issues.

2.3.5 Disability Studies Critique

According to Clough and Corbett (2000) the last perspective is disability studies 

critique whose focus shifts ‘outside’ education and which elaborates on an overtly 

political response to the exclusionary effects of the Psycho-Medical Model. The focus 

in regard to this perspective is on relevant policies and a framework for implementation 

to address the needs of persons with disabilities.

2.3.6 The educational needs model

This model constructs disability in relation to perceived norms of individual capability, 

achievement and behaviour (Rayner, 2007). This model looks into the learners disability
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in comparison to what normally is expected of a learner without speciál needs at the 

same level.Rayner (2007) expounds that a speciál education need is defined as an age- 

related indicator of under-development and in the learning process, this approach is 

usually completed with an exercise in matching speciál needs to existing educational 

provision.

2.4 Inclusive education in the Czech Republic

The Czech Republic education systém has a remarkable revolution history influenced 

by successive government systems since the end of the Second World War as noted by 

scholars. Shortly after the Second World War, Czechoslovakia, as it was known then, 

came under Communist control which dominated the education systém shaping its 

ideology and theory (Gargiulo et al., 1997). When a government systém dominates 

education trends then definitely diverse inputs from across the board get limited. 

Gargiulo et al, (1997) further elaborate that the sovietisation of the education systém 

was harmful to children and adults with disabilities by having them segregated and 

concealed in speciál schools. This was basically exclusion from the main society by 

having their education needs addressed in those institutions.

The country has a long history of many segregated speciál schools from the past, which 

are generally valued by most Czech educational professionals, and of psychometric 

testing, criticised for incorrect use with Roma children (Minister for Human Rights of 

the Czech Republic, 2009). Apparently, professionals whose influence is so effective to 

a society perceive education of children with speciál needs as best suited in segregated 

schools. It can be argued that this has had great impact to a slow evolution from 

segregation to integration of children with speciál needs.

Gradual change in regard to education of children with speciál needs began to form 

after the country moved from communism to a democratic systém.In the 1990’s there 

was assimilation through placing children with speciál needs in generál schools 

although without support which often resulted to falše inclusion, with no deliberate 

methods to include children in the mainstream activities in place(Kudlácek et al., 

2009).This depicts that these children were just physically in class without meaningful 

learning participation which is a crucial element in any learning progress.
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Kudláček et al. (2002) argue that inclusion of students with disabilities in education 

represents a phenomenon of the last 15 years in Czech education. Until the year 1991, 

most students with disabilities were educated in segregated speciál schools and since 

then, these students have been systematically included in a mainstream school 

(Kudláček, 2007). The concept of inclusive education began to take shape but gradually 

and still encompassed with diverse perceptions and theories.

In the 1990’s, decentralization of decision-making allowed Czech schools greater

autonomy whereby child-centred education methods were adopted in some schools and
i ’

v soTffirgfforts to bring children with SEN into mainstream schools were made (Santiago 

et al., 2012). It can be argued that with this autonomy, schools made their own choices 

in regard to addressing educational needs for learners with speciál 

needs.Bačáková&Closs(2013) assert that the current task force for speciál educators in 

the Czech Republic which aims at integration of students with disabilities into 

classrooms is a groundwork for change which was begun with the enactment of the 

Education Act of 1989 which called for integration of the exceptional learner.

Czech Republic is also partisan to international conventions in regard to persons with 

disabilities which is quite a positive move although the full practice and implementation 

of the conventions’ policies is the main purpose and recommendation which Czech 

Republic is yet to fully embrace. The question is, do they implement these policies? 

Gargiulo et al., (1997) assert that adoption of the UN’s Declaration on the Rights of 

Handicapped Persons (1975) is part of the national agenda aimed at improving the 

overall situation for Czechs with disabilities but unfortunately, achieving fundamental 

reform will necessarily be a lengthy venture. An expected reform cannot be achieved 

without follow up for full implementation.

Gargiulo et al.,( 1997) point out that the major document guiding the reform agenda is 

the National Pian of Measures to Reduce the Negative Impact of Disability (referred to 

as the National Pian) which is a document adopted in 1993 endeavouring to ensure 

changes in the lives of disabled individuals. The term disabled people incorporates 

children with speciál needs and of focus are their educational needs.Gargiulo et 

al.,( 1997) expound that the question of mainstreaming is presently at the forefront of 

discussion by legislators, policy makers, school administrators, teachers and parents and 

iťs  a goal targeted within the National Pian.
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There are provisions in the Czech constitution that address the rights of disadvantaged 

children and their education. The Czech Education Act 561 (2004) categorise refugee 

children as having sociál disadvantages and therefore, having speciál needs (SEN) 

which should be addressed through individualised curriculuin (Bačáková&Closs2013). 

These are iimnigrants and language barrier is a major challenge besides other sociál 

issues. Bačáková&Closs(2013) further add that Czech legislation (Decree No. 73/2005 

Coll) states that inainstreaming schooling is the first option for children with SEN, 

although the school advisory service may recoimnend speciál school placeinent 

provided that parents’ consent but how far such consent is inforined is questionable. 

Although many of the principles and ideas are still at the policy level, and have yet to be 

translated into practice and implementation, they provide a blue print for change and the 

foundation for forthcoming legislation (Cerna, 1994b).

The government is headed the right way in its formulation of precise policies but it 

seems to drag a lot in implementation. Gargiulo et al., (1997) argue that there are efforts 

to integrate students with speciál needs into regular classrooms and new models for 

training speciál educators although the progress is slow.

Currently there are various loop holes and challenges in the effort to implement 

inclusive education practices in the country. The Czech Republic lacks a national agreed 

egalitarian conventionalization of inclusive education and the ambiguous attitudes of 

government and professional community towards inclusive education makes progress 

very problematic (Bačáková&Closs 2013).Inclusive principles are not firmly embedded 

in Czech society (Kudláček et al., 2002).

It is evident from different scholars that there are quite a number of unresolved issues 

regarding implementation of inclusion practices. Bačáková&Closs (2013) continue to 

statě that the situation in the Czech Republic is exacerbated by little or no significant in- 

put on inclusive education in initial teacher education and the lack of official directives 

on teachers to further undertake professional development. Teachers’ skills and 

knowledge in handling learners with speciál needs is a very critical element. Strnadová 

and Topinková (2010 note that experience and qualifications of teacher educators in 

relation to inclusive education cannot be generalised, as it depends on the individual 

teacher educatoťs willingness to gain further experience in this area, which often is 

connected to children with disabilities only. Currently the number of speciál schools in 

the Czech Republic is still among the highest in Europe (ERRC, 2009).



2.5 Inclusive Education in Kenya

Kenya is a developing country in East Africa with a population of 40 million people. 

Just like other developing countries particularly in Africa, Kenya’s disability čase is 

very critical in the sense that a lot needs to be done to address the rights of persons with 

disabilities especially school going children with speciál needs. 4.6% of Kenyans 

experience some form of disability (KNSPWD, 2008) whereby amongst these are 

children who are the most vulnerable. According to Kenya Disability Newsletter (2012), 

there are currently 1.7 million people with a disability in Kenya, only 39% have 

attended a mainstream school and only 9% have attended high school.

Concem towards persons with disabilities in Kenya can be traced back from 1945 when 

the government and the Salvation Army offered rehabilitation services to maimed war 

veterans to enable them adjust to life (Wamocho et al., 2008). This was an indication of 

recognising the rights of persons with disabilities. According to Gebrekidan (2012), 

disability rights activism took form in 1959 with the formation of the Kenya Union for 

the Blind. In a perspective to ensure education access to all including those with 

disabilities although not precisely pronounced, Oketch& Rolleston (2007) statě that 

Kenya declared a campaign for Universal Primary Education (UPE) free of charge as 

long term objective in 1963.

The formation of the Kenya Union for the Blind saw the government seeking to gather 

relevant information to address disability issues. In 1964, the Ominde Commission was 

formed to advise the government on issues pertaining people with disabilities after 

encountering pressure from activists groups especially the Kenya Union for the Blind 

(AFUB, 2007). Since then, it has been a long journey in the fight for the rights of 

persons with disabilities in Kenya.

The plight of children with speciál needs and access to school would later begin to take 

shape with the government adopting international policies. Kenya became a signatory to 

the 2000 Dakar Declaration on Education for All (EFA) which states that education for 

all is a basic human right at the heart of development which must be a national and 

international priority (Mbugua&Rarieya, 2014). In the year 2003 as highlighted by 

Mbugua and Rarieya (2014), Kenya fully implemented a Free Primary Education 

Programme which was funded and compulsory thus increasing enrolments to primary 

schools and especially by children with speciál needs who came from poor
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backgrounds. This was a good gesture that the government had begun to implement 

inclusive education policies due the fact that everyone would attend schooling 

regardless of disability differences.

In 2003, the government released the Disability Act, which promotes access to 

education to all with or without disability whose commitment is in line with the 2006 

UN Convention on the Rights of Persons with Disabilities (Kenya Disability 

Newsletter, 2012). The progress in inclusive education policy implementation in Kenya 

did not stop there and still continues although there has been lack of effective policies 

that define the specific institutional and classroom inclusion practices. According to the 

Kenya Disability Newsletter (2012), in 2010, the government launched the Speciál 

Needs Education (SNE) policy which was crucial in recognizing inclusive education as 

an important step in allowing all children with disabilities access education.

To date, Kenya as a developing country is yet to achieve globally remarkable progress 

and efforts in inclusive education practice. The lack of clear policies and proper funding 

along with negative cultural attitudes towards disabilities, suppress attempts to address 

important issues related for the education of children with disabilities 

(Mutua&Dimitrov, 2001).

The Kenyan situation creates a lot of concern and needs to be addressed and as an 

inclusive primary school teacher in that country and more so a scholar in the same field 

of inclusive education, unfolding the Kenyan context motivates me to seek answers and 

one main way is through this research study to investigate how effectiveinclusive 

education can be practised in mainstream primary schools.

2.6Inclusive education strategies

For effective implementation of inclusive education practices, there are very vital 

strategies which need to be put in plače. Many scholars have highlighted on the 

strengths of adopting key relevant inclusive education strategies ranging from; school 

policies, school curriculum, teaching methods and approaches, collaboration to teacher 

training and professional development.
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2.6.1 School policies

Mainstream schools that have learners with speciál needs should have a policy 

framework to address the educational needs of the learners. The management of the 

institutions play the key role in formulation of policies which means that proactive 

leadership towards the accommodation of learners with speciál needs is determinant. A 

core function of educational policy is the effective organization of knowledge 

management and learning with the managers and leaders in education being the people 

who take centrál role in making all of this to happen (Rayner, 2007). The policies 

formulated in every institution shape the whole process and it is very paramount to have 

policies that conform to the required expectations and goals. Tilstone& Rose (2003) 

advise that in order to move forward it is essential that policies are implemented which 

are founded upon a sound, shared philosophy which is supported by a pragmatic 

analysis of what works in an inclusive classroom.

Institutions should develop a culture or a model that would be embraced by everybody 

to effectively address all educational needs for learners with disabilities. Keen research 

and planning should precede formulation of the policies to come up with an effective 

mechanism that is best suited to inclusive education. Understanding and promoting an 

appropriate model of disability are centrál to planning policy and managing the 

intended, or more importantly, experienced provision for learning and teaching in the 

SEN context (Rayner, 2007).

Appropriate policies should get rid of traditional practices that for a long time have been 

a barrier to inclusive education practice. Tilstone and Rose (2003) highlight that an 

education systém that has been driven by market forces, i.e. open competition based on 

league tables and examination performance, may be seen at odds with a policy which 

intends to accommodate leaners with speciál needs.

2.6.2 School curriculum

The whole school curriculum has traditionally been rigid to diversity and this has been 

the main problém. Advocacy towards inclusive education condemns a curriculum that 

places learners in the same category without addressing their differences. Towards a 

more inclusive form of schooling, it will be necessary to reform school as whole which
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includes the curriculum, the means of assessment and the ways in which we value the 

performance of pupils (Tilstone& Rose, 2003).

Schools have for a long time had similar trends including the curriculum because of 

requirements and standards pressed by education authorities. This culture has been a 

challenge to innovations so that schools can have systems that suit the educational needs 

of their learners.Tilstone and Rose (2003) fault institutions saying that the processes 

which have been introduced to effect changes in the curriculum, to promote 

achievement in literacy and numeracy and for the inspection of schools have far too 

often failed to consider the needs of the whole school population.

2.6.3 Teaching methods and approaches

All learners in a mainstream class that accommodates those with speciál needs cannot 

be handled the same way or using the same approach in the instructional processes as 

well as in assessment procedures because of their individual differences.Traditional 

teacher-centred models need to be transformed into differentiated teaching-learning 

paths that identify and develop the talents of each student and equip all students with the 

skills and competencies that are required to lead an economically productive liře 

(Gennaro et al., 2014).

Instruction can be differentiated in a variety of ways such as tailoring content to an 

individual studenťs needs, modifying instructional methods to address student learning 

characteristics appropriately, or adjusting learning products all based on a studenťs skill 

and ability levels (Voltz et al., 2010).This focus on individual diversities is what 

inclusive education calls for. Teachers should own the responsibility of innovating 

approaches depending on individual needs.Teachers are expected to educate an 

exceedingly diverse group of students; which can be a very complicated and demanding 

task and they must be extremely capable and dedicated (Deppeler, Loreman& Sharma, 

2005).

Voltz et al., (2010) point out key inclusive instructional approaches which include; 

universal design for learning, sheltered instruction and multicultural education 

approach. These instructional approaches address the educational needs of individual 

learners with speciál needs right from their entry behaviour.Voltz etal., (2010) expound 

that universal design for learning gives attention to learners who have physical, sensory
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and cognitive disabilities and it embraces the idea that instruction should be designed 

from the beginning with learners’ diverse needs in mind.Echevarria et al., (2004) define 

sheltered instruction through the use of crucial elements which include; preparation, 

building background (linking learners’ previous experience), strategies, interaction, 

practice and application, lesson delivery and review and assessment. Each of these 

elements or procedures precede each other in the order listed whereby one event leads 

to the other. Sheltered instruction embraces the needs of diverse learners (Voltz, Sims & 

Nelson 2010).

Banks (2001) defines multicultural approach with five dimensions which include; 

content integration, the knowledge of construction process (forming attitudes), bias 

reduction, empowering school culture and equity pedagogy. Voltz et al., (2010) further 

acknowledge that multicultural approach addresses the needs of culturally diverse 

populations of learners. Responding to diversity and enabling access to the curriculum 

necessitate a stance that focuses on removing barriers to participation and benefit (Day

& Travers, 2012).

2.6.4 CoIIaboration

Effective inclusion calls for collaboration with all stake holders who include disability 

specialists, teachers, educational authorities, the community and all other service 

providers who volunteer to improve the lives of leaners with speciál needs. Shared skills 

and knowledge promote the understanding of inclusion practices and should be 

embraced by everybody involved.Inclusion emphasizes not only the importance of 

addressing inclusion within schools, but also of working with stakeholders outside 

education who have an equally important role to play in making fundamental changes to 

the ways in which we move towards a fairer society for all (Tilstone& Rose, 2003).

At the school level teachers should work together always for they play a very centrál 

role of instruction delivery. Collaboration of teachers assumes greater importance when 

very important aspects such as the role of imitation and the power of modelling of 

learners are taken into account (Day & Travers, 2012). The spirit of working together 

should trickle down to the learners too so as to promote team work and the sharing of 

classroom experiences. This practice helps learners to learn from each other. Rayner 

(2007) notes that it is important to develop the learning group and practitioner enquiry
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in organizational learning.Day & Travers (2012) stress that effective inclusion requires 

all those working with learners with speciál needs to work collaboratively with each 

other.

2.6.5 Teacher training and professional development

Inclusive education should be practised in teacher training institutions to prepare 

teachers adequately and also instil positive attitudes towards learners with speciál needs. 

Training has been shown to have a strong influence on pre-service teachers’ attitudes 

towards the inclusion of learners with speciál needs into mainstream classrooms 

(Varcoe&Boyle, 2014). This venture calls for the overhaul of teacher training 

curriculum to factor in inclusive education modules because for a long time it has not 

been the čase. Research has revealed that teachers’ competence and willingness to 

accommodate the learning needs of learners with speciál needs was determined by their 

training (Kurniawatia et al, 2014).

There is need for awareness and campaigns to steer training institutions to fully embrace 

inclusive education curriculum. Kurniawatia et al, (2014) add that the movement 

towards inclusive education has challenged teacher training programmes to prepare 

teachers adequately to deal with learners who have speciál needs as well as the others 

without speciál needs. It is not an easy venture to effect the curriculum change but once 

started inclusive education practices would in the near future get fully adopted. Training 

institutions need to alter the unit offered on speciál needs education to offer more 

support to primary pre-service during their student placements to ensure that they feel 

supported and competent to teach in an inclusive classroom (Varcoe& Boyle, 2014).

Skilled inclusive education pedagogy and assessment procedures require an approach to 

teacher education that is informed (Day & Travers, 2012). As the world changes, 

institutions ought to also change with the times and fully address emerging issues like 

inclusive education. It is of paramount importance to concentrate on pre-service teacher 

training around speciál education service delivery as this will be the most effective 

means to ensure that inclusive education is fully achieved internationally (Varcoe& 

Boyle, 2014).

Individual teachers in the field dealing with learners with speciál needs in mainstream 

schools should embrace a culture of professional development particularly those who
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trained in institutions which did not factor in inclusive education pedagogy in the

curriculum. Inclusive education depends for its success on individual teachers (Day & 

Travers, 2012).
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3 METHODOLOGY

This chapter presents the research methodology used to seek answers to the research 

main question; ‘How are learners with speciál needs in a mainstream primary school 

educated?’ The research design that was chosen is also discussed in details. To 

authenticate the use of the research approach and design, their strengths have been 

outlined in reflection to what different scholars have researched. The chapter also 

discusses the sampling procedures applied, data collection procedures, ethical 

considerations, validity of the study, limitations of the study and organization of data 

collection.

3.1 Research approach

This study will use qualitative research method which Schwandt (2001) defines as a 

sociál research whereby the researcher relies on text data rather than numerical data, 

analyses those data in their textual form, aims to understand the meaning of human 

action and asks open questions about phenomena as they occur in context rather than 

setting out to test predeterminedhypotheses. A lot of scholars have given varieties of 

definitions of what qualitative research means and it can be argued that they revolve 

around the same school of thought. Sherman & Reid (1994) define it as research 

approach that produces descriptive data based on spoken or written words and 

observable behaviour.

Anasta (2004) in her definition, characterises qualitative approach as having flexibility 

of methods and procedures during the conduct of the study which is often due to 

findings as they emerge and whereby there is collection of relatively unstructured data 

to describe the phenomena of interest. It involves flexibility in the research methods 

depending on the situation at hand regarding both the researcher and the 

participant.Anasta (2004) further characterises it as a scope of study that includes 

observational context towards where the phenomena of interest naturally occurs and 

which includes the subjective experiences of the researcher and the research participant.

Qualitative research approach offers a shift from the exclusion or at least neglect, 

of the context to the awareness that context is a constituent aspect of the 

phenomena under study, of the subjects and even of the researchers themselves; 

from the cognitive interest aimed at control to the interest in participatory



research and the alteration of the conditions of life; from the conception of the 

informant as an object of research to the recognition of the role of active 

participants; from ethical principles derived from instrumental calculation to 

ethical principles based on the respect for the informant as a participant in 

research (Jovanovic, 2011: 3)

Qualitative research draws attention to features of a situation that others may 

have missed but which once seen, have major implications for future practice 

(Shaw, 2003). Flick et al., (2004) elaborate that in qualitative research; sociál 

reality is understood, the nature and reflexivity of sociál reality are assumed, life 

circumstances are made relevant to a life world through subjective meanings and 

the communicative nature of sociál reality allows construction leading to the 

starting point of research.

Denzin& Lincoln (1994) assert that qualitative research is multi method in focus, 

involving an interpretive, naturalistic approach to the subject matter to mean that 

qualitative researchers study things in their natural setting, attempting to interpret 

phenomena in terms of the meanings people bring to them. The emphasis according to 

this research approach is an uncontrolled setting where the researchers face issues in 

reality.Denzin& Lincoln further statě that this approach involves a variety of empirical 

materials; čase study, personál experience, introspective, life story, interview, 

observational, historical, interactional, and visual texts that describe routine and 

meaning in individuals’ lives.

This study investigates the education of learners with speciál needs injúm ainstream - 

school in the Czech Republic through čase study design whereby the' ‘čase’ are learners 

with speciál needs in the mainstream set up and the ‘phenomena^-is-how. they are 

educated in the midst or alongside learners without speciál needs.This reflects on the 

meaningful application of qualitative study approach as expounded by Neuman (2014) 

that it relies more on principles or critical science whereby the language of cases and 

contexts is spoken and also where emphasis is on conducting detailed examinations of 

specific cases that arise in the natural flow of sociál life.

Qualitative research approach fits the purpose and the aim of the study. In regard to the 

phenomena of the study which as argued by Koch et al., (2014), qualitative research 

rnethod necessitates the understanding of the lived experiences of the research
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participants by readily lending itself to participatory action research (PAR) strategies. In 

respect to the research study, the experience of all stake holders; the teachers and other 

service providers are natural accounts to address the phenomenon.

The methodology of the study involves one on one experience with the participants to 

get personál experiences concerning the aims and the purpose of the study and in 

relation to this , qualitative research offers authenticity to the whole process because as 

further argued by Koch et al., (2014), it facilitates description and analysis of sociál 

processes, practices, and phenomenon as well as nuanced understandings of how 

participants view those processes, practices, and phenomenon in their contexts. 

Qualitative research is able to depict systém workings, contextual factors and elusive 

phenomena and provide thorough description of the natural setting (Reid, 1994).

The whole platform of this research study will offer opportunities to diverse approaches 

to answer the problém. Qualitative research and its philosophical openness to discovery 

and faithful representation of research participants’ voices are well matched to 

understanding of the multi-faceted needs and complex challenges experienced by its 

clients (Koch et al., 2014).

3.2 Research design

In this research study, qualitative čase study research design was used. Yin (1993: 59) 

defines a čase study as an empirical inquiry which “ investigates a contemporary 

phenomenon within its real-life context and addresses a situation in which the 

boundaries between phenomenon and context are not clearly evident.” A čase study 

involves an instance of events (George &Bennet, 2005) and it is the detailed 

examination of an aspect of a historical episode. Meyer (2001) in his definition,argues 

that a čase study consists of a detailed investigation of one or more organizations, or 

groups within organizations for the purpose of providing an analysis of the context and 

processes involved in the phenomenon under study.

This study which investigates on the education of learners with speciál needs in a 

mainstream primary school in the Czech Republic befits the use of a čase study research 

design because the focus here is to find out what naturally happens on the ground which 

actually is not hypothesised. Čase studies are tailor made for exploring new process that 

are little understood (Hartley, 1994) which basically reflects on this study here where
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the researcher seeks to find out what goes on or else the trend of accommodating 

learners with speciál needs together with those without speciál needs. Regarding the 

research study questions, a čase study design will be appropriate as argued by Leonard- 

Baton, (1990: 330) that this approach is particularly useful for responding to ‘how ’ and 

‘w hy’ questions about a contemporary set of events.

The research design gives the opportunity to explore varied approaches throughout the 

process because of offering flexibility. There are virtually no specific requirements 

guiding čase research which is both the strength and the weakness of this approach 

whereby the strength is that it allows tailoring the design and data collection procedures 

to the research questions (Meyer, 2001).

To explore the aspects of this research design for a deeper understanding of what it 

entails in this context, the study’s ‘čase’ is a mainstream school in the Czech Republic 

that incorporates learners with speciál needs with those without speciál needs in the 

same educational setting. That was the target guided by the aims and the purpose of the 

study. Creswell et al., (2007) concur with this argument by asserting that many čase 

studies focus on an issue with the čase selected to provide insight into the issue and that 

the focus in čase study research is not predominantly on the individual but on the issue 

with the individual čase selected to understand the issue.

As highlighted earlier, there are no precise policies and regulations pertaining inclusive 

education in the Czech Republic to ensure the same standards and compliancy and 

thaťs why there are still many speciál schools, so the čase chosen in this study 

definitely beats the odds in its practice o f inclusive education and a deeper 

understanding of what goes on is anticipated. Čase study research builds an in-depth, 

contextual understanding of the čase (Yin, 2003).

How are learners with speciál needs educated in a mainstream primary school in the 

Czech Republic? This is the ‘phenomenon of the study’ which will need"tcTbe"'~ ‘ 

unravelled to seek answers and experiences from effectively selected ‘units of analysis’ 

which will involve a regular class teacher, an assistant teacher, the school’s principál 

and a parent of a child with speciál needs enrolled in that school.
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3.3Selection of research settings

It was no t an easy experience getting a schoo l setting that practices inclusive education 

due to several factors. The fact that Czech Republic is not outstandingly effective in 

tenns o f iinpleinenting inclusive education culture like England and Norway where I 

had the experience of visiting inclusive schools during my master’s study programme 

placeinents, made the exercise quite involving getting schools’ contacts and the 

willingness to engage a research study programme.

My supervisor who was quite proactive in working together with ine inanaged to link 

ine up with an inclusive school that befits the aims and purpose of the research project 

bearing in inind as argued by Eisenhardt (1989) that the logic in čase studies involves 

theoretical sampling, in which the goal is to choose cases that bound to replicate or 

extend the einerging theory. Being the third term of the primary schools’ calendar 

offered a big challenge to engage a school in the exercise because it is during this time 

of the academie year when schools prepare their leaners for their finál grade 

examinations to inove to their next level.

The setting was a primary school accommodating a leamer with speciál needs in a 

regular classroom learning with the rest without speciál needs. The learner on focus was 

in the second grade and working with a speciál needs assistant. This gave an ideál set up 

to carry out my research investigation.

3.4Selection of informants

I used purposeful sampling technique to select informants who in regard to the research 

aims ančl objectives o f the research study would provide tangible findings. My research 

study involved four informants who included the head teacher of the mainstream 

primary school, two teachers (a regular teacher and her assistant) and a parent to a child 

with speciál needs although the intended goal was to contact more interviews involving 

other stakeholder which due to time factor was not achievable.

The teachers involved i.e. the regular teacher and the speciál needs assistant were 

specifically dealing with a second grade class which was the class on focus. In this 

class, there was a boy with AspergeťsSyndrom e which according to Attwood (2007) is 

a condition whereby one lacks sociál understanding, has limited ability to have a
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reciprocal conversation and has intense interest in a particular subject or rather someone 

who perceives and thinks about the world differently to other people. The boy’s 

inclusion aspects as a learner with speciál needs to the regular class was the main focus 

and to be precise, his mother was one of the informants to share her experience towards 

inclusion practices.

There were precise aims for the choices of informants made. Based on the research 

question 011 how learners with speciál needs are educated in a mainstream primary 

school in the Czech Republic, the Principals role was to provide information regarding 

teachers’ trainingcompetence and experience, school's physical facilities, school’s stake 

holders and networking, the curriculum, support services and teaching/ learning 

materials. The regular class teacher and her assistant roles were to provide insights on 

their training and experience, differentiation of the learning process and teaching/ 

learning aids used and finally the parent to the learner with speciál needs accommodated 

in a regular class had the role to share on her understanding of the chilď s speciál need, 

prior assessment procedures before school enrolment, reason for the choice of school 

and placement and expectations.

3.5Data collection proceduře

Data was collected through semi-structured interviews and observation.

3.5.1 Qualitative interview

The research subject which was the education of learners with speciál needs in a 

mainstream primary school in the Czech Republic through čase study design was best 

suited by qualitative semi-structured interviews as the procedures for the data 

collection. This is because I had to investigate the research objectives by gathering 

information directly from the concerned people and interact with their natural 

environment as noted by Schultze&Avital (2011) that interviews generate deeply 

contextual accounts of participants’ experiences and their interpretations. Furthermore, 

Interviewing is as much about seeing a world as mine, yours, ours, and theirs as about 

hearing the accounts, opinions, arguments, reasons, declarations and experiences 

(Schostak, 2006).
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The actual and the real worlds of the practitioners was the focus so as to gather the 

authentic information and acquire absolute findings. Schostak’s (2006) argument that 

the interview is not a tool but an encounter, an event amongst others right at the levels 

of people befitted my justification for using it for data collection and also because the 

interview is particularly useful in uncovering the story behind a participanťs experience 

as stated by Doody& Noonan (2013).

I specifically used semi-structured interviews which Holloway & Wheeler (2010) statě 

that they involve the use of pre-determined questions, where the researcher is free to 

seek clarification. Semi-structured interviews act as guidelines and offer flexibility in 

the sense that the interviewee can give further relevant information that might not be 

reflected in the guidelines as well as the fact that the interviewer can bring on board 

other relevant objectives depending on the situation on the ground.

Due to language barrier, I used a translator in the interviewing process and it worked 

perfectly. I also used a tape recorder to record the interview sessions to avoid 

eventualities where I would miss crucial information due to limitations in time and also 

to preserve originality and validity. I also took notes during the one on one interview 

sessions to have sufficient storage of information that would lead me to effective 

analysis of my data collection.

3.5.2 Observation

Besides the use of interviews to collect data, I also used observation technique whereby 

I collected more data by observing the physical environments and the behaviours in 

action of all those who were involved as pointed out by Walshe et al. (2011) that 

observation research methods are important for understanding people’s actions, roles 

and their behaviours. The need to get the whole picture of the natural setting of the čase 

motivated me to make observations and take notes of the results as further argued by 

Walshe et al. (2011) that observational data collection method span research paradigms, 

and qualitative approaches contribute by their focus on the natural setting which allows 

more explanation of sociál processes and phenomena.

To make the process effective, I developed a guideline sheet which encompassed the 

entire school’s physical environment, the classroom environment, the seating 

arrangement, interaction between the leamer with speciál needs and the rest of the
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pupils and the teachers and the how the class activities were carned out. I did the 

observation as I recorded findings in accordance with the observation guideline sheet 

(Appendix 7).

The results from the observation helped me compare and contrast the responses of the 

interviewees so that I can have evident findings and also enable me to achieve valid and 

reliable conclusions for my study because as pointed out by Walshe et al. (2011), 

qualitative research observational data collection methods contribute to theoretical and 

concept development and the explanation of the sociál process.

3.6Ethical considerations

Ethical guidelines and procedures are the essential moral principles which have been 

developed to govern all aspects of psychologists’ work including research and they are 

important because of the protection that they offer researchers as well as the broad 

moral principles enunciated (Howitt, 2010). After getting a mainstream primary school 

that practices inclusion in the Czech Republic for data collection, I first submitted an 

outline of the main purpose of carrying out the exercise (Appendix 2) so that everyone 

who would be involved got to know precisely what it entailed.

I prepared a consent form (Appendix 1) which I passed to my informants so that they 

could understand the due procedures and implications concerning their participation and 

if willing to append their signatures. One of the issues highlighted was confidentiality 

and anonymity whereby the informants and the institution’s identity would not be 

exposed. Furthermore, I was motivated by the American Psychological Association 

(APA) guidelines regarding ethical issues which as exemplified by Howitt (2010) 

argues that they should be based on, beneficence and no maleficence, fidelity and 

responsibility, integrity: accuracy, honesty and truthfulness, equity: equal access to 

psychological benefits and respect for peoples’ rights.

3.7Validity

Validity is an overriding goal of qualitative research which reflects on relativistic nature 

of truth claims in the interpretivist tradition (Lincoln &Guba, 1985) and as agued by 

Carboni (1995), assuring credibility refers to the conscious effort in establishing
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confidence in an accurate interpretation of the meaning of data. It is very important to 

establish truthfulness in research findings so that they can reflect a trusted reflection of 

what the natural situation under investigation is as was the čase with my research 

investigation.I employed ťour techniques highlighted by Whittemore et al. (2001) which 

are, design consideration, data generating, analytic and presentation.

Design consideration: I planned for effective sampling procedures where in the čase of 

my study I chose an ideál school that practices inclusion which was the exact target as 

per the aims and purpose of my research. The informants that I chose where the 

absolute persons to answer to the research questions and for detailed findings, I chose 

an adequate number of them to acquire depth in findings as well as variety. I contacted 

detailed and well pre-planned intensive interviews to achieve the set objectives.

Data generating: I engaged myself entirely and gathered data in various forms. After 

Consulting for permission, I tape recorded the interview sessions to reinforce the validity 

of the exercise. During the process of interviewing, I made notes in a notebook 

highlighting on all key issues discussed. All through the sessions, I also made physical 

observations and took photographs of the school’s environment in regard to the 

intended purpose of my study.

Analytic: I engaged myself fully to transcribe my findings whereby I compared and 

contrasted every bit of infonnation gathered to come up with a concrete reflection. I had 

a related literature review which made me internalize and explore my investigations 

effectively.

Presentation: After following all due procedures in analysing data, I had in plače all 

relevant materials to support my findings and substantiate them which served as 

evidence to support my interpretations.

3.8Limitations

There were limitations that I encountered in my research study and these were:

Generalizability: This was a qualitative čase study which involved one čase and that 

was a mainstream school in the Czech Republic practising inclusive education. This 

means that the findings from this study address specifically that čase and cannot be 

generalized to reflect on other institutions.
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Tim e:Tim e factor was an aspect that determined how intense the exercise would be. 

Time was limited and that was the reason why I settled for one čase to investigate the 

phenomenon.

Language barrier:My interview sessions involved the expertise of a translator from 

Czech language to English and this had impact on time management.

3.90rganization and data analysis

The objective of qualitative data analysis is to determine patterns, themes, relationships 

and assumptions that inform the research about the participants view of the world in 

generál and about the topič in particular (McCracken, 1988). This research study used 

descriptive analysis of data whose aim is to understand and report the views and 

cultures of those being studied as argued by Ritchie and Lewis (2003).

Data was analysed manually and this began the moment I started the interview sessions 

during the data collection stage. I used interview transcripts and gathered notes as well 

as recording an audial version to back up my experiences and promote data validity. 

After data collection, I read my findings and made detailed notes as discussed by Yeh 

and Inman (2007) that this is the initial stage whereby the researcher typically writes 

notes, hunches, or reflections as one sifts through the materials, develops tentative ideas 

and sorts them.

After coming_up with the raw data, I coded it in line with the interview questions which 

as argued by How\tt and Gramer (2011) is the process of categorising the raw data into
.v # -....

descriptive categories and also whose goal as noted by Strauss (1987) is not to produce 

a number or ^,count of things but to deconstruct. Finally, I identified the key themes and 

'""nnrrowed my findings in to precise concepts.
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4. PRESENTATION OF FINDINGS AND DATA ANALYSIS

In this chapter the data analysis will be presented from the information that was 

gathered through interviewing four main stakeholders in a mainstream primary school 

in the Czech Republic on how learners with speciál needs in an inclusive primary 

school are educated.This chapter begins with a description of the school setup and the 

educational programme that has been adopted and also a clear understanding of who the 

informants were and why they were chosen.In the interview analysis, the informants’ 

identities will be coded as; ‘C T  for the class teacher, ‘SNA’ for the Speciál Needs 

Assistant, ‘HT’ for the head teacher and ‘P ’ for the parent. As stated in the organization 

of the data analysis, interview themes which reflected on the research questions were 

established after reading the transcripts, and coding them. It is under these themes that 

the informants’ responses will be explored where applicable. The themes include; 

Inclusive education training and experience, support staff, support services, 

stakeholders and networking (collaboration), curriculum adaptation, school facilities 

and the physical environment, teaching and learning materials, teaching methods and 

finally, attitudes and perceptions.

Besides the interview analysis, observation analysis will also be undertaken under the 

following main themes; physical environment, teaching strategies and sociál interaction.

4.1 The school set up

It is a private mainstream primary school that has adapted the Step by Step educational 

programme advocated by Step by Step Czech Republic; a non-profit making 

organization which supports quality and access in education. This programme 

specifically focuses on child centred teacher methodology for preschool and primary 

schools, inclusion for children with speciál needs in mainstream schools, teacher 

professional development and publishing (hitp:/Avww.sbscr.cz/?t= 1 &c).

The school is strategically located in a spacious environment free from extemal 

distractions. It has a big compound for outdoor activities and it has adequate physical 

and material facilities that offer effective inclusion for children with speciál needs.

31

http://www.sbscr.cz/?t=


The classroom set up

I will illustrate the physical environment of the second grade classroom where a learner 

with speciál needs was enrolled. To develop a successful inclusion classroom, an 

appropriate physical environment should be crafted (Voltz et al., 2001). This is very 

paramount to make it practical in carrying out inclusion practices. Voltz et al. (2001) 

further assert that priority should be given to the physical environment for learners with 

speciál needs.

The classroom which accommodated thirteen learners was spacious enough. The class 

was adequately equipped with learning and teaching aids on display which were clear 

and legible to all learners. The classroom had strategie learning points (corners) for 

development of key learning themes in line with the Step by Step programme 

curriculum. The classroom had technological equipment that are very essential 

particularly for children with speciál needs which included a projector and a Computer.

The classroom was well ventilated and the lighting was effective for inclusion. On 

display were learners’ completed tasks and so it was evident that learners’ engagement 

to practical work was effective.

4.2 Informants’ deseriptions

The class teacher

The class teacher is a well-trained lady who holds a masters in the teaching for primary 

schools from a recognized school of education in the Czech Republic. She has been 

teaching in primary school for twenty years and during her teaching career she has been 

attending professional development courses and seminars most of which are purposed to 

equip teachers with further skills and knowledge to deal with learners with speciál 

needs. She is a lady who is very passionate and proactive in her career involvement 

from her expressions and that is why she has been in the teaching career for that long 

time and she still remains dedicated.

The parent

The parent to the child with speciál needs who is enrolled in grade two class is a young 

lady working as a speciál needs assistant teacher in a different school. She is very keen



on parenting responsibilities from her explanations about the way she has all along 

engaged herself in understanding her child and helping him in his development and 

schooling. Her chilďs speciál need motivated her to enrol for training as a speciál needs 

assistant teacher so that she can play an effective role in assisting his education. 

Previously she had been in a medical career and made this career shift for the sake of 

her child.

The head teacher

The head teacher of the school has been in the career for a long time. She has been in 

the teaching career for 24 years and has held the position of headship in different 

schools for a total of 16 years. She is very adequately versed with leadership 

experiences. Since the inception of the primary school 2 years ago, she had been the 

head teacher and the school was growing very fast in its management from the way 

everything was picking up. She explained to me that she did not have any specific 

training in inclusive education but she had hired teachers with the relevant training in 

regard to the needs of different learners.

The speciál needs assistant

The speciál needs assistant is a very experienced and well trained lady who holds a 

master’s degree in generál primary school education. She has been in the teaching 

career for not less than 17 years. She explained that she had some illnesses while in her 

teaching career in the past and as a result, she was placed under disability pension. Due 

to this effect, she was considered for less working hours in a day and that is how she 

ended up serving as a speciál needs assistant teacher to handle learners with speciál 

needs in mainstream primary schools. Her appointment to serve in that capacity was 

relevant to her initial training at university where part of the training was in speciál 

needs and inclusive education. She is a dedicated teacher from her expressions and she 

has a vision to reach out to the educational needs for learners with speciál needs in 

mainstream primary schools.
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4.3 Interview analysis

This part analyses the semi-structured interview transcripts under themes which reflect 

on the research questions.

4.3.1 Inclusive education training and experience

For effective implementation of inclusive education practices in schools, it is very 

important for teachers to acquire relevant training otherwise it would be meaningless to 

enrol learners with speciál needs and fail to accommodate their educational needs 

appropriately. To address the first sub-question of this research study, the informants’ 

relevant training was enquired to find out how effective their inclusive education 

practices were. Teacher training on inclusive education may not have taken plače in 

their initial training but it is advisable for them to undertake professional development 

courses and attend seminars on inclusion.

The class teacher who has been in the teaching career for twenty years had rich 

experience on handling learners with diverse educational needs. On the question of 

whether she had speciál needs training or whether she had been attending professional 

development courses, this is what she had to say;

7 did not attended a regular inclusive education course training but during my practice 

in teaching, I have been attending quite a lot o f seminars on how to handle learners 

with speciál needs in the mainstream primary school setting.' (CT)

The class teacherfurther specified on what she has mostly been trained on during the 

seminars. 7 have attended seminars offering training on how to handle learners with 

Aspergeťs syndrome, autism and those with behavioural problem s’ (Crj.Precisely the 

three speciál needs she mentioned are the dominant in inclusive classrooms and with the 

relevant training and skills then it ineans that the learners’ educational needs will be 

adequately addressed.

On the same question about relevant inclusive education training, the speciál needs 

assistantwho holds a master’s degree in generál primary education responded;7/;c7í/.v/Ve 

education practice was part and parcel of the units that l  had in m y training at the 

u n iversity ’(S N A )M ow ever, on the question of professional development training while
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in the field, the speciál needs assistant expressed that she had not attended such training 

sessions e.g. seminars.

There are parents of learners with speciál needs who due to the search for knowledge 

related to the plight of their children enrol for relevant training and this is one thing I 

enquired from the parent I interviewed. Her response was;

Due to my chilďs condition, I got motivated to seek relevant knowledge and this led me 

to uiulergo Life Long Education Course which led to the award o f a certificate as a 

speciál needs assistant teacher to deal with learners who have speciál needs in 

mainstream primary schools.' (P)

The head teacher of the school personally expressed that she was not trained to handle 

learners with speciál needs but she factored every learners needs through hiring of 

expert teachers. She added that she usually called upon teachers to attend inclusive 

education seminars regularly for their professional development.

4.3.2 Support staff

Under this theme the fourth sub-question of this research study is being addressed to 

find out whether there is personnel staff that offers additional assistance to the regular 

teacher to handle learners with speciál needs. Mainstream primary schools engage the 

Services of Speciál Education Needs Co-ordinators (SENCOS), Speciál Needs 

Assistants (SNA s) and others to offer specialized instructional services to learners with 

speciál needs. Due to non-existence of relevant policies, some mainstream primary 

schools do not have these support staff at all despite the fact that they still enrol learners 

with speciál needs.

In the čase of the mainstream primary school under this research study, they did not 

have a Speciál Needs Educational Co-ordinator (SENCO) who would be the overall 

overseer of inclusive education practice in the whole school, but they engaged the 

services of a speciál needs assistant teacher to work with the learner with speciál needs 

in grade two who actually is well trained in generál primary education and inclusive 

education practice. Since they began involving an assistant teacher, academie and sociál 

development of the learner had been realized. The process of acquiring a speciál needs 

assistant teacher involved a formal request by the school to the Speciál Needs education 

Centre which did assessment of the speciál needs learner and after acknowledgement,



certified the čase with documents’ approval. After this, it was the role of the school to 

forward the approval to the regional Educational Authority that is mandated with 

financing the employment of a speciál needs assistant teacher which finally effected the 

request and the assistant teacher was hired. Through this process, there was no undue 

commitments to the parent of the learner to carry the burden on her own for as she put 

it; 'I did not have problems having my child get attached to an assistant teacher. ’ (P)

4.3.3 Curriculum adaptations

This aspect of inclusion is usually focused on the mainstream school’s policy in regard 

to educational curriculum which involves the generál teaching procedures, learners’ 

sociál welfare and assessment. This is due to the fact that a ‘mainstream curriculum’ 

which does not address the educational needs of learners with diverse abilities 

especially those with speciál needs cannot work in an inclusive school. In regard to the 

third sub-question of this research study, the aim was to find out what kind of 

curriculum had been adopted as a policy by the mainstream primary school since they 

had enrolled learners with speciál needs.

The school had adopted Step by Step Education Programme; a programme facilitated by 

a non-profit organization in the Czech Republic to support and reform the education 

systém. The core goals and values of this programme is to advocate for inclusive 

education practices in mainstream primary schools, child centred teaching approaches 

and professional development for teachers already in the field of teaching career. It was 

the schools culture to fully embrace and uphold the policies of the programme as the 

class teacher put it\ ‘We follow  the rules and procedures of the Step by Step Education 

Programme’. (CT)

4.3.4 School facilities and physical environment

This theme focuses on the school’s facilities and physical environment to find out 

whether it is relevantly equipped to support the needs for learners with speciál needs. 

The assumption is that the development of barrier free structures and provision of 

inclusive education facilities should be part of an inclusive school’s policies which is 

one thing sub-question two of this research study seeks to explore.
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The school is built in a very specious compound and its structures which include classes 

are spacious too in a way that diverse tasks can take plače in the classrooms. The school 

has a gym for physical fitness and this is a very important facility more so when having 

learners with physical impairments.

The grade two classroom with a learner who has speciál needs is strategically positioned 

right next to a playground where all learners can access without distractions from 

unnecessary barriers and this is a very critical aspect.

In regard to the mobility of learners with speciál needs to access different schooFs 

facilities especially for those with physical disabilities, the head teachersaid that 

assistant teachers were very much of help and would assist them and accompany them 

around the school’s building whenever that need was necessary. I enquired to find out 

whether the storeyed school building had ramps to enable learners particularly those on 

wheelchairs to access all necessary floors and what the head teacher informed me was 

that there were no ramps but learners with mobility challenges were adequately assisted 

by the speciál needs assistants.

4.3.5 Teaching and Learning materials

Teaching and learning materials or aids are very essential in classrooms accommodating 

learners with speciál needs. These materials include every teaching and learning aid that 

is concrete, semi-concrete or abstract and on display including electronic material 

support. This theme falls under sub-question two of this research study which is a very 

critical aspect of an inclusive classroom environment. An inclusive learning 

environment should be rich with materials on display to support self-learning and 

promote the understanding of concepts. Grade two class offered a very resourceful 

environment with well labelled learning materials on display that are part of class group 

projects. On display were; charts, counters, cut outs, art works and other learning 

materials. According to the class teacher, ‘The learners write letters and make labels 

portraying learning themes for the day which are then displayed strategically'(CT).This 

is part of diverse material projects done by the learners with the help of the class teacher 

and the assistant and on display in the class making it a very rich environment for daily 

learning. The classroom is also equipped with a Computer and a projector to aid in 

effective display of learning content when teaching is in progress. The head teacher had
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this to say in regard to provision of relevant teaching and learning materials; "We 

provide teaching and learning materials throughout upon the request o f the concerned 

teachers.' (HT)

4.3.6 Teaching methods

Sub-question three of this research study also seeks to find out the teaching methods 

practiced in an inclusive education school bearing in mind that leaners of diverse 

abilities should have their individual education needs addressed. There are many 

methods of teaching but the most important factor to consider is always the kind of 

learners in any class. To begin with, grade two class which had a leaner with speciál 

needs was well facilitated in diverse teaching approaches from the responses I got from 

the class teacher.

‘We follow the Step by Step teaching procedures. For instance in the morning there is 

what we call the morning circle whereby learners write message letters about subject 

themes. During that session, learners discuss and demonstrate diverse sociál aspects.' 

(CT)

From this response, the teachers use group work, discussions, demonstrations and other 

teaching methods which is evidence that child centred approaches are practised 

adhering to what Step by Step programme recommends for practice in inclusive 

education schools. Through this methods, learners get the opportunity to learn from 

each other and more so they boost their sociál interactions.

The learner with speciál needs has an Individualized Educational Pian (IEP) and works 

with a speciál needs assistant teacher.Below is what theregular class teacher explained 

in reference to the learner;

íHe was assessed initially and he has an Individualized Educational Programme 

(lEP)which has been in plače ever since. Remarkable improvement has been realized 

especially in accjuiring independent skills. ’ (CT)

The class teacher also pointed out that the academie assessment which is verbal and 

written is not ranked which is a very positive assessment approach because ranking 

learners with diverse abilities is meaningless and could lead to lowering their self- 

esteem.
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4.3.7 Attitudes and perceptions

The attitudes and perceptions expressed towards inclusive education and particularly to 

the learners with speciál needs contribute to their educational development. Positive 

attitude towards leaners with speciál needs boost their self-esteem making them feel 

loved and appreciated thus effective learning. The fifth sub-question of this research 

study seeks to find out the attitudes expressed by stake holders towards inclusive 

education. I asked the class teacher, ‘What is your perception towards inclusive 

education?’ and her answer was brief and precise, 7  ani very positive with inclusive 

education practices ’ (CT).

Her response that she is very comfortable with inclusive education practices is evident 

from the input she has effected in her daily teaching practices ranging from teaching 

methods and learning aids. The speciál needs assistant expressed that she is very 

positive about inclusion. Her responses demonstrated a lot passion in what she is doing 

because she actually shared a lot about her expectations regarding how best learners 

with speciál needs in mainstream primary schools can be handled.

The parent to the learner with speciál needs expressed positive attitude towards 

inclusive education practised in that school especially towards her child in grade two:

‘There is a sniall nuinageable number o f learners in the class and this enables effective 

child centred approaches. My sotťs individual educational needs are adequately 

addressed and besides, there is co-operation and team work and this has led to his 

academie improvement. ’(P)

4.3.8 Support services

Support towards the provision of inclusive education in mainstream primary schools is 

very necessary more so financial support to implement the school policies through 

hiring of relevant staff and provision of the required facilities. The fourth sub-question 

of this research study seeks to find out the kind of support the school got whether 

financially or throughother ways so that it can be able to run. The question I asked the 

head teacher was, 'What kind o f support does your school receive to support the welfare 

of learners with speciál needs?The response that she gave was very candid, ‘As a 

private school, 40% oj the finances to run this school comes from the parents while the 

government’s financial support accounts for 60%'(HT).She explained that it was from
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these financial support that she hired the right teachers and assistant teachers to handle 

the different categories of learners as well as provide for the required facilities for 

inclusive education. The head teacher (HT) further explained that different non- 

governmental organizations supported the school in different ways upon making 

contacts with them and seeking their support through project proposals.

4.3.9 Stakeholders and networking

The varied needs of learners with speciál needs in mainstream primary schools requires 

collaboration with all the stake holders to provide diverse support. Under this theme, the 

fourth sub-question is being explored due to the fact that working with other 

stakeholders like parents, agencies and different specialists is indeed necessary support 

especially towards learners with speciál needs. The head teacherexplained that they 

usually contacted different specialists like psychologists to address learners’ needs like 

behavioural aspects among learners. She also talked about engaging educational experts 

to address varied learning problems encountered among the different learners. She 

expounded that all learners needs as they emerged that needed further assistance were 

taken care of by the relevant specialists.

The speciál needs assistanťsresponse to the question on working with stake holders was 

very encouraging and critical particularly towards parents;

‘Parents of learners with speciál needs enrolled in mainstream primary schools and 

who devoted themselves to the academie and sociál progress o f their children like in the 

čase o f the learner with speciál needs in grade 2 , impacted successfully to the education 

o f these particular learners. '(SNA)

4.4 Observation analysis

The purpose why I conducted observations alongside interviews was to ascertain 

whether what was shared by the interviewees concurred with what I saw and recorded. 

As an inclusive school, it was very important to make observations of the physical 

environment of the school generally and then the classroom in target where there was 

the learner with speciál needs. I also observed the seating arrangement and in particular 

the seating placement of that particular leaner and the classroom atmosphere.
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The other aspect that I observed was the actual teaching and learning while in progress 

with focus on the interactions between the learner with speciál needs and the rest of the 

learners and his interaction with the teachers. Finally I observed the class activities or 

rather the teaching and learning strategies.

The findings gathered from the observations are analysed as three main themes which 

include; the physical environment, the teaching strategies and the sociál interaction.

4.4.1 The physical environment

The school is situated in a very strategie and conducive environment that is void of 

external distractions like noisy traffic and industrial activities and this is a very 

important aspect in making a learning environment suitable especially for learners with 

speciál needs. It is also very accessible in terms of transport means, both private and 

public. The school also offers very appropriate facilities like a gym, a playground and 

barrier free structures that are very vital for mobility.

Focusing on the classroom environment, I observed that right from the classroom 

entrance, there were all sorts of academie visual displays representing all the learning 

subjects. Inside the classroom, all the four walls of the classroom had categorised and 

thematic displays consisting of eut-outs, drawings and pinned abstract, concrete and 

semi-concrete learning materials. The class also had shelves with files for learners’ 

records as well as teachers’ records and schemes of work.

The classroom also had electronic equipment which included a Computer, a projector 

and soft boards for visual display of content while teaching was in progress. The seating 

arrangement was designed in a way that the learner with speciál needs was placed 

together with the rest and they learned and worked together as a group which is a very 

important aspect in learning.

The classroom atmosphere in generál was appealing and conducive with adequate 

ventilation and appropriate wall paintings that did not distract the room lighting. In 

generál the classroom offered a rich learning environment.
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4.4.2 The teaching strategies

I observed the first morning lesson which was a language lesson. It included the 

‘morning circle’ as discussed in chapter 4, a Step by Step teaching stratégy where 

through discussions, varied subject themes where learned while learners were seated in 

a circle on a carpet with both the teachers.

It was a very organised and a full participatory session for all learners. The session 

began with learners expressing morning greetings which was very lively and 

motivating, then followed a language part whereby learners discussed and filled 

sentence gaps orally and writing on well displayed chart. All learners participated in the 

exercise which demonstrated child centeredness in teaching approaches which is very 

vital in inclusive education practice.

I noted that the teaching approaches were very motivating to the learners. The learner 

with speciál needs who sat next to the assistant participated fully in the session under 

her guidance. After the morning circle, the learners were guided to a writing task 

session while seated on their chairs. The transition to this activity was very orderly and 

organised which demonstrated teachers’ preparedness in teaching. Both teachers went 

round evaluating the learners work as they continued writing.

Finally, a conclusion of the lesson was done while the learners sat on the carpet again. 

The most interesting part of the lesson was the teachers’ lesson conclusion approach 

whereby they availed leaners an opportunity to express their session experiences and 

their personál evaluation of the writing task. Learners opened up in explaining what 

they achieved and what they did not achieve which is a very important aspect in a 

lesson for this guides the teachers in planning for the next lesson progress. In a nutshell, 

the lesson was conducted in an inclusive way.

4.4.3 The sociál interaction

The purpose of the sociál part of the lesson was to find out how the learners and 

particularly the learner with speciál needs interacted with the rest and towards the 

teachers. I noted that the leaner was very friendly with his seating mate who actually 

arrived late that morning while the lesson had actually started and on his appearance, he 

got excited to welcome him.
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This was a clear indication that he had a mutual relationship with his seatmate.

The whole moming lesson was very interactive with learners appreciating each other’s 

participations. The involvement of the learner with speciál needs in acknowledging his 

classmates responses to oral tasks depicted that they all appreciated one another. 

TheSNE leaner was very co-operative with his assistant through all the tasks and he 

followed and obeyed her instructions; a demonstration that they both had a very 

worthwhile relationship.

The teachers had an effective classroom control with every leaner including the one 

with speciál needs obeying the session’s guidelines. Learners were given opportunities 

to fully express themselves through contributing to tasks which was very orderly for 

they were keen on waiting for each other’s time.
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5 DISCUSSION OF THE FINDINGS

In this chapter, the data analysed from the interviews and observation procedures 

undertaken, will be evaluated and criticized in regard to the literature review in chapter 

two. This chapter will evaluate the data under key inclusive education themes to cut 

across the concept of inclusive education.

The purpose of the study was to investigate through a čase study, the education of 

learners with speciál needs in a mainstream primary school in the Czech Republic. It 

involved one čase and that was an inclusive primary school and in particular a grade 

two class with a learner who had speciál needs. Data collection involved the 

interviewing of the class teacher, the speciál needs assistant, the school’s principál and 

the parent to the learner with speciál needs and it also involved observation of the 

school’s environment, the sociál aspect as well as the teaching process. The findings of 

the research study would then be vital in gaining vast knowledge and skills towards 

handling learners with speciál needs in a mainstream primary school.

The study had the following main question:

How are learners with speciál needs educated in a mainstream primary school?

The sub-questions included:

1. What experiences do teachers have towards the teaching of learners with speciál 

needs in a mainstream primary school?

2. Which resources do teachers use and need to teach learners with speciál needs in 

a mainstream primary school?

3. How do teachers differentiate the teaching of learners with speciál needs in a 

mainstream primary school?

4. What kind of support is offered to mainstream primary schools that 

accommodate learners with speciál needs?

5. What is the generál perception of educating learners with speciál needs in a 

mainstream primary school?

The findings that will be discussed and evaluated reflect on the sub-questions of this 

research study and are categorised under the following themes; curriculum adaptation, 

teaching methods, teaching and learning materials, school facilities and physical 

environment, collaboration/ working with stakeholders, teacher training and 

professional development, attitudes and perceptions towards inclusive education and 

support services.
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5.1Curriculum adaptation

The findings from the study affirm that the mainstream primary school has adopted an 

inclusive educational curriculum. The Step by Step educational programme practised by 

the school advocates for inclusion practices that offer child centred approaches and 

another important key factor is the focus on professional development for the teachers 

to acquire more knowledge and skills in the field of inclusive education.

Inclusive education practice can be defined in diverse ways and implemented through 

diverse programmes as in the čase of the school under study. This is because every 

context has its way of understanding and defining inclusive education without getting 

away from its core values which include access to education for all irrespective of 

learners’ individual differences.

The findings confirmPijl et al., (1996: 14) assertion as discussed in the literature review 

(chapter 2 ) that ‘inclusive education’ stands for an education systém that includes a 

large diversity of pupils and which differentiates education for its diversity and this is 

what Step by Step programme advocates for.

The findings from this study show that the school has adopted an inclusive education 

curriculum as its own policy but not as a national legislation because as discussed in 

chapter 2 (literature review), Czech Republic lacks a national agreed 

conventionalization of inclusive education and the ambiguous attitude of the 

government and professional community towards inclusive education makes inclusive 

education progress very problematic (Bacakovd&Closs 2013).

The school s policy to embrace an inclusive tradition and identify itself with an 

organization spearheading inclusive education trends in mainstream primary schools is 

quite a good move. Schools need to translate their generál concern about children with 

speciál needs into a practical pian or policy or framework (Pearson & Lindsay, 1986).

5.2 Teaching Methods

The findings from the study confirm that teachers use different methods of teaching. 

This was evident from the responses expressed by the teachers as well as what was 

observed from the classroom environment and the teaching process. From the findings, 

several teaching methods were used which include; group work, individualised

45



instruction procedures like the use of an Individualised Education Programme for the 

learner with speciál needs, pear learning discussions and demonstration teaching 

approaches. These teaching methods are child centred and this is what inclusive 

education calls for. Studies argue that ‘inclusion’ requires schools to take on a much 

more flexible approach, based on the acknowledgement of the diversity of pupils (Evans 

et al., 1999). Based on this argument, the findings indicate that the teaching methods 

and approaches practised in the classrooms are flexible and diverse. The class teacher 

talked about a ‘morning circle’ whích is all about learners expressing themselves by 

writing letters and labels to highlight on important themes of different subjects and 

classroom sociál behaviours. This is an indication of flexibility and innovation to 

involve learners fully in the learning process. Diverse teaching approaches that were 

practised in that school bore fruits from what was shared by the teachers as well as the 

mother to the child with speciál needs that he had shown great improvement over time. 

Teachers have the responsibility to offer effective teaching methods and approaches in 

the inclusive classroom. Teachers are expected to create inclusive classrooms and make 

necessary adaptations for exceptional learners (Hutchinson & Martin, 1999). The 

findings portray teachers’ commitment to ensure that inclusive practices became a 

culture through the implementation of the Step by Step programme. With growing 

diversity in classrooms, it is increasingly important for teachers to create classrooms 

that accommodate the needs of all learners (Bullough, 1995). The findings concur what 

Gennaroetal., (2014) expounds as discussed in chapter 2 that traditional teacher-centred 

teaching approaches need to be transformed in to differentiated teaching and learning 

paths to develop the talent of each leaner.

5.3 Teaching and learning materials

The findings from both the interviews carried and observations show that teachers in 

grade two class used a variety of teaching and learning materials. There were concrete, 

semi-concrete and abstract teaching and learning materials in the class. I could see there 

were charts, paintings, cut-outs, dolls, counters and books. Use of teaching and learning 

materials in the class makes the environment rich for learning and this promotes 

understanding. Approaches to learning are markedly influenced by the teaching and 

learning materials availed (Kember et al., 2008). The provision of relevant teaching and 

learning materials calls for a committed teacher in innovations and teaching flexibility
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to boost teaching efficiency. Difficulties in learning occur as a result of the decisions 

teachers make, the tasks teachers present, the resources teachers provide and the ways in 

which teachers choose to organise the classroom environment (Ainescow, 1999). The 

teacher plays the greatest role in determining the classroom teaching procedures and it 

is very important for teachers to note that teaching strategies should be relevant and 

diverse to address the learning needs of all learners adequately. One of the very 

important child centred teaching approaches in an inclusive class is to have the learners 

do practical activities by handling materials. This stratégy motivates learning by 

promoting learners’ curiosity hence full participation. When these learners are fully and 

effectively engaged in practical activities through manipulation of materials, their 

learning effectively improves and therefore resulting to positive academie attainment.

5.4 School facilities and the physical environment

Findings from the study demonstrate a school that is prepared to handle learning in 

diversity. To begin with, the school is strategically placed in a location that is accessible 

by public and private transport means. This is a very important aspect for the placement 

of an inclusive mainstream primary school for mobility effectiveness by learners with 

disabilities in particular. The school offers sporting and advanced learning facilities at 

reach in terms of access for all the learners regardless of their speciál needs. As stated in 

chapter four, the classroom environment is conducive to learning. The atmosphere is 

learner friendly and this counts when we talk about a suitable learning environment. 

One of the very critical aspects of the physical environment in a mainstream primary 

school, is a barrier free environment to make it accessible to every learner. The findings 

from the study show that the school is keen on this aspect from the response given by 

the head teacher that in čase of mobility challenges, the assistant teachers are always in 

handy to accompany learners and help them. The structure of the school being a storey 

building did not have ramps which are very necessary especially for learners on wheel 

chairs to access all the floors. This is an issue mainstream primary schools 

accommodating learners with speciál needs should factor in while constructing facilities 

to break physical barriers. In regard to school policies as discussed in chapter 2 

(literatuře review), It is every institution’s responsibility to prioritise the implementation 

of inclusive education policies addressing every aspect of inclusion ranging from 

facilities, environment, learning and teaching materials and others so that every



inclusion aspect is effectively addressed. Schools need to translate their generál 

concerns about children with speciál needs into a practical pian or policy (Pearson & 

Lindsay, 1986).

5.5 Collaboration/ working with other stake holders

The ťindings from the research study show that the school collaborates with other 

professionals to assist the learners in various aspects of learning and their sociál 

behaviour. These professionals include psychologists, counsellors and others. The head 

teacher expounded that she calls upon professionals when need arises to give guidance 

on learning problems and on sociál behaviours which are very critical aspects of 

learners’ welfare especially for those with speciál needs.

The findings also reveal the existence of collaboration between the school and non- 

governmental organizations and other agencies. She explained that whenever the school 

needed to carry out projects and there was need for support, the school’s management 

sought assistance from these organizations through project proposals. As discussed in 

chapter 2 (literature review) the need for collaboration with other stakeholders is very 

paramount when it comes to inclusive education practice due to the fact that handling 

learners with speciál needs a lot of commitment and relevant expertise which ought to 

be shared.

The findings demonstrate a team working spirit in the school. When teachers work 

together, they share experience and support each other hence effective teaching 

procedures. This is evident due to the fact that the regular teachers work with assistants 

however, the school does not have a Speciál Educational Needs Co-ordinator (SENCO) 

or else a regular speciál needs co-ordinator as part of the regular staff to facilitate the 

education of learners with speciál needs through daily/ regular guidance and oversight 

of what the teachers are doing in the class. This is a very vital role that the school 

misses out on. Schools should consider Speciál Educational Needs Co-ordinators 

(SENCO’s) as part of the senior leadership team which can raise the profile of inclusive 

practices and lead to better understanding for all staff about the steps required to 

improve outcomes for children with speciál needs (Pearson, 2010).

The findings from the study reveal a keen concern from the parents of children with 

speciál needs towards their children’s education which is very vital. When parents
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follow up their children’s progress in school, this selfless effort motivates their children 

as well as the teachers handling them because it is a spirit of working together to assist 

the learner. The parent of the learner with speciál needs in grade 2 demonstrated 

commitment to her child’s education for she shared that she had been very keen on 

every learning and sociál progress. It is apparent that the involvement of parents in the 

development of the children’s learning can be highly beneficial (Pearson & Lindsay, 

1986).

5.6 Teacher training and professional development

Findings from the research study show that the teachers handling learners with speciál 

needs in that mainstream primary school have the necessary training. The class teacher 

explained that in her initial training she never trained on how to handle such learners but 

in the course of her career while in her practice, she attended various seminars whose 

training was on handling learners with speciál needs especially those with Aspergeťs 

syndrome, autism and behavioural problems. It is very important for teachers dealing 

with such learners to undergo professional development while in the field and this is 

evident with the grade 2 class teacher interviewed. This venture reinforces what 

Kurniawatia et al, (2014) argue as pointed out in chapter 2 (literature review) of this 

research study that research has revealed that teachers’ competence and willingness to 

accommodate the educational needs of learners with speciál needs was determined by 

their training. It is very vital for training on inclusive education to kick off right from 

the teachers’ initial training which in the čase of the class teacher for grade 2 

interviewed in the mainstream primary school was not done although she later took up 

the initiative.

The school on the other hand has employed a speciál needs assistant trained on 

inclusive education. The work of a speciál needs assistant is to handle learners with 

speciál needs in a mainstream primary school and this is very necessary. Speciál Needs 

Assistants (SNA’s) are usually appointed to support the care of a specific pupil or pupils 

with speciál needs and there is both care and an educational aspect to the role of SNA’s 

(Logan, 2006). An inclusive class without a speciál needs assistant lacks a very 

important inclusion aspect and so the education of the learners with speciál needs 

enrolled in that class is compromised. Logan, (2006) further argues that in addition to
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the care role, most SNA’s are engaged in duties of an educational nature such as 

encouraging pupils, classifying instructions and adapting/ interpreting lessons.

5.7Attitudes and perception towards inclusion

Findings show that the teachers in the mainstream primary school where the data 

collection took plače had positive attitude towards inclusive education and their 

perceptions towards it were meaningful. The class teacher expressed her commitment to 

inclusion as a centrál part of her teaching career. The interview with the parent to the 

child with speciál needs in grade 2 was very touching basically on her self-motivated 

interest to undertake a ‘Speciál Needs Assistant’ course as she sought knowledge and 

skills towards the handling of her child with speciál needs. This commitment 

demonstrates how positive she is towards inclusive education and how positively she 

perceives it. The head-teacher’s purpose to facilitate an inclusive educational policy 

programme in the mainstream primary school bearing in mind that it is so much 

wanting, portrays her passion to reach out to the educational needs of learners with 

speciál needs.

Different contexts perceive inclusive education practices quite differently generally 

because of the environments. Contexts where inclusive education advocacy 

programmes are deeply rooted, traditional beliefs towards learners with speciál needs 

are minima! or even non-existent, where else, contexts where inclusive education 

awareness is yet to penetrate like in most developing countries, traditional perceptions 

towards learners with speciál needs and their education have hampered the 

implementation of inclusive education practices. Negative attitudes and perceptions 

towards learners with speciál needs and inclusive education are sociál barriers and as 

expounded by Booth et al, (2003), inclusive education concerns the overcoming of 

barriers to learning and participation for all, regardless of ethnicity, sociál background, 

sexual orientation, disability or attainment, and is now a centrál tenet of basic education 

policy globally.
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5.8Inclusive education support services

Findings from this study show that the school authorities have laid out grounds for 

support towards its effective functioning as expressed by the head teacher. From the 

interview, she outlined different ways in which the school partnered with the statě, 

parents and other agencies for support especially towards the education of learners with 

speciál needs. She shared that 40% of the financial support came from the parents and 

60% came from the statě. She further added that the school partnered with other 

agencies like non-governmental organizations through which the school sourced varied 

support to facilitate its functioning particularly towards inclusion practices and this 

reinforces what Tilstone& Rose (2003) expound on collaboration as discussed in 

chapter 2 (literature review) that Inclusion emphasizes not only the importance of 

addressing inclusion within schools, but also of working with stakeholders outside 

education who have an equally important role to play in making fundamental changes to 

the ways in which we move towards a fairer society for all.
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6. CONCLUSION

In this chapter, the findings of the research process will be summarised to answer the 

specific sub-questions of the research study. Based on this approach, the sub-questions 

will be answered in the order they appear under the following themes; teachers’ 

experience, teaching and learning resources, differentiated learning, support and 

networking and finally, attitudes and perception. The other part of this chapter presents 

a recap on the research methodology, limitations of the study and finally, implications 

of the study.

6.1 Summary of the findings

Teaching experience in this respect also encompasses initial teacher training and 

professional development while in the field. The study reveals commitment to teachers 

and other professional in prioritising the acquisition of inclusive education knowledge 

and skills so as to effectively practice inclusion in mainstream primary schools. It was 

portrayed clearly that teachers either acquired this training while at their initial training 

colleges as part of the generál primary degree units or while in the field of career. In 

both ways teachers were able to acquaint themselves with the demands of inclusive 

education practice that one should have relevant training as a requirement. There has 

been advocacy through international conventions, international policies and national 

policies that all those mandated with the roles of handling learners with speciál needs 

have to prioritise the acquisition of relevant training and by doing so, countries will 

move milestones ahead in the implementation of inclusive education.

Teaching and learning resources include the classroom teaching and learning aids and 

the physical structural facilities. From the study findings, there is effective commitment 

towards the organization of an inclusive schoď s environment to remove sociál barriers. 

This is revealed through the establishment of learning facilities that are accessible in 

terms of space and other mobility aspects. The study also reveals teachers’ efforts in the 

modification of rich learning environments through provision of varieties of teaching 

and learning materials. The use of teaching and learning materials in the classrooms is a 

teaching aspect that cannot be ignored in whichever learning level and to whichever 

kinds of leaners which means that when it comes to leaners with speciál needs, then 

more emphasis on this is required.



From the research study’s findings, it is evident that an inclusive education curriculum 

is worth adapting to suit the different educational needs of every individual learner 

where by all teaching approaches are child centred. The study reveals the use of a 

modified curriculum that has been internationally and nationally accredited as the 

appropriate one for inclusive primary schools. The curriculum in use upholds very 

important elements of inclusive education practice which include; child centred 

teaching approaches, barrier free sociál and academie environments and relevant staff 

expertise. It is worth noting that educational needs for learners with speciál needs in 

inclusive schools cannot be addressed universally but they should be differentiated to 

meet the learners’ needs at the individual level.

The research study reveals that there is need for an inclusive primary school to 

collaborate with all stake holders of good will and who are partisan or partners of the 

institution. From the findings, diverse support services have to be sought to address 

emerging every day issues pertaining inclusion. The key issue here is addressing 

diversity within learners’ ability categories. To address the educational needs of learners 

with speciál needs in a primary school adequately, different professionals in regard to 

every learning need have to be called upon on regular basis and that brings on board the 

true meaning of inclusion. On the other hand, the schools need material and financial 

support and that means agencies and government authorities have a major role to play.

The research study portrays that peoples’ attitudes and perceptions to inclusive 

education and especially to the learners with speciál needs as integrál aspects that 

determine the success of inclusive education. From the stakeholders’ positivity towards 

inclusion and the learners, the čase of the school under the study demonstrated effective 

inclusive education practices. Attitudes and perceptions determine the commitment 

offered to any endeavour and where people are not positive then success is never 

achieved. Reflecting on the models of speciál and inclusive educational needs discussed 

in chapter 2 (literature review), it is out of perceptions that people choose to go either by 

the medical model’s ideologies or the sociological modePs ideologies.

6.2Research methodology

The research study used a qualitative čase study method of approach to investigate the 

phenomenon which in this čase focused on a natural context and this approach served
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the purpose as argued by Simons (2009) that qualitative čase studyvalues multiple 

perspectives of stakeholders and participants, observation in naturally occurring 

circumstances and interpretation in context.

Data collection process was very fruitful for it involved four key stakeholders in an 

inclusive primary school setting. These were the schooFs head teacher, a regular class 

teacher, speciál needs assistant teacher and a parent to a child with speciál needs. The 

data collection tools which included semi-structured interviews and observation 

procedures, delivered valid and reliable findings to address the phenomenon of the 

research study.

6.3Limitations

Initially, I had the target of interviewing six informants but I ended up interviewing four 

because of time limits and language barrier. It was not a problém getting a mainstream 

primary school that practices inclusive education. However, the problém was getting 

informants who would be willing to conduct the interview in English. The other issue 

was contacting and booking appointments with the informants who volunteered to 

participate in the exercise which indeed took much time still.

Although I got very effective support in translations, the exercise consumed much time 

and it also adversely engaged the translator. This research study involved only one čase 

under investigation and the findings cannot be generalised to other mainstream primary 

schools.

6.4Implications of the study

The implications of this study will abundantly equip me with diverse knowledge and 

skills on how to handle learners with speciál needs in inclusive primary schools. It is out 

of my personál career motivation that I chose to carry out this kind of study. I am an 

inclusive primary school regular teacher in Kenya which is a developing country. The 

findings from this study offer me a concrete experience of inclusive education practice 

in a European country; a context that is quite different from Kenya in terms of 

availability of resources and government stability which of course is a reflection that the
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education sector and particularly in inclusive education provision, is advanced than in 

Kenya.

Kenya is far much behind in inclusive education practice. There are set policies towards 

this initiative but the gap between policy and implementation is notably wide and 

wanting. This is mainly because of inadequate resources and lack of trained personnel 

in this regard. Societies’ perceptions towards learners with speciál needs are still 

negatively rooted, a big percentage of children with speciál needs is still out of school 

and mainstream schools are overpopulated and lack facilities and enough teaching staff.

The fact that it was a čase study, it means that a perfect choice was reached and this has 

definitely offered me a good experience. These findings and the whole experience will 

empower me to practise inclusive education effectively in my country through 

classroom teaching, educating my colleagues, creating awareness to parents and also 

participation in related advocacy to reach out to the whole society.

I look forward to achieving a remarkable objective in the field of inclusive education 

through creating awareness particularly focusing on; the meaning of inclusive education 

concept, implementation of inclusive education policies, teachers’ inclusion roles which 

include; teaching methods and use of teaching and learning materials, curriculum 

modification, advocacy to spearhead positive attitudes and perceptions towards learners 

with speciál needs, networking and finally, parenting skills

55



7 RECOMMENDATIONS

Based on my personál experience through my teaching career, my master’s studies 

programme and this research study, I share my recommendations towards how inclusive 

education practice in mainstream primary schools can be improved reflecting again on 

the sub-questions of this research study:

Teachers handling learners with speciál needs in mainstream primary schools should 

have inclusive education training and should attend professional development courses 

while in the field to acquaint themselves with the emerging new knowledge and skills 

towards this specialization.

Inclusive mainstream primary schools should be equipped with the necessary resources 

and this include learning resources, qualified personnel and inclusive structural facilities

Existing curriculums in inclusive mainstream primary schools that are traditionally 

universal should be overhauled and new curriculums adopted that differentiate learning 

in regard to the different abilities that learners possess.

School authorities should uphold a policy of collaboration and net working with all 

stake holders to share educational and psychological expertise and acquire material 

support for the development of inclusive education practice.

There is need for continued advocacy and awareness towards the concept of inclusive 

education practice to spearhead positive attitudes and perceptions so that people can 

shun traditionally deep-rooted ideologies towards this practice.

The field of inclusive education is very wide as well as the scope of its related literatuře. 

That is the reason why many scholars have come up with a lot of theories towards it and 

still continue to do so with a lot of debates taking fore front. As a regular mainstream 

primary school teacher as well as a student in this career, the study findings are limited 

and cannot be generalised to other schools. I therefore recommend further research 

involving more cases and more informants to broaden the scope of findings so as to 

spearhead inclusive education.
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APPENDICES

APPENDIX 1: Informed consent form 

Researcher’s Name : Alfred KimuyuKavyu 

Programme : Masters in Speciál and Inclusive Education -

Charles University 

Phone : 773090034 

Email : ldnitnuyii@uinail.com

You are kindly invited to participate in a research study that seeks to investigate how 
learners with speciál needs are educated in a mainstream primary school in the Czech 
Republic. This is a voluntary 30 minutes exercise whereby you are going to be taken 
through a one on one interview and notes taken as well as a tape recording of your 
contribution regarding the above topič.
You are not obliged to answer or to respond to questions that you are not interested in 
and you are also free to withdraw any time of your choice. The information that you 
will provide will be kept fully confidential and your identity will be maintained 
anonymous.
The information gathered will only be used for the sole purpose of the research study 
and not for any other publications and in addition the materials containing the 
information will be locked up to uphold ethics. It is your right to obtain a copy of this 
consent form.
You are kindly asked to sign below if you are willing to participate in this exercise.

I ................................................................ confirm that I have read and understood the
guidelines and the purpose of my participation in this research study. I do hereby agree 
to take part.

Signatuře.................................................... D ate .......................................
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APPENDIX 2: A Brief Outline and purpose of the Research Study

This research study basically investigates how learners with speciál needs are educated 
together with those without speciál needs looking in to the following factors in generál:

• School policies
• Inclusive education perceptions and attitudes
• Physical facilities
• Learning and teaching materials
• The curriculum
• Support services
• Stake holders and networking
• Classroom instructional procedures
• Objectives and goals
• Teachers’ training and experience

Main Purpose of the Research
I am a student undertaking masters in speciál and inclusive education at Charles 
University and in terms of career, I am a teacher in a mainstream primary school in 
Kenya which accommodates learners with speciál needs.
The sole purpose of carrying out this research study is to gather relevant knowledge, 
skills and experience on how to effectively practise inclusive education (Step by Step 
education programme). This will be of great and positive impact to my practice in 
Kenya which is a developing country and lagging behind in addressing effective 
inclusive practices in mainstream primary schools and the education rights of children 
with speciál needs.
The results and findings from this study are only for the purpose of furthering my career 
experience and practice in the field of speciál and inclusive education and not for any 
other publications.
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APPENDIX 3: Head teacher’s semi-structured interview guide 

Introduction
Dear interviewee, I would like to appreciate you for taking your time to participate in 
this research study. This study seeks to find out how learners with speciál needs are 
educated in your mainstream primary school. In summary, this study seeks to discuss 
teachers experience towards teaching of learners with speciál needs, Resources that are 
used and that are needed and differentiation of the teaching process. You are not obliged 
to answer questions that you are not interested in and any personál information will be 
kept confidential. The interview session will last for 30 minutes.

Participanťs descriptions
Participant role ..................................... Gender...................... Date ......................

Question themes 
Experience
1. How many years is your teaching and headship experience in this school?
2. Do you have any SNE training?
3. If yes, what is your SNE training specialization and what is the training level?
4. Do you enrol for SNE professional development courses?
5. If yes, Which SNE professional courses are they?
The inclusive school physical facilities
1 . How is the schooFs physical environment organised/ modified to meet the 

diverse needs of learners with speciál needs?
2. Which facilities are there to address the various needs of learners with speciál 

needs? Support and networking
1 . What kind of support does your school receive to support the welfare of learners 

with speciál needs?
2 . Who are the stakeholders partisan with your school in regard to the education of 

learners with speciál needs?
Curriculum
1 . How is the generál curriculum adapted to the educational needs of learners with 

speciál needs?
2 . What challenges are encountered in differentiating the curriculum?
Teaching and learning resources
1 W hich  learning m aterials does your school offer to address the educational 

needs o f  learners with speciál needs?

2 . Do you factor in the employment of teachers with speciál needs training 
experience?

3 . If yes, what is the required attainment level for those teachers?
4 _ Do you have support staíf to assist in the inclusive classrooms?
5 _ If yes, who are they?
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APPENDIX 4:Teachers’ semi-structured interview guide 

Introduction
Dear interviewee, I would like to appreciate you for taking your time to participate in 
this research study. This study seeks to find out how learners with speciál needs are 
educated in your mainstream primary school. In summary, this study seeks to discuss 
teachers experience towards teaching of learners with speciál needs, Resources that are 
used and that are needed and differentiation of the teaching process. You are not obliged 
to answer questions that you are not interested in and any personál information will be 
kept confidential. The interview session will last for 30 minutes.

Participant descriptions 
Participant r o le   Gender  D a te   

Question themes 
Experience
1. What is your level of training?
2. How many years is your teaching experience in this school?
3. Do you have any SNE training?
4. If yes, what is your SNE training specialization and what is the training level?
5. Do you enrol for SNE professional development courses?
6 . If yes, Which SNE professional courses are they?
Differentiation of the learning process
1. How do you organize the inclusive classroom environment?
2. How is the seating arrangement in regard to the individual differences?
3 . What methods of teaching do you use to cater for learners with speciál needs?
4 . How is the daily classroom schedule in terms of number of subjects and their 

timings as well as the breaks?
5 . What outdoor activities are learners with speciál needs involved in?
6 . What challenges do you experience in handling leaners with speciál needs? 
Resources
1. How do you differentiate the curriculum to cater for learners with speciál needs?
2 . What learning and teaching aids do you use to attend to learners with speciál 

needs?
3 . What other materials, tools and equipment do you use to support learners with 

speciál needs?
4 . What teaching/learning materials and other equipment do you need to address 

the various needs for learners with speciál needs?
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APPENDIX 5: Assistant Teachers’ semi-structured interview guide

Introduction
Dear interviewee, I would like to appreciate you for taking your time to participate in 
this research study. This study seeks to find out how learners with speciál needs are 
educated in your mainstream primary school. In summary, this study seeks to discuss 
teachers experience towards teaching of learners with speciál needs, Resources that are 
used and that are needed and differentiation of the teaching process. You are not obliged 
to answer questions that you are not interested in and any personál information will be 
kept confidential. The interview session will last for 30 minutes.

Participant descriptions
Participant r o le ..................................... Gender.................  Date.............

Question themes 
Experience
1. What is your level of training?
2. How many years is your teaching experience in this school?
3. Do you have any SNE training?
4. If yes, what is your SNE training specialization and what is the training level?
5. Do you enrol for SNE professional development courses?
6 . If yes, Which SNE professional courses are they?
Differentiation of the learning process
1. How do you organize the inclusive classroom environment?
2. How is the seating arrangement in regard to the individual differences?
3. What methods of teaching do you use to cater for learners with speciál needs?
4. How is the daily classroom schedule in terms of number of subjects and their 

timings as well as the breaks?
5. What outdoor activities are learners with speciál needs involved in?
Resources
1. How do you differentiate the curriculum to cater for learners with speciál needs?
2 . What learning and teaching aids do you use to attend to learners with speciál 

needs?
3. Which other equipment do you use to support learners with speciál needs'?
4. What teaching/learning materials and other equipment iK) \Q\\ \0

VMWUS *«IS for Hners t f k m M
A t t i t l l í l e  u n ci  p e r c e p t i o n  t o w a r d s  i m - l u s i v e  e « l n c a l  10*1 ^
j.wiiai is your aimiuje and perception towards inclusive edUCíUÍOn?
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Appendix 6: Parenťs semi-structured interview guide 

Introduction
Dear interviewee, I would like to appreciate you for taking your time to participate in 
this research study. This study seeks to find out how learners with speciál needs are 
educated in a mainstream primary school. You are not obliged to answer questions that 
you are not interested in and any personál information will be kept confidential. The 
interview session will last for 30 minutes.

Participant descriptions 
Participant r o le   Gender  Date  

Question themes
1 . What is your chilďs speciál need in your own explanation?
2. Did you attend any training to gain insights on handling your chilďs speciál and 

educational needs?
3. Was your child assessed initially before school enrolment?
4. And if yes, what was the diagnosis?
5. What advice were you given by the advisory board if any consulted on school 

placement?
6 . Why did you choose to enrol your child in a mainstream primary school?
7. Are you contented with the education offered to your child in a mainstream 

primary school?
8. What would you wish is implemented in the mainstream primary school to 

improve the education of your child?
9 . What are your future expectations for your chilďs school achievement?
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APPENDIX 7: Observation guide

Observation themes Notes

Schools physical environment

Classroom atmosphere

Classroom displays

Teaching and learning materials/ 
equipment

Seating arrangement

Interaction between the learner with 
speciál needs and the rest without 
speciál needs

Interaction with the learner with 
speciál needs and the teachers

Class activities in action

Conclusion:
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