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Editor’s Message

Greetings to all members and friends of the International Association of Special Education (IASE). It is a pleasure to
introduce you to the 2020 issue of Journal of the International Association of Special Education (JIASE) with topics
covering a wide range of aspects of inclusive and special education around the world. The year 2020 has been a difficult
one for almost everyone, but especially for students, young adults and adults with disabilities, their family members,
teachers, and other support persons regardless of where we live. As a result, more than ever, IASE is here to connect our
members around the globe in sharing their knowledge, experience, and enthusiasm in teaching and working in this field.

The mission of JIASE is to serve as a professional, peer-reviewed journal for the worldwide dissemination of articles
focused on research and models of practice to support professionals and volunteers in the fields of special and inclusive
education to implement the most creative and effective strategies with their students and others with disabilities. The
key to the mission of the journal is our commitment to working with international authors, reviewers, and readers to
become skilled and innovative writers, critics, and consumers of international special and inclusive education research,
and teaching practices.

In this 2020 issue of JIASE, articles represent research and practice from a variety of countries around the world, includ-
ing Nigeria, Kenya, the Netherlands, Greece, Canada, and the United States. The articles cover topics of the difficulties
with policy implementation, pre-school pre-referral screening, supporting braille readers in mathematics, decolonizing
inclusion, and others.

We are always curious about the topics authors will research and write about next and what new developments are
happening in this field on each continent. JIASE is a wonderful outlet to share your research findings, observations about
policies, and practices you have tried that you want to share with others.

At JIASE, we are commiitted to working with first-time authors and contributors who may have not published in a
peer-reviewed journal before. We also welcome contributions from seasoned and returning authors.

This publication would not be possible without the dedication, inspiration, and encouragement from IASE leadership,
JIASE managing editor Thomas J. Donaghy, and our wonderful team of associate and consulting editors, who volunteer
many hours to provide professional peer review services for the journal. We thank them all for all they do.

We are always seeking members who would like to serve as consulting editors for JIASE. If interested, please contact
Dr. Tichd directly for more information. Also, please consider submitting your work for publication in future JIASE
issues. Publication submission guidelines are located on the IASE website at https://www.iase.org/jiase as well as at the
end of this journal issue.

On behalf of the JIASE team, we wish you a healthy and prosperous 2021 and hope to see you at the 17th Biennial IASE
Conference in Ho Chi Minh City, Vietnam, July 10-14,2022.

With warm regards,
Renata Ticha, PhD, Editor of JIASE
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Difficulties with Implementing Policy Provisions on Special and Inclusive Education in
Nigerian Schools: Teachers’ Views

Olaniyi Bojuwoye
Kwara State University, Nigeria

Abstract

Nigeria has policies on special and inclusive education. However, there is a disconnect between policy provisions and
school practices. Difficulties with policy implementation in Nigerian schools were investigated by exploring teach-

ers’ perspectives on school system’s knowledge capacities regarding pupils with special education needs and schools’
resources for inclusive education. In-depth individual interviews were conducted with 80 high school teachers, in Ilorin,
Nigeria. Results revealed teachers’ limited knowledge of pupils with disabilities and their special education needs.
Participants expressed limited capacities to assess pupils’ special education needs. Schools were also reported to lack
adequate resources to support pupils with special education needs and for inclusive education. The results support the
assumption in the literature that difficulties with implementing special and inclusive education may be connected with
school systems’ capacities regarding pupils with special education needs and schools’ limited resources for inclusive

education.

Keywords: Policy provisions, special and inclusive education, education needs, pupil assessment, resources, teachers’

views, Nigerian schools

INTRODUCTION

Nigeria certainly has adequate policy provisions on
special and inclusive education. For instance, there is
the “National Policy on Education” (Federal Ministry
of Education, 2004). A section of this policy document
titled “Special Education” has two broad objectives:
“... giving concrete meaning to the idea of equalizing
educational opportunities for all children irrespective
of their disabilities...” and “...providing adequate
education for all children and adults with special
education needs so that they may fully play their roles
in the development of the nation.” (Federal Ministry
of Education, 2004: 27). There is also the “National
Policy on Special Needs Education in Nigeria” (Federal
Ministry of Education, 2015a) and the “Implementation
Guidelines on the National Policy on Special Needs
Education in Nigeria” (Federal Ministry of Education,
2015b). The Nigerian government published these pol-
icy documents with the sole purpose of providing ed-
ucation for all, irrespective of disabilities, as informed
by the UNESCO Salamanca, Spain, conference of June
7-14,1994. The highly-popular Salamanca Conference
Statements, on Principles, Policies and Practices in
Special Needs Education and Framework for Action,
constitute an important contribution to the agenda for
achieving education for all. The statements include the
principle on inclusion and the recognition of the need
to work towards schools for all, that is, schools where
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everybody is included, differences are celebrated, and
learning is supported, as well as schools where individ-
ual needs are responded to (UNESCO, 1994).
However, despite the efforts in the Nigerian poli-
cies to carefully articulate a conceptual framework for
special and inclusive education, as well as to advance a
sound rationale for access to education for all (includ-
ing persons with special education needs), practices
in Nigeria’s schools have not been consistent with the
guidelines for achieving access and equity as prescribed
by UNESCO (2008) for inclusive education, including
especially for persons with disabilities. For instance, a
study by Brydges and Mkandawire (2020) on parents’
perceptions and experiences of inclusive education in
Lagos, Nigeria, concluded that the implementation of
inclusive education may have been hindered due to the
complexities arising from severe resource pressures
and weak political will. Another study, by Torgbenu,
Oginni, Opoku, Nketsia, and Agyei-Okyere (2018), on
parents’ attitudes to inclusive education in two states
in Nigeria found that parents were not only ambiva-
lent in their attitudes to inclusive education, but also
had limited knowledge about inclusive education. A
West African study by Opoku, Nketsia, Agyei-Okyere,
Oginni, and Torgbenu (2019) that focused on Ghana
and Nigeria also found that although the parent-partic-
ipants accepted the need to implement inclusive educa-
tion and acknowledged the efforts of governments and

The Journal of the International Association of Special Education 3



schools to practice it, the parents indicated that schools
have limited knowledge about implementing inclusive
education.

The results of these studies on implementing inclu-
sive education in Nigeria seem consistent with study
findings by the National Disability Authority (2006).
Research found that when there are difficulties with
implementing special and inclusive education policies
in schools, stakeholders generally blame the school
system’s lack of knowledge about their pupils’ special
education needs and the schools’ limited resources for
inclusive education (National Disability Authority,
20006). More specifically, problems with implementing
special and inclusive education in schools are usual-
ly attributed to being unable to identify pupils with
disabilities and assess their education or learning needs,
as well as difficulties with access for pupils with dis-
abilities and limited resources for inclusive education
(National Disability Authority, 2006).

Knowing about pupils with disabilities and their
special education needs is more than schools’ capacities
and resources to identify pupils’ learning needs; identi-
fication should happen as early as possible. The success
of inclusive education depends considerably on early
identification, assessment, and stimulation of pupils
with special education needs (UNESCO, 1994). Early
identification ensures early intervention, which prevents
secondary negative behaviors that could endanger ac-
ademic progress (National Disability Authority, 2006).
Early detection and access lead to early intervention
and support, which stimulates early development of
affected pupils’ learning potentials and prevents the
onset of severe secondary disabling conditions (UNE-
SCO, 2005). Absence of early identification means that
children with special education needs may enter school
undetected and, therefore, not provided with appropri-
ate support services. Stakeholders generally believe that
children’s special education needs should be identified
before entering school and that children identified with
special education or learning needs should have all
necessary support from the start of their school careers
(National Disability Authority, 2006).

Proper identification depends on adequate pupil
data provided by an appropriate assessment process.
Assessment requires adequate psychological services,
especially on individual pupil’s health, mental, social,
and educational or learning needs (UNESCO, 2005).
Quality assessment should yield data necessary to
ascertain whether a pupil has a disability, the nature
and extent of the disability, the health and education
needs arising from the disability, and the appropriate
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resources (Engelbrecht, 1999). Classroom teachers can
be taught to recognize and/or identify special education
needs by systematic pupil observation and interview. A
good assessment report from pupil information should
suggest curriculum adaptation and/or teaching strategies
to support a child’s particular learning needs (National
Disability Authority, 2006).

A good assessment report should suggest interven-
tion strategies for identified needs, but the intervention
decision also depends on the school’s human, finan-
cial, and material resources. Crucially, every school is
expected to have is a psychological services unit with
specialists in pupil assessment and interventions to
address pupils’ educational needs (National Disability
Authority, 2006). Schools often use teaming and/or
team approaches when supporting teachers for interven-
tions to address problems (Nellis, 2012). With complex
challenges in schools and education today, teams are
commonly employed to make decisions and implement
interventions to marshal resources so all pupils succeed
(Bahr & Kovaleski, 2000). Teams are small groups of
people established to accomplish specific tasks, hence
the use of the term “problem-solving teams or com-
mittees” (Bahr & Kovaleski, 2006). Teams can solve
education problems by working within the multi-tier
model of service delivery that emphasizes response
to intervention, with teams at state, local government,
district, and school levels. However, within schools,
teams are composed of multiple school professionals
(e.g., teachers, administrators, school psychologists,
counselors, other specialists) and are multi-purposed to
address pupils’ curricular, instructional, and behavioral
challenges (Bahr & Kovaleski, 2006). As task or prob-
lem-solving groups, teams in schools go by a number
of different titles, including Teacher Support Teams,
Teacher Assistant Teams, Child-Study Teams, Pre-refer-
ral Intervention Teams, Mainstream Assistance Teams,
Instructional Consultative Teams, or Instructional
Support Teams (Nellis, 2012). Although problem-solv-
ing teams are historically linked with special educa-
tion, many researchers recommend the teams model to
support teachers in general education, with emphasis on
identifying, implementing, and evaluating interventions.
An important variant of problem-solving teams are the
Teacher Support Teams adopted by schools in many
countries to support teachers addressing pupils’ special
education needs (Department of Justice, Equality and
Law Reform, 2005). Like all problem-solving teams,
Teacher Support Teams are school-based and focus on
preventative, strong-treatment, and promotive strategies
(Creese, Norwich, & Daniels, 2010). When class teachers
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request support, the teams draw up action plans that
describe which interventions to use and who is respon-
sible for implementing the plans (Bahr & Kovaleski,
2000). Thus, like all problem-solving teams in schools,
Teacher Support Teams directly support class teachers
and indirectly support pupils (Department of Justice,
Equality and Law Reform, 2005), or the teams focus
on teachers’ needs instead of student variables (Bahr &
Kovaleski, 2006). The Teacher Support Teams model
is cost effective, avoids referrals to outside specialist
services, and supports pupils in their ordinary schools
and classrooms by their regular teachers (Engelbrecht,
1999; Department of Justice, Equality and Law Reform,
2005).

The Study

The assumption that led to this study was that Nigeri-
an schools struggle to implement special and inclusive
education due to a lack of knowledge and resources.
The goal of the study was to investigate this assump-
tion. To identify difficulties with implementing special
and inclusive education in schools in Nigeria, the study
explored teachers’ perspectives on their awareness of
and experiences with pupils with disabilities in their
classrooms, their knowledge of assessing special edu-
cation needs that could have arisen from pupils’ dis-
abilities, their schools’ resources for addressing pupils’
special education needs and for supporting inclusive
education. The research questions that guided the study
were:

*  Are the teacher-respondents aware of pupils with
disabilities in their classrooms?

* Do the teacher-respondents have knowledge of
and experiences with assessment of pupils’ special
education needs?

* Do the teacher-participants have knowledge of and
or experiences with intervening to address their
pupils’ special education needs?

*  Are the teacher-participants aware of their schools’
resources for addressing pupils’ special education
needs and for supporting inclusive education?

METHODS

Research Design

The study used an exploratory study to gain insight
into participants’ comprehension of the phenomena
being investigated (Babbie & Mouton, 2001). This
qualitative approach helped researchers describe and
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interpret participants’ perceptions, attitudes, beliefs, and
feelings about difficulties with implementing special
and inclusive education possibly related to the school
system’s limited knowledge and resources. Data gath-
ering involved interactions with participants permitting
the qualification of ideas, values, and meanings through
the eyes of the participants rather than quantification
through the eyes of outside observers (Hitchcock &
Hughes, 1989).

Location and Participants

The location of the study was Ilorin, the capital of
Kwara State, Nigeria. Kwara State was considered suit-
able for this study because of its confluence of Nigerian
cultures as well as being the transitional zone between
southern rainforest and the northern savannah regions
of the country. This makes Kwara State fairly represen-
tative of Nigeria’s different ethnic groupings, making it
possible to generalize the study findings to the national
population.

The study population were teachers in public second-
ary schools in Ilorin, Kwara State, Nigeria. Teachers are
the most important school factor in teaching and learn-
ing so their views are vital to any educational enterprise
(Bojuwoye, Moletsane, Stofile, Moolla, & Sylvester,
2014).

Eighty (80) teachers from twenty randomly-selected
secondary schools in Ilorin, Kwara State, Nigeria, par-
ticipated in the study. They comprised 42 females and
38 males with a mean age of 35 years; their teaching
experience ranged from five years to more than twenty
years.

Participants were selected through convenience
sampling, a non-probability technique where subjects
are selected based on their convenient accessibility
and proximity to researchers. Many researchers prefer
convenience sampling because it is quick, inexpensive,
easy, and subjects are chosen because they are easy to
recruit (Babbie & Mouton, 2001).

Data Collection
Data collected for the study included qualitative
information such as participants’ perspectives on pupils
with disabilities in their classrooms, their knowledge
and experiences with assessing the pupils’ special
education needs and using resources to intervene in
these needs, as well as their awareness of their schools’
resources for addressing pupils’ special education needs
and for supporting inclusive education.
Semi-structured, one-on-one interviews were used
to collect data for the study. The interviews provid-
ed opportunities for rapport and for communicating
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directly with participants to comprehend their views.
The interviews permitted the participants to define their
world in their own ways. Being semi-structured with
open-ended questions, the interviews allowed partici-
pants to elaborate on their answers and gave researchers
the opportunity to interact (Hitchcock & Hughes, 1989;
Babbie & Mouton, 2001). The interviews, which were
conducted over a period of six months, took between 30
and 40 minutes per participant in a relaxed atmosphere,
and were tape-recorded and transcribed for data analy-
sis.

Permission to conduct the study in the selected
schools was obtained from school authorities: first,
from the Kwara State Ministry of Education, through
a letter that included the study proposal and the roles
expected of participants; and second, from the school
principals, with a request to interview their classroom
teachers. Participants were provided adequate infor-
mation about the study and their roles in it. They were
also apprised of their rights to voluntary participation,
including their right to withdraw at any time and their
right to not to respond to questions. Furthermore,
participants were guaranteed absolute confidentiality
regarding participation and the information they were
to provide, as well as that the final report would en-
sure complete anonymity as nobody’s name would be
mentioned.

Data Analysis

Data analysis involved multiple readings of interview
transcriptions, coding, reviewing and refinement of
data, as well as cross-checking to ensure that themes
that emerged from the data analysis corresponded
with study objectives. Data analysis was thematic and
consistent with methods for identifying, analyzing, and
reporting themes within data (Braun & Clarke, 2006).
Data analysts identified emerging patterns in partici-
pants’ responses to ensure responses corresponded with
study objectives and hence the following categories of
themes:

e teachers’ awareness and knowledge of pupils with
disabilities in their classrooms;

e teachers’ knowledge and experiences regarding as-
sessment of special education needs of pupils with
disabilities;

e teachers’ knowledge and experiences regarding
interventions to address pupils’ special education
needs;
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e teachers’ awareness and knowledge of their
schools’ resources for intervening to address pupils’
special education needs and for supporting inclu-
sive education.

RESULTS

This study investigated the assumption that Nigerian
schools struggle to implement special and inclusive ed-
ucation due to a lack of knowledge and resources. The
study sought teachers’ views on this assumption, and
specifically teachers’ awareness of pupils with disabil-
ities in their classrooms, such pupils’ special education
needs, their schools’ intervention resources to address
pupils’ special education needs, and their schools’
resources for supporting inclusive education. Study
results are presented below.

Teachers’ Awareness of Pupils with Disabilities in
Their Classrooms

The study’s teacher-participants were asked about
their awareness of the diversity of pupils in their class-
rooms. Participants were aware of their pupils’ demo-
graphic diversity, noting differences in age, gender,
family backgrounds, and general physical features.
Following are some representative statements.

...yes, we are aware the pupils are not all the same
in their gender, their ages, their family back-
grounds, and generally in their physical statuses or
appearances. ..

...our pupils are from different homes, religions,
and ethnic groups...

The teacher-respondents were asked whether they
were aware of pupils in their classrooms with behavior
differences or difficulties with language, communica-
tion, locomotion, hearing or seeing, attention, making
friends, or inappropriate responses in conversations,
overactive, less active or withdrawn. Various respon-
dents disagreed with describing children as different in
behavior tendencies (sometimes described as “problem”
or “abnormal” behaviors) because these are normal
behaviors that all children exhibit at one time or an-
other, and that teachers do not allow these behaviors to
distract from their teaching. Following are some repre-
sentative responses from teachers.

I don’t really see any major differences in the
behaviors of the pupils...., to me, it is normal for
some pupils, especially boys, to be stubborn while
some girls are quiet...
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...yes, some of the pupils may exhibit such behav-
iors like being nutty, noisy or running around the
class disturbing others, but these are to be expected
of children by their nature; it’s part of growing up
and nothing to be bothered with...

What you consider as abnormal behaviors are
generally normal behaviors of growing children,
... these they will outgrow over time, so there is no
need for teachers to be concerned about them...

As a general class teacher, I don’t pay attention to
such pupils in order not to slow down or make my
teaching not effective...

As a teacher, I think I should be more interested in
the majority of pupils who are willing to learn...

The participants were asked if they realized these so-
called “problem” or “abnormal” behaviors may indicate
problems or difficulties with learning for the affected
pupils. The participants’ responses reflect lack of appre-
ciation for the link between pupils’ “problem” behaviors
and learning abilities. Participants’ responses suggest
that teachers believe that some pupils don’t want to learn
because of attitude, not that their behaviors hinder their
learning. Following are some participants’ responses.

...not really; some of these pupils are just stubborn
and strong-headed...

...those quiet pupils are just lazy and don’t want to
learn...

... afew of the pupils in my classroom are disre-
spectful to teachers and not well brought up from
homes and behave as if forced to be in the school...

Although study participants acknowledged the
diversity of pupils in their classrooms, they dismissed
differences in pupils’ behavior tendencies or person-
ality characteristics. This is because teachers believe
the so-called “abnormal’ behaviors are, in fact, normal
children’s attitudinal tendencies that all children exhibit
at one time or another. Thus, classroom teachers ignore
these behaviors rather than recognizing them as possi-
ble symptoms of learning problems.

Teachers’ Knowledge and Experiences Regarding
Assessment of Pupils’ Special Education or Learning
Needs

During the interviews, participants were asked to
consider that some pupils’ behavior or personality char-
acteristics could hinder their learning. Based on this, the
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participants were then asked how they could identify
pupils with disabilities and assess their education or
learning needs. All participants expressed a marked
knowledge deficit in identifying pupils’ behavior or
personality characteristics that may hinder learning (or
suggest their education or learning needs), except pupils
with obvious sensory or locomotion problems. Study
participants were regular or general classroom teachers
and reported that pupils with disabilities, even those
with obvious sensory or motor disorders, are few in
their schools. When participants expressed their inabil-
ity to assess pupils’ education or learning needs, they
were asked to explain it. Participants replied that their
schools have no resources and they themselves were not
trained to assess pupils or use basic assessment tools,
such as pupil observation and interview, during their
pre-service teacher education programs. While admit-
ting that their school authorities informed them that
inclusive education is now in operation and that they
should expect pupils with disabilities in their class-
rooms, the teachers reported that they were not trained
to assess pupils’ special education or learning needs and
how to implement inclusive education. Following are
some representative responses.

Our College of Education program did not include
training on how to handle children with abnormal
characteristics or children with learning problems...

We were not taught how to teach pupils with be-
havior problems...neither were we taught how to
instruct or include them in all learning activities in
the classrooms

We are not trained to identify learning needs of
children with behavior problems that hinder their
learning...

We have some children with disabilities in our
regular classrooms, but we are not given in-service
training on how to teach them...

In my College of Education, our training is on how
to cater for the needs of ‘normal’ children in regular
classrooms...

Teachers’ Knowledge and Experiences Regarding
Interventions to Address Pupils’ Special Education
or Learning Needs

The teachers were asked to report on their expe-
riences working with pupils with different behavior
or personality characteristics. In their responses,
the participants told how they dealt with pupils
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they considered as troublesome or having “abnormal”
behaviors in their regular classrooms. Their intervention
strategies were both aversive and non-aversive, includ-
ing gentle persuasion, warning or talking to, asking for
assistance from colleagues, and use of corporal punish-
ment. Following are some representative responses.

I asked for help from colleagues on what to do with
stubborn pupils in my classroom...

I sometime call stubborn pupils and talk to them to
be serious with their work...

For pupils manifesting behavior problems while
I’m teaching.... I shout them down or threaten them
with punishment...

I use a stick...some pupils like to be beaten before
listening to teachers...

There is no encouragement or material support that
can make stubborn pupils behave and participate in
classroom activities unless if they are forced...

You may pity and give attention to pupils with
physical disabilities like those in wheelchairs or
walking with crutches, but stubborn pupils should
not be given special attention...

After I have shown interest in and pay close atten-
tion to a pupil and the pupil still refuses to partici-
pate in class activities, I have to change my attitude
and be tough on the pupil...

Teachers’ Awareness of Their Schools’ Intervention
Resources to Address Pupils’ Special Education
Needs and for Inclusive Education

The study sought teachers’ opinions about their
schools’ resources for addressing pupils’ special edu-
cation or learning needs and for supporting inclusive
education. Although in Nigeria most public schools
are expected to implement inclusive education in their
general classrooms, there are also special schools for
pupils with disabilities run by private individuals and
organizations. Some state governments also maintain a
few special education schools. For instance, the Kwara
State School for Special Needs, in Ilorin, the state
capital, is government-owned and admits pupils with
disabilities from all over the country. Therefore, in this
part of the study, participants were asked to report on
their schools’ resources (human, material, and financial)
for assessing pupils’ special education needs, resources
for intervening and supporting pupils’ learning needs,
and resources for supporting inclusive education
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(including teaching and learning materials, schools’
admission policy regarding pupils with disabilities, and
the schools’ structure and/or accommodations for pupils
with disabilities).

Results of analysis of interview transcriptions re-
vealed that participants’ schools generally lacked
resources (human, material, and financial) for support-
ing pupils’ special education or learning needs and for
inclusive education. No school was reported to have
a psychological services unit. The general respons-
es of participants about school human resources was
that teachers were the only personnel in their schools,
although a few participants said there were school
counselors in their schools. The school counselors
intervened in pupils’ academic and behavior problems,
but participants could not ascertain if the counselors
assess pupils. The report further indicated that some
schools are even short of teachers, thus increasing
teachers’” workload and increasing class sizes. Partic-
ipants claimed that the government cannot afford to
recruit enough teachers and or any other school person-
nel. Schools that are meant to admit pupils irrespective
of disability and implement inclusive education have
no teaching assistants, special education teachers, sign
language interpreters for pupils with auditory impair-
ments or Braille writers for visual impairments. Pupils
with health needs are referred to a government hospital
or health clinic as there are no school nurses, health
workers or school social workers.

In terms of material resources, no participants report-
ed their schools having psychological services units or
resources rooms for pupil assessment, teaching, learn-
ing or other information or work materials. Moreover,
participants said they were not aware of any inclusive
education budget in their schools.

The only support reported for pupils with disabilities
were what participants gave each other; these were
generally casual and uncoordinated, and may be in the
form of informational materials, advice, opinions or
emotional support. Following are some representative
responses.

...we don’t have a school counsellor or psychology
unit in our school...

We don’t have learning materials to teach pupils
with disabilities...

...our school is not designed to make allowance for
pupils with disabilities—no ramps, escalator or lift
for pupils with mobility difficulties to access the
classrooms...
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Teaching pupils with behavior characteristics that
hinder their learning is a waste of time because they
cannot catch up and learn like other pupils...

It is better to take them to special schools where
they can get learning materials like a braille ma-
chine, or sign language interpreter, which our
school doesn’t have...

I don’t see how I can change my teaching because
of one or two pupils...

Participants blamed the government for failing to
providing public schools with the human, material, and
financial resources needed to support inclusive educa-
tion. Schools generally are reported to be very poorly
funded with infrastructural neglect and teacher shortag-
es. Although there is no policy to exclude pupils with
disabilities in public schools, participants reported that
these schools were not structured or built to accommo-
date pupils with disabilities and there were no specialist
teachers.

Thus, in general, these study results suggest that
schools lack knowledge about their pupils and their
education or learning needs. Teacher-respondents
acknowledged their pupils’ demographic diversity as
well as sensory and orthopaedic impairments, but they
expressed reservations about how pupils’ behavior char-
acteristics can hinder learning or indicate learning prob-
lems. The teacher-respondents also expressed a marked
lack of knowledge and skills in identifying and assess-
ing pupils’ education or learning needs. Schools report-
edly lacked resources to support pupils with special
education or learning needs and for inclusive education.
Teachers’ knowledge deficit in pupil assessment was
blamed on a lack of training in their pre-service teacher
education training programs while the government was
blamed for failing to adequately fund the schools’ need
for pupil assessment, intervention support for pupils’
education or learning needs, and inclusive education.

DISCUSSION

The classroom of today is diverse with each pupil
different from the other (Pearson Education, 2010).
Today’s classrooms comprise pupils from virtually
all walks of life and different cultural and/or religious
backgrounds; some are gifted and talented, some are
from different socio-economic backgrounds, and some
have disabilities (Salend, 2005). Teachers today are
responsible for educating all pupils in their classrooms
despite pupils’ varying knowledge, abilities, skills,
emotions or behavior tendencies. To educate their
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pupils appropriately, teachers must know the learning
needs of each pupil very well (Salend, 2005). More-
over, education practices must be child-centered to
achieve inclusion (UNESCO, 2005). Thus, teachers
must know every factor that may affect a pupil in the
classroom and adapt teaching methods to accommodate
the pupil’s needs.

Planning appropriate instruction begins with assess-
ing which skills a child needs to acquire (Pearson Edu-
cation, 2010). At the heart of best practices in educating
pupils with disabilities is using assessment informa-
tion to improve instruction and classroom procedures
(Salend, 2005). This implies that to best facilitate
learning, teachers must understand their pupils academ-
ically, mentally, socially, and culturally (Gildner, 2001).
This requires teachers need to learn curriculum-based
and pupil assessment, including assessing learning
styles, cooperative learning strategies and facilitating
peer tutoring, or social skills training (Gildner, 2001).
Moreover, since all pupils have difficulty at one time or
another or to one degree or another, teachers are likely
to meet learners with some type of learning problems in
their classrooms. Therefore, understanding pupils and
their special education or learning needs is important
for all teachers (Gildner, 2001). Where such under-
standing is lacking, the implication is that the teacher
cannot facilitate pupils’ effective learning. When teach-
ers have no pertinent pupil information, as in this study,
it is unlikely they would know their pupils’ individual
needs, or adapt their curriculum and teaching strategies
to pupils’ special education or learning needs.

Two major issues related to identification and assess-
ment are early identification of pupils’ special learning
needs and access to assessment. Early identification
ensures intervention at the earliest stage to prevent sec-
ondary behaviors that could endanger a pupil’s progress
(Gildner, 2001). Rubin (2015) also observes that the
benefits of early intervention include academic achieve-
ment, delinquency, and crime reduction.

Restricted or no access to systematic psychologi-
cal services or other assessment resources may mean
that children may be assessed much later or not at all.
Without school psychological services unit or private
psychologists, as in this study, the implication is that
children are not being assessed at all. This suggests the
need for coordination or partnerships among different
government departments (such as health and education
ministries or departments) to access psychologists,
psychiatrists, social workers, and other psychologi-
cal or health workers. Partnerships are also suggested
between public and private schools to leverage the



expertise among private schools’ psychologists, coun-
selors, speech therapists, learning support teachers, and
so on. Reports from Nigeria reveal that many private
schools have these professionals whereas many public
schools are not even staffed with school counselors.
The private and the public school systems in Nigeria
could share these resources through local-government
area or district-level teacher support teams, perhaps
with government assistance. Nigeria can also adopt the
practices of some Southern African countries. Chitiyo
et al. (2019) report on ingenious models of inclusive
education and support provisions for pupils with dis-
abilities employed by three Southern African countries.
The report indicates that Namibia educates pupils with
special needs along a continuum of service-provision,
which include special schools, integration/mainstream-
ing, partial inclusion, and full inclusion. Zimbabwe also
operates a similar inclusive education model; however,
in Zimbabwe, regular schools have resource rooms

and self-contained special education classrooms where
pupils with special education needs are placed for ad-
ditional support, separated from their general education
classrooms. Malawi implements inclusive education by
educating all pupils in general education classrooms,
but also maintains resource centers for additional sup-
port for pupils with special needs.

However, it should be emphasized that pupils with
disabilities need high levels of support in their abili-
ties to learn, to communicate, and to cope reasonably
independently. Care delivery to people with disabilities
has changed in recent decades from institutionalized
care based on segregation and dependency, to care
based on inclusion, rights of equal access to services,
and the right to lead an “ordinary life” in the local
community (Devine & Taggart, 2008). Edward (2015)
reports growing evidence of social, academic, and even
financial benefits for school systems and all children
involved in inclusive education. However, without
support services to pupils with disabilities, as found in
this study, the results to the affected pupils may likely
be additional pressures and stressors, such as exposure
to negative attitudes, unmet social expectations, expo-
sure to alcohol and illegal drugs, and social exclusion
(Devereux, Hastings, Noone, Firth, & Totsika, 2009).
In combining these risk factors with their learning
difficulties, pupils with disabilities are likely to also be
exposed to vulnerable situations such as to physical,
verbal, and sexual abuse, as well as negative life events
and experiences (Raghavan & Patel, 2005). To prevent
these negative circumstances or to reduce their effects,
schools have a duty to adopt different strategies of
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support for inclusion. There is a need for appropriate
government funding to provide human and material re-
sources for inclusive education to succeed. Government
needs to facilitate all forms of support to people with
disabilities to help them live meaningful lives.

Concluding Remarks

For people with disabilities, Nigerian public edu-
cation and health services are still in their infancy.
However, the country is moving towards government
policy goals that envisage more attention and resources
to ensure equal educational opportunities for all the
citizens. Meanwhile, there is a need to improve teach-
er pre-service education programs and/or in-service
training so teachers can assess and identify pupils with
special education or learning needs. Teachers also need
training to understand how disabilities hinder learning
(hence the link between disabilities and pupils’ learning
potential), intervention strategies, and to provide re-
sources to pupils with learning needs. Building schools’
capacities for special and inclusive education also goes
with improving leadership roles both at governmental
and at schools’ levels to deliver quality education. Prin-
cipals can facilitate inclusive education by influencing
school climate and resources. Government also needs to
strengthen schools through adequate financial and hu-
man resources so schools can implement policy provi-
sions on special and inclusive education. With adequate
support from all relevant stakeholders, schools can help
their diverse pupil populations reach their potential and
contribute to their country’s economy.
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Abstract

In Africa, inclusive education has been demonstrated at the primary level and has been improving at the secondary
level. However, inclusion is yet to be fully realized in employment and entrepreneurship. The few persons with special
needs who have experienced inclusion have demonstrated success, yet some communities are not ready to give them op-
portunity and support their needs. The cases of Siminyo, Akinyi, and Bulimi are exceptional and serve as role models to
persons with disabilities and society. The purpose of this study was to establish the impact of inclusion of persons with
disabilities in mainstream society in Kenya in terms of employment and entrepreneurship. The objective was to demon-
strate how inclusion practices enhance acceptance and improve the lifestyle of persons with disabilities. A case study
methodology was implemented with people with three different types of disabilities. The study identified the importance
of inclusion practices in society. The results established that if persons with disabilities are integrated early enough in
life, they can live a fulfilling life in their communities without depending on other people.

Keywords: inclusive practices, persons with disabilities, empowering, equal opportunities, disability is not inability,

entrepreneurship

INTRODUCTION

Meaningful inclusion may be one of the main ways
to equip persons with disabilities with the necessary
skills for future self-reliance. Being included in society
empowers people with decision-making skills to deal
with socio-economic issues and other areas of life. It
enables them to enjoy equal opportunities in society. In-
clusion enhances recognition of many forms of human
diversity (Giangreco, Carter, Doyle, & Suter, 2010).
Therefore, people with disabilities should not be denied
access to education, social interactions, entrepreneur-
ship, employment or other opportunities based on their
disability. Article 10(2) of the constitution of Kenya
(2010) stipulates that the national values and princi-
ples of governance that include social justice, human
dignity, equity, inclusiveness, equality, human rights,
non-discrimination and protection of the marginalized
are a way of empowering every citizen to be self-reli-
ant. Every community in Africa, including in Kenya,
recognizes the importance of people with special needs
through inclusive practices as seen through affirmative
action in all sectors of society, government ministries,
parastatal organizations, and so on.

Attitudinal and cultural influences that still run deep
in local communities throughout Africa have meant
limited educational opportunities —and thus, limited
empowerment— for people with disabilities. Howev-
er, the African Union’s empowerment programs are
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reducing these influences through various governments’
structures and educational policies on the ground
(Zimmerman, 1993).

There are 112 million persons with special needs
globally (UNICEF, 2015). Statistics from the United
Nations show that this number continues to rise due to
wars, natural disasters, plagues, social chaos, economic
problems, and crime.

Africa and Asia have the highest number of persons
with special needs. Magampa (2014) reports that by
2013 there were 1.3 million persons with disabili