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Abstract

This paper discusses the findings of a researaly sin the relationship between integration of SNEhe PTE
curriculum and instructional efficacy in terms afdwledge among the teacher trainees in Kenya. Qatwe
and qualitative data was collected from 27 Educat®acher trainers and a sample of 306 traineasyusi
questionnaires, interviews and document analysie findings revealed that knowledge on categories o
learners with SEN, their characteristics and hoffedint impairments affect learning, were adequyapebvided
through the PTE curriculum, however aspects of Kadge that related to skills (learning to do) swch
intervention measures for pupils with SEN in theeal classroom, procedures for identifying anckessiag
pupils with SEN, and resource materials and faedifor pupils with SEN, were inadequate. Pearsoretation
coefficient of .417 indicated a moderate positigationship between the two variables which is ifigant at
alpha ) =.05 (p=.031<.05). It was concluded that the leadrainees did not acquire adequate knowledge on
SNE through the PTE curriculum commensurate teettpectations of an inclusive teacher yet it is entdthat
the adequacy of knowledge is significantly relatedthe extent to which SNE is integrated in the PTE
curriculum. Consequently, it is recommended thatkkenya Institute of Curriculum Development shoeicgure
integration and complete fusion of aspects of SNEhe PTE curriculum during curriculum design tdhamnce
acquisition of knowledge for instructional efficaaynong teacher trainees. This would contributeuttzesssful
implementation of inclusive education in Kenya.

Key words: Inclusive education, curriculum integration, kredge, special educational needs, instructional
efficacy.

1 Introduction
1.1 Background

Teaching in today’s primary classroom is becomimgranchallenging than ever before, part of the engié
stemming from the fact that a majority of childneith Special Educational Needs (SEN) are founddneagal
education classrooms with their nondisabled peAfsir{stein & Mignano, 2007; Stanovich & Jordan, 2002
National Development Plan, 2002-2008; and Sessi®sgler No. 1, 2005). However, there is inadequate
capacity among general education teachers to hdeallieers with special needs (Mbasu, 2001). Tagsleen
blamed on the separate teacher education prograrfonggeneral and special education. This, according
Florian, et al. (2010), is based on the premise different kinds of teachers are needed for déffertypes of
schools serving different kinds of learners. Thidurther portrayed in Sarason’s (1990, cited imddand &
Villa, 1995, p. 53) lamentation that:

School personnel are graduates of our collegesiaivérsities. It is there that they learn that ¢hare
at least two types of human beings and if you cadosvork with one of them, you render yourself
legally and conceptually incompetent to work withers.

How general teachers can serve all the children 8N who may be in their classrooms (Weinstein &
Mignano, 2007) is therefore an issue of concern.

This affirms the importance of Special Needs Edooa{SNE) programme for meeting the learning needs
of children with SEN and the significance of théerof teacher education curriculum in preparingkeas for
implementation of SNE in the general classroome@dmattention to teacher preparation is therefongerative
to ensure that all children have access to quatitycation today. This brings to view the relevasicd adequacy
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of the teacher education curriculum in furnishihg teachers with the competencies necessary for Shie
perceived threat on development of children wittNSEthe regular classrooms vis-a-vis successful
implementation of inclusive education as well asplerceived teachers’ deficiencies in tacklingdreih with
SEN calls for the need to find out the adequadhefPTE curriculum in preparing teachers in SNE.

1.2 Statement of the Problem

Integration of Special Needs Education (SNE) indbaeral teacher education curriculum has beergréned

as a strategy in preparing teachers for the impheaten of inclusive education as noted in the
recommendations of various national education casiomns, working parties and committees as outlimed
national policy documents and international polfcgmeworks ratified and domesticated by Kenya. His t
regard, the content of the current revised andmatized PTE curriculum which had been noted taldiicient

in education for learners with special needs (Koeebport, 1999), has had the SNE component strengthie
the Education subject previously referred to adeRBmional studies (KIE, 2004). This is based onhihge that
such curriculum integration would provide teachainees with instructional efficacy in terms of kviedge,
skills and positive attitudes to meet the needhefmajority (over 90%) of learners with SEN whe aither at
home or in the regular classroom with little orspeecialized instruction (ROK, 2005, 2012).

However, research has consistently revealed tleagémeral education teachers lack the technicalvkno
how on how to handle these learners. This has dfesm blamed on inadequate training yet it is nident
from previous studies whether there is a relatigndfetween the aspects of SNE integrated in the PTE
curriculum and instructional efficacy. Hence therent study sought to establish the relationshipviben the
integration of SNE in the current revised and ralzed PTE curriculum and acquisition of knowle@geong
teacher trainees for instructional efficacy in Kany

2 Literature review
2.2 Introduction

Curriculum aims at attaining the goals and objediwf education (Abiero, 2009), hence is regardecra
instrument of education. The national teacher ingircurriculum in Kenya is aimed at preparing teashto
enable them identify learners with various educationeeds and teach them accordingly. Howeverhérac
education programmes are often offered in separstiutions offering different distinct curriculadue to
separation between general and special educatipmadiice that is evident in Kenya. However, in theve
towards inclusive education where all learnersesqgected to learn together, both general and dpeeieher
education programmes should prepare the teachped¢sato meet the needs of diverse learners ig¢neral
classroom. The integration of SNE should there®rable the teacher trainees to acquire the compegethat
would enable them to meet the needs of all learirertheir classrooms. The Editorial Focus on Teache
Education inEnabling Educatior{2006, p. 3) points out that:

Every child needs a teacher...who promotes and pexctinclusion in education. Children need
teachers who know how to make their classes indtuand how to address the diverse needs of all
learners together - even in large under-resourgedefal) classrooms.

Such necessity increases expectations on genessrobm teachers who need to be educated in line
with these expectations. Considering the fact ttheire has been much dialogue about the particular
competencies needed by inclusive teachers as bgtsdholars cited by Forlin and Chambers, 201Hglter
education for inclusion should supply teachers witle knowledge relating to learning differences and
competencies for developing inclusive classrooniviiels such as competency-based learning, peehiteg
and learning (Opertti, 2010), which are often nmmméid as important facilitators for inclusive edimat
(Courtney, 2000; Carroll et al., as cited in Euapeédgency for Development in Special Needs Edunatio
(EADSNE), 2010; Lancaster & Bain, 2010; Shade &wte, 2001 as cited by Forlin & Chambers, 2011; van
Leeuwen et al., 2008). The teacher trainees therefeed new forms of knowledge about identity aifférénce
(Swart & Oswald, 2008) in order to be more suppertf students with special educational needs wbichbe
achieved through integration of SNE in the PTEicutum.

2.3 Integration of SNE in the PTE Curriculum and Teadngnees’ Knowledge
Teacher education programmes that prepare teattharsrk in inclusive settings need to expose altté#acher

candidates to elements of special education (Ad®99; Dingle, Falvey, Givner, & Haager, 2004)shiould
provide them with essential knowledge which shamdconceptually organized, in a way that would énab
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beginning teachers to develop deep understandihgsaching and learning (LePage et al., 2010). hSuc
knowledge refers to not only content knowledge fmafessional knowledge, knowledge of cross-cuttng
emerging issues as well as the practical undernstgritlat one needs to perform his or her dutiea ssacher
(Ministry of Education (MOE), 2009). Among the aseaf knowledge required of a teacher accordinghto t
MOE are mastery of subject content, approachesdohing and learning and related methodologies,tlaad
importance of inclusive education and how to suppod assist learners with special needs. Henaheaes
knowledge is about the curriculum area and thenkrarand learning processes (Norwich & Lewis, 2007)

Areas of knowledge on SNE issues is therefore iatper for a teacher trainee in the general teacher
education curriculum which should supply them wiith knowledge and competencies for developing #&nodu
classroom activities (Opertti, 2010) and to be kieolgeable about a child’s disability in order tamote
his/her personal and social adjustment (Sitier@072. To instruct special needs students effegtielPage et
al. (2010) points out what teachers need to unaiedstanging from the nature of various disabiljtiesw to
work with other professionals and parents withiesth processes, as well as how to contribute tonaplé ment
Individualized Education Plans (IEPs) for studeimstheir classrooms.In some countries such as ¥iatn
United States and Australia, activities and stiateghat have been used successfully include iategr
knowledge about the benefits of inclusive educatioto initial training programs (Nguyet & Ha, 2010)
Ethiopia’s special education needs strategy, iniced in 2006, is designed to encourage inclusilieding by
training teachers to identify learning difficultiaad to establish support systems (UNESCO, 2008).

In Kenya, recommendations on the need for reguacher training programmes to acquaint their
graduates on basic knowledge of how to manage rehnilgvith SEN enrolled in regular schools (ROK, 1964
1994) have since led to integration of SNE in tA€&Rurriculum (KIE, 1994, 2004). However, reseastidies
carried out in various parts of Kenya have reve#hed most of the teachers in the regular primahosls lack
the technical know-how on how to deal with childmgith SEN (Gakuhi, 2013; Kurumei 2012; Omurwa, 2011
Sitienei, 2007). This concurs with the findings@durtney (2000) that student teachers who were s¢pto
special education content in one course regardad ihsufficient and felt less prepared. Forlin &@lthmbers
(2011) revealed that pre-service teachers at thsebwof the study were more concerned about tlaek bf
knowledge while Mason, O'Connell, Thormann, andrBemn (2003) indicated that many regular teachers d
not have sufficient knowledge and training to teasthdents with disabilities in the general educatio
curriculum.

In the post training responses, Forlin and Cham{@&0d&1) in their study found a strong link between
the pre-service teachers’ perceived levels of cemfte and knowledge and their concerns about incluso
that the greater their knowledge base, the morgiymshey were towards inclusion and the less eomed they
were about it. Citing research studies which hawews that pre-service teachers during their initescher
education (ITE) value most both a dedicated unistofly on diversity, together with a greater emjshas
modifying curricula that is infused across all didioes, Forlin and Chambers consider units of wttitht
improve knowledge and confidence in pre-servicehees while addressing any competency requiremasts,
essential.

What has emerged from research is that improvirapyedge and confidence of teacher trainees incsease
instructional efficacy among them. However, it @t Bvident from the studies in Kenya whether trability of
the teachers to handle children with SEN in theeganclassroom was due to inadequate acquisition of
knowledge on SNE during training.

3 Research Design and Methodology

Descriptive survey research design was adoptedioha27 teacher trainers and a sample of 306 tedcirees
in Primary Teacher Colleges in Rift valley zonetiggrated in the study. The trainees’ sample waaiobd
through stratified and simple random sampling. @aesaires, interviews and document analysis weeslun
collecting both quantitative and qualitative dddata analysis involved cross tabulation in ordestitain
frequencies and percentages, and calculation ofisnesing the SPSS computer programme version Z1. Th
findings are presented using contingency tablesbandjraphs. Relationship between integration dt 8iNthe
PTE curriculum and the acquisition of knowledgeifatructional efficacy among the trainees was rieiteed
using Pearson correlation coefficient (r). Alph\yas set at .05 level of significance and Coedfitiof
determination & was used to quantify the strength of the linetationship (Cohen, Manion, & Morrison,
2005; Myers & Well, 2003).
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4 Results and Discussion
4.1 Introduction

Essential knowledge for beginning teachers shoelddmceptually organized in a way that would enabigh
teachers to develop understandings of teachindeanding (LePage et al, 2010). Knowledge of aspaft&\E,
which would enable the teacher trainee to undedstta@ importance of inclusive education and howsupport
and assist learners with special needs (Lewis &8a3013; MOE, 2009) in the regular classroom, is
imperative.

4.2 Description of Integration of SNE in the PTE Cudaliem and Teacher Trainees’ Acquisition of
Knowledge for Instructional Efficacy

The descriptive analysis of the responses of thehir trainees and trainers on the adequacy ofdafrieulum
in acquainting them with knowledge on specific asp@f SNE, are presented in the Table and Figure
respectively. The findings for the trainees aregatised based on the subject options becaus#etature
review and cross tabulation of the data revealattttere was variation in responses between teactisees in
the Science and Humanities subject options.

From the results in Table 1, it is evident that trafghe teacher trainees considered the PTE aluric
adequate in providing them with knowledge in vasiocompetence areas. Knowledge on how different
impairments affect learning was adequately providhedugh the PTE curriculum according to a majooity201
(65.7) teacher trainees who indicated adequatevengl adequate. The results indicate that a mgjarit
197(64.4) teacher trainees were in agreement bieaPTE curriculum provided them with knowledge be t
categories of pupils with SEN. 128(41.8) of therdi¢ated adequate while 69(22.5) indicated very adexy
The student teachers were affirmative on the adggoithe PTE curriculum in providing them with kmledge
on indicators of possible impairments in a pupithsd majority of 186 (60.8) indicating adequate aedy
adequate. With regard to procedures for identifyamgl assessing pupils with SEN, it is evident fritra
findings in the Table that a majority of the teachainees 128(41.8) indicated adequate and 47\\edy
adequate giving a total of 175(57.2). Asked on Whethe PTE curriculum adequately provided therh wit
knowledge on intervention measures for pupils VBN in the general classroom, 172 (56.2) of thehea
trainees indicated adequate and very adequate.

The findings above reveal variation in the levebdequacy. It shows that knowledge on how different
impairments affect learning and categories of gupiith SEN were the most adequately provided thnoting
PTE curriculum while knowledge on procedures faniifying and assessing pupils with SEN and intetioa
measures for pupils with SEN in the general classravere the least provided. This positive resuéinse
contrary to the findings from the document analysisl the teacher trainers’ responses and previoulies
(ROK, 1999; ROK, 2005) that the PTE curriculum virzedequate in content coverage on aspects of SNB. T
may be attributed to the fact that the teachendes’ response is based on the knowledge theyexpi@sed to
as per provisions in the syllabus and course t@ktlooverage without anticipation on what knowledggeneral
classroom teacher should possess on SNE. Nevesthéthe coverage of the topics in the PTE currioulthich
were highly rated adequate was quite elaborateasaled by the analysis of the syllabus and thidbdeks in
use in the Primary Teacher Colleges (PTCs). The &Fgculum had much content on characteristicganfous
categories of pupils and how different impairmeaiffect learning (KIE, 2004). However, measures ow o
handle such learners in the general classroom wawell clarified in the content in the textbookisitervention
measures were majorly mentioned without clear exilan on how it could be done hence lack of adexua
provision of instructional efficacy to teacher trags. This is in agreement with previous findinggast tmost
practicing teachers do not exhibit skills of idén#tion and intervention in SNE (Karumei, 2012pkKito et al.,
2006; Mbasu, 2001; Njuguna, 2012; Sitienei, 2000 tb their lack of technical know-how on how tantke
learners with SEN in the general classroom. Theiauum therefore emphasised on learning to ‘knatvthe
expense of learning to ‘do’ (Claxton, 1992).

Despite the positive response on most of the coanpet areas, knowledge on resource materials and
facilities for pupils with SEN was considered ingdate by a large proportion of 206 (67.3) teach&inges.
The fact that the student teachers consideredasiisct of knowledge inadequate is reiterated iim theponses
to the open-ended items and is consistent withighelts from the analysis of the syllabus and tskis used in
the PTCs which revealed inadequacy of content amieg resources for learners with special needsebVer,
when asked why they felt that the PTE curriculuh midt prepare them adequately to handle learnghsS&EN
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in the general classroom, the most cited reasonae&sof or inadequate resources. This is in lifih wrevious
research that PTCs lack adequate resources (Btrali,e2013; Mwangi, 2013; Rop et al., 2013) andyma
explain why general classroom teachers often femldequate in handling learners with SEN. Yet
teaching/learning resources is one of the key comepis in the realization of quality teacher tragnifKilel,
2012).

It is important to note that the results in the [Eadlso show that there was consistent variatiotnén
responses of the teacher trainees in the Scierdédamanities subject options regarding the adequdidie
PTE curriculum in providing them with knowledge &MNE. More teacher trainees in the Humanities stibjec
option consistently considered the PTE curriculudecquate than those in the Science option. Inhal t
competence areas in which the teacher traineesdesed the PTE curriculum adequate, the majoritsevire the
Humanities whereas in aspects that were considesstequate the majority were in the Science optieor.
example, on knowledge on how different impairmeaffect learning, which was considered adequateveny
adequate by 201 (65.7) teacher trainees, a majairit@7(76.4) were in the Humanities while 94 (56vére in
the Science subject option. Whereas a total of @¥63) teacher trainees considered the PTE cuuaticul
inadequate in providing them with knowledge on tese materials and facilities for pupils with SBNose in
the Science option were 118 (71.1) being highen th& 88 (62.9) in the Humanities. This is consistsith
literature that handling learners with SEN is moallenging in the teaching of Mathematics andSh&nces
which are more practical in nature and require s&de adaptive devices (NCERT, 2006) which havenbee
found to be lacking in PTCs.

A somewhat different picture emerges with regarthteoresponses of the teacher trainers on the same
aspects of knowledge on SNE. Compared with theoresgs of the teacher trainees, most of the aspécts
knowledge on SNE in the PTE curriculum were congidenadequate by the teacher trainers as showimein
Figure 1. The only aspects the teacher trainersidered adequate as shown in the Figure are hderaift
impairments affect learning (51.9%) and indicatofsa possible impairment in a pupil (48.1%) thoubk
percentages are low. Apparently, these aspect@naoag the highest ranked as adequate by the tetaheres
and had a substantial content coverage in thebsidland textbooks as revealed through the docuamatysis.

This concurs with previous findings cited by Daglillammond (2002) that teacher candidates showeedased
understanding of the content requested but thejdamat discuss how they would apply their undersiag to
instructional practices; what Claxton (1992) rederto as learning to ‘know’ rather than learnin¢oio.

It is noteworthy that knowledge on resource makeréand facilities for pupils with SEN which was
rated inadequate by the teacher trainees is theesigated inadequate by 88.7% of the teacherenaimhe
teacher trainers and trainees were therefore igeagent on the inadequacy of resource materialSNt&. This
response is consistent with the findings from theuwnent analysis. This implies that the trainedsndit get an
opportunity during training to handle and practloev to use such materials as an intervention meaisur
handling learners with special needs. This wastpdiout in the open response items where most mesmts
cited lack of or inadequate resources and lackxpbsure to such resources in line with previoudifigs on
inadequacy of resources in PTCs (Bunyi et al., 20A8angi, 2013). This explains why the general stasm
teachers have often been noted to lack the know-bowhow to handle learners with SEN in inclusive
classrooms (KISE, 2010; Mbasu, 2001; Sitienei, 2007

Knowledge on procedures for identifying and assgspupils with SEN and intervention measures for
pupils with SEN in the general classroom which weated the least adequate by the teacher trainees w
considered inadequate and very inadequate by arityaiid 66.6% and 66.7% teacher trainers respelstive
55.6% teacher trainers also rated inadequate kdgele@n the categories of pupils with SEN in linghwi
previous findings (Karumei, 2012; Kipruto et alo0B; Mbasu, 2001; Sitienei, 2007) but contraryh® teacher
trainees’ responses. This may be attributed toteheher trainers’ wider view of the curriculum asnpared
with the trainees who are noted to be mostly dependn the trainers’ notes (Bunyi et al., 2013; Mgia
2013). The trainers as revealed in the demograpfocmation were also knowledgeable on the expixtatof
a teacher who can handle learners with SEN in #rel classroom due to their involvement in theyee
Institute of Special Education (KISE) programmehei teaching during the face to face sessionssessing
KISE students during teaching practice. The denmlgcainformation also revealed that some of thetea
trainers also had experiential contact with leawith SEN who were integrated in their own claesms.

The results therefore suggest that though aspécE#\NE were not adequate in the PTE curriculum,
some aspects on knowledge on SNE provided forenctirriculum as reflected in the syllabus and teakis
were covered by the teacher trainers hence ratequatk by the trainees. Those rated inadequatated r
adequate by a slight majority, could partly beilattted to inadequate coverage of the content byrthieers as
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pointed out in the open ended items by the teathigrees. This is explicated by the concerns ralsedeveral
teacher trainees with regard to coverage of cordarBNE during the course that; ‘Some lecturerglouk it
(SNE)/do not teach it/put no emphasis on the cdaraenSNE/most lecturers brush over the issues (SN)
little care’.

However, many other aspects as pointed out in teeident analysis were either missing or were not
comprehensive enough to provide adequate guidante tteacher trainers nor the trainees hencentii=quate
rating by the teacher trainers. It is apparentefoge that the PTE curriculum was not adequateraviging
teacher trainees with knowledge on competence aegared for instructional efficacy in an inclusigetting.

4.3 Relationship between Integration of SNE in the ETiEiculum and the adequacy of Knowledge
acquired by the Teacher Trainees for InstructioBHlcacy

The resulting output of the Pearson CorrelationffRoent on the relationship between the extenadéquacy of
integration of SNE in the PTE curriculum and traseacquisition of knowledge was .417. This implees
moderate positive relationship between the twoaldeis. The coefficient is significant @at=.05 because the p
value is .031 which is less than the set alphaOf<therefore, the null hypothesis that; “Ther@assignificant
relationship between integration of SNE in the RLEiculum and the adequacy of knowledge acquinethb
teacher trainees for instructional efficacy” isewgd. The computed Coefficient of Determinatiof), (to
guantify the strength of the linear relationshiweal74 which, expressed as a percentage, inditaed 7.4%
of the variance in knowledge acquired by the teatraiees is explained by the variations in in&ign of SNE
in the PTE curriculum.

The positive relationship therefore affirms thatquate integration of SNE has a positive relatignslith
trainees’ acquisition of adequate knowledge (Cayrt2000; Forlin & Chambers, 2011; Lewis & Bagr2@l3;
Nguyet & Ha, 2010). It implies that as the adequatyoverage of SNE in the PTE curriculum increases
knowledge on aspects of SNE among the teachee#siwould also increase because correlation cieeftics
an indication of co-variation (Cohen & Manion, 198Bhis result is in line with the findings of Cdniey (2000)
in which 70% of students who were exposed to fare cSpecial Education (SE) courses generally feltem
prepared than their counterparts exposed to ondy QI course which 61% of them regarded as inseffici
Similarly, Forlin and Chambers (2011) in their fecon concerns about inclusive education, found phet
service teachers at the outset of the study wene moncerned about their lack of knowledge whereabke
post training responses, the study found a stramlg between their perceived levels of confidencal an
knowledge and their concerns about inclusion sbttiegreater their knowledge base, the less cordethey
were about inclusion. Therefore, because integraifdcSNE in the PTE curriculum was noted to be atpdte,
it implies that the teacher trainees were not adedy provided with knowledge on SNE which would
contribute to instructional efficacy. Consequenifyjntegration of SNE in the PTE curriculum is adeate,
knowledge for instructional efficacy would be enbedh hence inclusive education in Kenya would benoted.

5 Conclusion and Recommendation
5.1 Conclusion

The teacher trainees did not acquire adequate lealmel on SNE commensurate to the expectations of an
inclusive teacher yet it is evident that the adeguaf knowledge is related to the extent to whidiESis
integrated in the PTE curriculum. Though knowledgecategories of learners with SEN, their charésties

and how different impairments affect learning wadequately provided through the PTE curriculumeatpof
knowledge that related to skills (learning to dagtsas intervention measures for pupils with SEshéengeneral
classroom, procedures for identifying and assessiqls with SEN, and resource materials and faedifor
pupils with SEN, were inadequate.

5.2 Recommendation
The Kenya Institute of Curriculum Development (KICBhould ensure integration and complete fusion of

aspects of SNE and general education in the PTiicalum during curriculum design to enhance acdjoisiof
knowledge for instructional efficacy among teactnainees.
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Table 1 Teacher Trainees’ Rating on the Adequacy dhe PTE Curriculum in providing
them with Knowledge on SNE

Extent of adequacy

Subject

Options VI IA U A VA
Categories of pupils with Science 23(13.9) 42(25.3) 12(7.2) 62(37.3) 27(16.3)
SEN Humanities 3(2.1) 18(12.9) 11(7.9) 66(47.1) 42(30.0)

Total 26(8.5) 60(19.6) 23(7.5) 128(41.8) 69(22.5)
Procedures for Science 10(6.0) 63(38.1) 14(8.4) 61(36.7) 18(10.8)
identifying and assessingHumanities 9(6.4) 27(19.3) 8(5.7) 67(47.9) 29(20.7)
pupils with SEN Total 19(6.2) 90(29.4) 22(7.2) 128(41.8) 47(15.4)
Indicators of possible  Science 14(8.4) 43(25.9) 19(11.4) 72(43.4) 18(10.8)
impairmentin a pupil  Humanities ~ 6(4.3) 21(15.0) 17(12.1) 62(44.3) 34(24.3)

Total 20(6.5) 64(20.9) 36(11.8) 134(43.8) 52(17.0)
How different Science 14(8.4) 41(24.7) 17(10.2) 66(39.8) 28(16.9)
impairments affect Humanities  11(7.9) 14(10.0) 8(5.7) 63(45.0) 44(31.4)
learning Total 25(8.2) 55(18.0) 25(8.2) 129(42.2) 72(23.5)

Intervention measures in Science 29(17.5) 43(25.9) 14(8.4) 61(36.7) 19(11.4)
the general classroom  Humanities 19(13.6) 20(14.3) 9(6.4) 60(42.9) 32(22.9)

Total 48(15.7) 63(20.6) 23(7.5) 121(39.5) 51(16.7)
Resource materials and Science 46(27.7) 72(43.4) 13(7.8) 23(13.9) 12(7.2)
facilities for pupils with  Humanities 34(24.3) 54(38.6) 10(7.1) 29(20.7) 13(9.3)
SEN Total 80(26.1) 126(41.2) 23(7.5) 52(17.0) 25(8.2)

Knowledge on SNE in %o VI mIA mU

51.9

Categories of Proceduresfor  Indicators of How Intervention Resource
SEN identifying impairment impairment measures for materials for
SEN affect learning SEN SEN

Figure 1 Teacher Trainers’ Rating on the Adequacy bthe PTE Curriculum in
providing Trainees with Knowledge on SNE
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