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Abstract
Teacher support is critical to learners’ participan in primary schooling. However, reports showtttiere are
high incidences of learners dropping out of variqusblic primary schools in Trans-Nzoia. Learnerghwi
learning disability need teachers support to aidithearning process. This paper looks at the suppategies
that primary school teachers used to assist lean&ith learning disabilities in public primary sabls in
Trans-Nzoia County. The study was guided by somiastructivism theory by Lev Vygotsky. The target
population for this study consisted of all publiinpary school teachers in Trans-Nzoia County. A glensize of
351 teachers was selected to participate in thealystthrough stratified random sampling technique.tdDa
collection for this study was done using interviefesus group discussions and questionnaires. Aismbf data
showed that most (64.7%) of teachers always supg@dgarners with learning disabilities in their sais.
Teachers (64.4%) remediated learning problems aflers with LD through structuring learning envinment
to suit their needs hence promoting effective siolu in schools. Findings also showed that only6%8.of
teachers reported that they always used severghatistrategies to educate and support learnerdwid in
inclusive education. The study suggests that teachlould support learners with learning disabdgi to
identify their strengths and build on them, andriowe on their weaknesses. Teachers should help thamers
procure assistive devices and other instructionaterials required for learning in schools.
Key Words: Teacher, Support, Learning Disability

Introduction

Teaching involves sharing of knowledge betweenaaher and a learner (Osero & Abobo, 2015). Theeefor
teachers are required to coordinate the teachiddemmning process for quality basic education enpntation
in classroom (UNESCO, 2009). This implies thatgovper coordination of learning process, teachsrnbdave
the right skills and mastery of the content for toerect level of learners with diverse needs oiusive setting
(Osero & Abobo, 2015). Strobel, Arthanat, Bauer &iabg (2007) found out that there are approxinye@&io

of learners with diverse needs in general educatiassrooms. Out of these, 46% learners with Learni
Disabilities (LD) were identified (Lerner & Johrn&012). This study looks at the support stratedias primary
school teachers use to assist learners with legudigabilities in public primary schools in Trangdia County,
Kenya.

Learners with LD need to be provided with the righpport and intervention they can succeed in dciuod
have a successful and distinguished career indutivearner & Johns, 2012; Cortiella & Horowi2g14).
This is possible with the provision of a range péaal support services to these learners in sdi8mith Africa
Department of Education, 2005). These services melude; the support to develop new skills, underdt
complex information and interact with other people.addition, these learners may require adequatpast
services such as; appropriate teaching and leamaugrials, and adaptive devices and software Ip them
reach their full potential.

Cortiella (2011) argued that the support to LD teass needs to be provided by trained teachersfiedrin

special education, specifically learning disatgbti However, the U.S. Department of Education (2006
indicated that 11% of special educators are ndilpigualified to teach learners with special ediacst! needs,
including those with LD making it impossible to @t learners in classroom. Similarly, Engelbredt2606)

stated that in South Africa most classroom teacfoensd it difficult to support learners with leangi disabilities
because their in-service training did not traimthen how to teach and support these learners. Naigs and
Schumm (2011) alleged that understanding the linfifgersonal expertise is vital, and knowing whed &ow
to solicit advice from colleagues with specializedining is important to inclusive education bydeers in
classroom. This is possible if primary school teastunderstood the individual strengths and legrnigeds of
all learners; and used the curriculum and teachieghods that are broad and flexible to accommottae
needs, abilities and interests of all learners (ECX®14). Moreover, Vaugh, Bos and Schumm (20149udised
the importance of understanding the limits of prada@xpertise, and knowing when and how to soéditice

from colleagues with specialized training in inchgseducation. This is however possible if; primaghool
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teachers understand the individual strengths aarthileg needs of their learners, use the curricidnchteaching
methods that are broad, and be flexible to acconateothe needs, abilities and interests of all thegirners
(NCSE, 2014). Nevertheless, teachers in inclusigecation are required to have knowledgeable skiils
competencies on special educational needs to kee@ldentify learners with a learning disabilitggndhimathi
et al., 2010). The above information points to ithportance of teachers possessing right competenaibelp
include learners with learning disabilities in paim education. This paper focuses on the suppategies that
primary school teachers provide to assist pupith V@arning disability in public primary schoolsTnans-Nzoia
County, Kenya.

Statement of the Problem

Government of Kenya has also recognized educatianfandamental right that should be availed téealiners.
Despite the commitment the government has put &teyl there are numerous challenges that need to be
addressed in regard to the implementation of imedusducation in Kenya (MOE, 2012). One of the Erajes
is that there is high number of children with diffet kind of disabilities not accessing primary eation.
Researchers have shown that learning disabilitygimes the largest number of learners in public annschools
compared to other categories of special needs gdod&ortiella & Horowitz, 2014). In many schodkachers
are offering little or no assistance at all to the=sarners (Cortiella & Horowitz, 2014). Additiohglreports from
the Trans-Nzoia County Education (2014); and re$efindings from Musavini and Mulee (2015) showhdtt
there are high incidences of learners droppingadutarious public primary schools in Trans-NzoiauGty.
However, there are research findings from differpatts of Kenya showing that teachers are facetl wit
myriad of challenges towards provision of inclusaducation (Gateru, 2010; Wafula, Poipoi, WanyamBeyi,
2012; Mwangi, 2013). Nevertheless, there is a kedgé gap in support strategies that teachers uaesist
learners with learning disabilities in public prirgachools in Trans-Nzoia County.

Review of Literature

According to Weeks and Erradu (2013), learners ctinszhool with a wide range of strengths and weakes
that are likely to impact on their potential torieaTherefore, it is necessary for schools to pte\a wide range
of strategies to help meet individual needs ofdhearners. Apart from the school, classroom teache also
required to take responsibility for learning neeaxsall learners, including those with learning digisies
(Murray & Zoe, 2011). This can be done if schoatsl aeachers: (i) foster schools and classrooms avhakr
learners have a sense of personal belonging anevachent; (i) engage in practices that allow leasnwith a
wide range of learning needs to be taught togegffectively; and (iii) enhance learner’s abilities deal with
diversity (MEAL, 2017). However, as discussed apter 1.2 and 2.3 of this study; researchers sdies
globe have indicated that most teachers feel inzatety prepared to include learners with speciadsen their
classrooms. Although learning disabilities canmatcbred (Cortiella & Horowitz, 2014; NASET, 2007aylor,
2009), researchers have identified instructionaltsgies that can be used by teachers for leawittrdearning
disabilities in inclusive education (Skrtic, Har@s Shriner, 2005; National Centre for Learning ididies
[NCLD] (2006); Lerner & Johns, 2014; Hallahan et, &005). Some of these strategies include: Unaters
Design for Learning (UDL), Differentiated Instrumti (DI), Co-teaching and Peer Coaching.

Universal Design for Learning (UDL) is a model fitesigning all aspects of the learning environmenatierials,
and devices to address the wide-ranging variatibtearners’ in an inclusive educational system {oal
Mckenzie & Kahonde, 2012; MEAL, 2015). It's alsdramework and guideline that provides change tonthg
teachers teach, learners learn, and the way bmteeeducation for all learners can be overcomentf€efor
Applied Special Technology [CAST], 2011; Blantorygach & Florian 2011). It is a framework that ighiy
relevant for learners with learning disabilitieso@® & Meyer, 2002) and therefore teachers of learwih LD
are required to understand and implement it inrtlidssrooms (Dalton et al., 2012). However, before
implementing it teachers are required to plan fariculum design, integrate support strategies tmudis for
teaching and learning for these learners’ (Dalg5). This will then enable them prepare a clasfilp that
will assist in identifying learners with LD in thetlassrooms (MEAL, 2015). A class profile is timormation
gathered about the learners’ learning styles, pilalintelligences, interests, strengths, and n€gdsilinson &
Cindy, 2003). This information therefore helps tezrs to eliminate learning barriers, and build ifidity that
makes the classroom instruction usable to indivitkaners (Rose & Meyer, 2002).

Another critical support strategy used for learnerth LD is that of co-teaching (Stuart, Connor,d@a&
Zweifel, 2006; Parker, 2010; Johnson, 2012). Thistesgy can sometimes be used interchangeably with
collaboration (Friend, Cook, Hurley-Chamberlain &a#nberger, 2010). Although co-teaching should ali
collaborative, the latter term refers to how prefesals and others interact in meetings, teams pardnt
conferences. This therefore narrows the meaningptéboration to apply to just the classroom sgtiother
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than the school as a whole (Kochhar-Bryant, 20QR).- teaching is a model for collaboration, coopieea
learning, and a form of inclusion that impacts stutdachievement (Johnson, 2012). Essentiallyait'sodel of
instruction used in school systems to meet theireopents of No Child Left Behind (NCLB, 2001) and
Individuals with Disabilities Education Act (IDEA&004). Co-teaching is defined by Cook and Frierib§) in
Murawski and Swanson (2001) as two or more pradesds delivering substantive instruction to a déeeor
blended group of students in a single physical spa@his therefore implies that co-teaching occungrvtwo or
more teachers deliver instruction to a diverse grotilearners in a general education classroomngre&
Johns, 2009). Hence, co-teaching intents to magessible for learners with disabilities, includitigpse with
LD to access the general curriculum while at theségime benefiting from specialised instructionaategies
necessary to nurture their learning (Friend, 2088hough this method is mutually satisfying, teachmust be
willing to share and accept responsibility (Ler8edohns, 2014). Probably this is the reason to iéyner and
Johns (2009) identified the following activitiesathteachers can use to promote co-teaching fondes with
LD: (i) making time for co-teaching activities (t¥eers to make time to work without interruptions))
recognising that the skills in co-teaching arenedrthrough developmental process (co-teachers thrgugh
developmental stages as they learn to understaridogher and to work to together), (iii) use coaghstrategies
(teachers to take on the role of a coach by givwrstruction or demonstrating a specific skill),)(encourage
open communication (teachers to communicate fadae® with learners to avoid dissatisfaction and
misunderstandings; teachers to give and ask fdaira@us feedback.

Since collaboration can be used interchangeabliy witteaching it is defined as, “the interactiorgween
professionals who offer different areas of expertist share responsibilities and goals” (MurawskHé&ghes,
2009:269). Thus, cooperative teaching is the pbgswhich a general educator and a special edutzdoh
together in an inclusive classroom (Stuart et 2006; Austin, 2001; Lerner & Johns, 2012). Meanit's a
process that requires teachers to consult andboolte together to plan and be both responsibletier
instructional process in the inclusive classroonud8 et al., 2006). Furthermore, cooperative hedar is
considered to be essential for effective inclusdecation (Friend & Hurley-Chamberlain, 2011; Btanet al,
2011; Lerner & Johns, 2009). This is because itimmizes the problems with pull-out programs sucleasners
missing academic instruction, insufficient commaticn and coordination among professionals, and
fragmentation of the curriculum (Friend & Hurley-&hberlain, 2011; Friend & Cook, 2003). In addition,
research has indicated that collaborative teacbirables general educators to coordinate their wmsupport
learners with LD in diverse classrooms, (Johns@i,22 Austin, 2001; Villa et al., 2004). This is hese the
model is focused on providing services to learmétis special needs in the least restrictive envinent (Parker,
2010), and has therefore required the general &dac@achers to prepare and participate collabalgtin an
Individualized Education Program (IEP) for learnerth LD (Friend & Bursuck, 2006).

The IEP is a written statement for each child veittearning disability that creates an opportunitly teachers,
parents, school administrators and students to wagkther to improve educational results for leegngith
learning disabilities (Lerner & Johns, 2009). There, the IEP is the cornerstone of a quality etlangor each
child with a learning disability. According to Frié and Cook (2003), successful collaboration reguglements
such as: mutual goals, voluntary participation,aditypyamong participants shared responsibilitygarticipation
and decision making, shared responsibility for ootes, and shared resources. However, teachers might
encounter several problems that may limit the ¢ffecess of cooperative teaching (McLeskey & Watdro
2002). These problems may include: teachers ldckinee to plan and implement programs, lack of
administrative support, resistance from colleagaescerns about grading, increased workloads, erreased
responsibilities (Johnson, 2012; Rice & Zigmond0@, Walther-Thomas, Korinek, McLaughlin & Wiliizs,
2000). Furthermore, Deshler, Schumaker, Lenz, BulgiKnight and Ehren (2001) argued that scheduling
students with disabilities in general educatiorsgtaoms and assigning two teachers does not acistinipe
purpose of both co-teaching and cooperative tegchiihey warned against equating placement with esscc
(Deshler et al., 2001).

Peer tutoring is an instructional method that fats access to the general education curricubmiefirners
with learning disabilities (Lerner & Johns, 201Akcording to Rohrbeck, Ginsburg-Block, Fantuzzo &lléf
(2003), peer tutoring are systematic, peer-meditgadhing strategies. In support of these viewst, Ndalker
and Sahni (2012) stated that peer tutoring is»abile, peer-mediated strategy that involves theneis serving
as academic tutors and tutees. The peer tutorftinerkelps the tutee to learn, practice, or revéanacademic
skill that the classroom teacher has planned (lre€hdohns, 2009). Since these learners work inspair
supports one-to-one teaching in the general edircatassroom. Thus, both the tutor and the tuteefitefrom
the peer-tutoring experience. Lerner and Johns4Radgued that the tutee could gain in academiesaement
by being able to learn more effectively from a staate whose thinking processes are closer to hineioas a
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tutee than that of a teacher. They further arghad there are also academic benefits to the ta®he or she
learns something in the process of teaching tlez=tuthey went on to say that, this experience waldd offer
the tutor a sense of accomplishment. Neverthelkegutor serves as a model of appropriate acadansaon-
academic behavior and the relationship betweentilwe peers will provide opportunities for establisdi
additional social relationships in the classroonarfpér & Maheady, 2007). There are several typepeefr
tutoring (Access Centre, 2017, Hott et al., 201&rner & Johns, 2009; Greenwood, Maheedy & Delquardi
2002). These include: (i) Same-age Peer Tutoimwliich one learner in the classroom tutors asttee); (i)
Cross-age Peer Tutoring (in which the tutor is sglwears older than the tutee); (iii) Class-WidePTutoring
[CWPT] (in which the organization involve the eaticlass as tutor-tutee pairs work together on sseldade
basis); (iv) Peer Assisted Learning Strategies [BJAin which one learner is paired with anothertea of the
same skill level, without a large discrepancy betweabilities); and (v) Reciprocal Peer Tutoring TRFin
which higher performing learner is paired with lperforming learner to alternate between actinthastutor
and tutee during each session, with equitable im@ach role).

Teachers of learners with LD can also use Resptmdatervention (RTI) support strategy to assiststh
learners receive responsive and high-quality iesitvn as required by their needs (Taskforce on Sitedwith
Learning Disabilities, 2013). RTI is based on thiagiple of prevention and early intervention thiaes ongoing
assessment to inform teaching and allocate ingbneitresources to teachers to be able to provigeopriate,
evidence-based interventions (British Columbia [8liryi of Education, 2011). Furthermore, teachers alan
analyse their classroom environment in relatiothtor learners’ academic and social needs and mekessary
adaptations to enable these learners succeed alatdsoom (UNESCO, 2004; Friend & Bursuck, 2006tigh
Colombia Ministry of Education, 2011). However, WWeeand Erradu, (2013) argued that inclusiveneshef
curriculum and support of the teaching and learmraress of learners with LD is possible if teashknow
and understand these learners needs in inclusiveagdn. There are research studies on suppetegies
used by teachers for learners with learning digasl One such study is by Gateru (2010) whictbaut that
teachers have different interventions and teachktrategies in ensuring the success of inclusiveattn for
learners with LD. The support strategies includest of corrective approaches, direct instructiegstematic
phonics, and using connectivity with pupils indiv&d learning needs. In another study conducted dryl F
(2013), pointed out that there are several supgitategies that teachers can use to educate |sasitlrLD in
inclusive classrooms. These included: co-teachdifferentiated instruction, peer-mediated instroictiand
interventions.

Theoretical Framework

The theoretical framework used in this study ig thfasocial constructivism views of Lev Vygotsky8d6 —
1934). He is commonly associated with general aneldpmental psychology, educational psychologgcish
education, and the psychology of art (Rodina, 200he researcher chose to work with Vygotsky's idéa
social constructivism because of his focus on thecation of learners with special needs in inclegducation,
specifically learners with learning disabilitieshe researcher believed that Vygotsky's views oriascand
cultural contexts will help ease the difficultiecéd by learners with learning disabilities andrttemachers in
inclusive education. This is in line with othere@aschers who viewed the social constructivist liegytheory by
Vygotsky as central to instructional engagemenassioom change and redevelopment for learners with
disabilities (Shambaugh & Magliaro, 2001; Flem, Mo& Gudmundsdottir, 2004). Social constructitfstory
viewed learning as a dual-agentic, between thenézaand the teacher, and also learner/teachemwittki social
cultural context (Silcock, 2003; Amanda, 2014). iLand Florian (2004) alleged that social constrisin
theory is related to active learners participatmthe process of learning, making sense of thein experiences
and gaining intrinsic satisfaction from learningdasolving problems (Davis & Florian, 2004). Thus,
Constructivist learning is seen to be a transfomeaexperience which opens up opportunities forthier
learning as children gain greater depth of undedstey and increasingly flexible ways of represemttheir
knowledge and dealing with new information (DavisRorian, 2004; Woolfolk, 2009).

Vygotsky developed several concepts that arose fiteensocial constructivist theory that are impartém
classroom teaching (Blake & Pope, 2008). Theseud®l Zone of Proximal Development (ZPD), More
Knowledgeable Other (MKO), Defectology and Scaffiadd (Bruster, 2014; Subban, 2006; Rodina, 2007;
Lamport et al., 2012). Out of these, Vygotsky'stecalnopic was that of the ZPD which is believedus® social
interaction with others who are more knowledgeablenove development forward (Wilhelm et al., 2001;
Lamport et al., 2012). Thus, in ZPD a more capalelson such as a teacher or peer provides assdiailoe
learner to complete a task (Bruster, 2014). In thise, a learner is given a range of tasks to perfwith the
help and guidance of teachers (Hurst, 2016). Vygotsewed this zone of proximal development as dhea
where the most sensitive instruction or guidanceukhoccur to allow the learner with learning diéiabto
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develop skills to use on his or her own and devéigher mental functions (McLeod, 2014; Hurst, 20Téhus,
the teachers’ role becomes one of the purposedtiuctions, a mediator of activities and substhetiperiences
allowing the learner with LD to attain his or henz of proximal development (Suban, 2006).

Materials and Methods

This study was based on pragmatist research panaditgagmatism is defined as a philosophy that alltive
researcher to study what is of interest and ofevafuways he/she deems appropriate and to useesiudts in
ways that can bring about positive consequencdsnihe values system (Teddlie & Tashakkori, 200%)e
researcher used concurrent triangulation desigroliect information about participants’ knowledgginions
and perceptions about learners with LD in inclusiedting. In this design, no phase between quéngtand
qualitative is prioritised over the other as ptipitan be given to either phase (Creswell, 2008)s Study was
carried out in Trans Nzoia County. It is a courdgdted in the North Rift region of Kenya and bosddganda

to the North West, West Pokot County to the NoElgeyo-Marakwet County to the East, Uasin Gishu and
Kakamega Counties to the South and Bungoma Coontiyet West and South West. The target population fo
the study consisted of 4107 teachers who were cHoseause they are the key implementers of inalysaicy

in classrooms. Stratified random sampling method used to select 351 teachers. In this case, seanmcher
sampled the teachers into five stratas based osubecounty they came from. The second step indotize
researcher to take a random sample within eactustraQuestionnaires, interview schedules and F@Grasip
Discussions (FGD) were used to collect data fos #tudy. Analysis of data was done using qualitatind
quantitative methods.

Results and Discussions

The researcher requested teachers to indicateafeicategory and teaching experience. The rem@ltgiven in
Table 1.

Table 1 Demographic Data of Respondents

Variable Details Frequency Percent

Teachers’ age 20-35 yrs 79 25.6
36-45 yrs 117 37.9
46-60 yrs 107 34.6
60 yrs and above 6 1.9
Total 309 100.0

Teaching experience  0-5yrs 28 9.1
6-11 yrs 92 29.8
12-17 yrs 63 204
18 yrs and above 126 40.8
Total 309 100.0

Results on teachers age reveal that 117 (37.9%achers were aged 36-45 years and 107 (34.6%) agect
between 46-60 years. Combined results for teacigerd 36-45 years and 46-60 years therefore shawsnibst
teachers (72.5%) have encountered learners withitepdisabilities in their teaching profession.is finding
relate with Gateru (2010) who established that neathers in schools were aged between 36-50 years.
addition, Gandhimathi et al. (2010) who establiskieat majority of respondents (50.7%) fell undee tge
group of 31-40 years. When asked to indicate tweikk experience in primary school teaching, 28 ¥8). had
taught for less than 5 years, 92 (29.8%) had tafayhé-11 years, 63 (20.4%) had taught for 12-1drgevhile
126 (40.8%) had taught for over 18 years. Thisdattis that more than 61.2% of teacher who partmipia the
research had been teaching in primary schools &rerthan 12 years and therefore they had good iexperto
have encountered learners with learning disalslitietheir schools or classrooms. This is importstause less
experienced teachers might not be exposed enouglatters on inclusive education (Naikoloyieu, 2034¥0,

a duration a teacher has in teaching professioermi@tes the level of exposure gained in implementire
inclusive education (Cambridge-Johnson, Hunter-dJohn& Newton, 2014). This is similar to Leyser and
Tappendorf (2001) report that teachers with expegein teaching students, particularly those wilectal
needs, intensify their confidence to teach them.

Support Strategies Teachers’ Use to Assist Learnexgith LD in Public Primary Schools

The objective was to establish the support stratetiiat teachers used to assist learners withihgadisabilities

in public primary schools in Trans-Nzoia County.eT$tudy obtained information from teachers. Thehees

were asked to provide their responses on suppategtes they used to aid learners with LD in tbkisses. The
responses were measured using Teacher Supporeéonérs with LD Scale (TSLLDS) which had the foliogv

variables; strategies to educate learners withdtidicturing of learning environment to suit LD lears’ needs,
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and collaborating with colleagues to support leexneéth LD. The results of the analysis are preserim Table
2

Table 2 Support Strategies Teachers’ Use to AssisD Learners  (n=309)

A @] S R N M SD
Support areas f % F % f % f % f %

| can use several supportl81 586 98 317 24 78 5 16 1 0.3 4.4660.73611
strategies to educate

learners with LD in

inclusive education

In order to remediate 199 644 79 256 22 71 8 26 1 03 45113 76704
learning problems of

learners with LD, |

structure the learning

environment to suit their

needs

| collaborate with my 200 647 80 259 26 84 3 10 0 0.0 45437 .69005
colleagues to support

learners with LD

Average 193 626 86 277 24 78 5 17 1 0.2 4.50700.73107

Key: A-Always, O-Often, S-Sometimes, R-Rarely, Nvde M-Mean and SD-Standard Deviation

Results on teachers support strategies for leamighhsLD in Table 2 indicate that most 181 (58.6#tdicated
that they always used several support strategieslticate learners with LD in inclusive educatiottirsg. This
statement was reinforced by mean statistics thawvetl that most teachers always (M=4.46 and SD=0.73)
applied various support strategies required bynksarwith learning disabilities. What is not cleathe effect of
teacher awareness on support strategies for lsawith learning disabilities and their inclusionnmainstream
education setting. In Nigeria, Adebowale and Md3@1@3) found out that teachers walked around thesakdhen
teaching to locate any pupil with difficulty earynough. Similarly, in Bahamas, Cambridge-Johnsamtét-
Johnson and Newton (2014) found out that most efttfachers collectively agreed that they were taeepo
teaching students with various disabilities in irsiVe setting. In addition, Kafonogo and Bali (2Dpi8search
found out that 40% of teachers had adequate kn@@lbdw to adapt teaching to the differing learrsbgdes’,
30% had moderate knowledge, 7% was undecided, 2@timited and only 1% had no knowledge.

It was also clear that 199 (64.4%) of teachers ywa&mediated learning problems of learners with D
structuring the learning environment to suit thededs. This statement was highly supported by riyajof
teachers in the county (M=4.51 and SD=0.76). Thisrs that teachers always made learning environindue
conducive and supportive for learners with learndtigabilities. This finding is exemplified by Weeland
Erradu (2013) who found out that in instances wheaeners could not be able to write down theipoeses;
teachers accepted them to use oral and pictorsploresses, as well as signs and charts to commurticeite
answers. In Nigeria, Adebowale and Moye (2013)distaed that teachers placed learners with poossgyd in
vantage position to enable them see the chalk boagic board and located learners with mild hearing
impairments close to the teacher’s seat (in frdnthe class). Even in Kenya, Gateru (2010) found that
teachers accommodated individual differences antbaedearners through identification of a preferstgle of
teaching by providing instruction and directiontlie preferred style or teaching in a multi-sendashion that
stimulated both auditory and visual perception.

Research findings also showed that 200 (64.7%yathers agreed that they always collaborated \niir t
colleagues to support learners with LD. The findsuggest that most teachers always (M=4.51 and $B¥0
worked with their colleagues to support learnerghviearning disabilities in their schools. Thishkiecause,
learners with learning disabilities in upper prignare taught by different subject teachers ang éssential that
all teachers are aware of the pupils so that tlaeyimplement necessary strategies to assist inldshing. The
result shows that most teachers provide suppotined] to assist learners with learning disabiliiegpublic
primary schools in Trans-Nzoia County. Resultsiaragreement with the study conducted by Dukmak 820
who found that teachers showed supportive attittm@ards inclusion. Similarly, majority of respomte (80%)
in Ali, Mustapha and Jelas (2006) study in Malaysjaeed that the collaboration between the spediatation
teachers and regular teachers was vital in theemehtation of the inclusive program. The findinge &
contrast with Robuck (2009) who found out that imement of psychologist or any other educationglpsut
service practitioner (teachers in this case) wasfaund to be popular among the teachers who p@atied in
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the study. Otherwise, Robuck suggested that teaatmrld successfully reduce or eliminate a chittifficult
behavior with a simple change in the way they presdormation, provide assistance, or alter the e child
can demonstrate performance of academic tasks.dvergthe researcher in Figure 1 shows the sumethris
result for teachers support for learner with leagnilisabilities.

Teachers Support for Learners with LD

0.6% 5.5%

m Rarely
35.0% ® Sometimes
u Often

58.9% = Always

Figure 1 Teachers Support for Learners with LD (TSLLD)

Result from Figure 1 show that most 182 (58.9%)texdchers always supported learners with learning
disabilities, 108 (35.0%) often supported, 17 (5.5%metimes supported and 2 (0.6%) rarely suppdetethers
with LD in their class. The findings therefore shalat teachers always supported learners with ilegrn
disabilities in Tran-Nzoia Sub County. The studydfhgs coincides with Weeks and Erradu (2013) whmd
out that teachers in South African schools provitiggh levels of support to foundation-phase leaangho
experienced severe intellectual barriers to learnin addition, EI-Gamelen and El-Zeftawy (20153earch in
Egypt found out that majority of the teachers imatiand urban areas allowed active participatiothefchild,
creating cooperative atmosphere, speaking slovdarky, and naturally, pre-planning lessons, arghiiying
strength and weak points of learners. Even in Ke@®gaeru (2010) established that the teachersritathalised
inclusive education as they are able to accommatiatg@upils with LD. These are teaching stratetlies can
be used when teaching students with learning disabi

Teachers Support for Learners with LD and Inclusionin Primary School

The research question (What are the support sieastethat teachers use to assist learners with itearn
disabilities in public primary schools in Trans-Nz&ounty?) sought to establish the support stredéegachers’
use to assist learners with LD in public primarhaals in Trans-Nzoia County. The researcher caedla
combined scores for the two variables and resvétgjaven in Table 3.

Table 3 Teachers Support for Learners with LD and hclusion in Primary School

TSLLD INC
TSLLD Pearson Correlation 1 AB2%*
Sig. (2-tailed) .004
N 309 309
INC Pearson Correlation A62%* 1
Sig. (2-tailed) .004
N 309 309

** Correlation is significant at the 0.01 level (2-tailed).

Key: TSLLD-Teacher Support of Learners with LeaghDisabilities and INC-Inclusion
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Table 3 shows that there exist significant positiegfationship (r=0.462 and p=0.04) between teashpport for
learners with LD and inclusion in public primaryhsols in Trans-Nzoia County. However, the relatiops
appears to be weak positive (less tha@.5) which implies that teachers support for leasrwith LD has not
increased inclusion of these learners in their stshoThe findings coincides with Saravanabhavan and
Saravanabhavan (2010) research in India which fourdthat teachers were unable to develop apprepria
teaching strategies since they lacked preparatioraiious instructional models and differentiatadtiuction.
This therefore suggests that teachers need to iragteir support for learners with LD so that irgstin can be
high (effective). Therefore, the study has found that teachers were providing various supportisesvto
learners in their classrooms as part of assistiegitto learn without any challenges. However, theetation
results between supports that teachers provideihabasion of learners with LD in public primary sudis in
Trans-Nzoia County was on average. This implie$ thachers need to be at the forefront in impleimgnt
inclusion policy in classrooms.

How Teachers Assist Learners with Learning Disabities in Classroom
The teachers were also asked to indicate waysdhradnich they supported learners with learning ldigees in
their classroom in the interview. Teacher No. 1 $hae following:
Those with LD are made to sit on classroom froiskde
Another Teacher No. 3 indicated that to assishie@ with LD they:
Give them less challenging activities, having mtinge (extra) with these children to help them
improve
The above responses by teachers’ shows that tesaather have identified learners with LD allow thewonsit at
the front while others provide them with easiek&® help them improve and understand conceptiugity.

It is important for all stakeholders within the ech to be informed on the need to integrate alfress
irrespective of their disability status in the cla®m. In the interview, the respondents were asket they had
done to sensitise other teachers on learning digadbin their schools. Teacher No. 8 who said:tha

| have encouraged the teachers to embrace thedndiveducation programme where they single

out and help the individual learner.
In addition, Teacher No. 10 remarked that:

Holding seminars and INSETSs regularly
The findings by teachers agree with head teachws @dequate awareness and sensitisation is doa# to
stakeholders on the need to support learners viltinltheir schools. The results are supported bieGa2010)
who found out that teachers got inducted by thelteacher who had the knowledge on special neads#&dn.
Some schools supported teachers through invitatisisitors who gave insights on how to handle heas with
LD in schools.

Through focus group discussion, the researchersmaght to know how teachers understood the prevalef
learners with LD in their classrooms. According tteeir responses, majority agreed that the prevalenc
(proportion) of learners with LD in their classeassigh. This is in agreement with Cortiella andrdwdiz
(2014) who estimated that there were 2.4 millioildcen with learning disabilities in American publschools.
Similarly, Australian People with Learning Disabés (2015) estimated that there were at least &@ent
Australian children who were struggling with leargidisabilities. After the participants in FGDs oejed that
there was high proportion of learners with LD irithclasses, the researcher enquired from them thew
provided support to assist these learners to |€dra.teachers said that in schools which had fewenber of
teachers, they used peer teaching approach toesttablearners with LD learn in groups and dis¢agether
with peers. Other teachers said that they sometimsed follow up activities of what they had taugtitile
others mentioned that they used various methoccadhing to ensure that no one was left behind tirou
remedial classes. It was also mentioned in theud&on that teachers cooperated with each othenaiters
concerning their pupils’ abilities as they lookadt fvays of assisting them. The teachers also disclisiow
inclusion of learners with learning disabilities svaracticed in public primary schools in Trans-NzGiounty.
During the discussion, it emerged that varioustatfias were practiced at class and school leveénsare that
inclusion of learners with LD was effective. Howevenajority of the teachers had no specific methotis
inclusion for learners with LD in their classes.r fostance, they reported that they relied on taiadl error
methods for inclusion of learners with LD in thelasses. Moreover, others mentioned that they tgar@ers
with LD leadership roles for inclusive purposes letothers mentioned that they encouraged thesadesato
work hard by giving them positive reinforcementefdeack) regularly in class. Some teachers said ftrat
inclusion purposes, they had to be patient andititteto these learners.
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Conclusions and Recommendations

It was found out that 64.7% of teachers always etippd learners with LD through collaboration witieir
colleagues. This was also evident during intervawl focus group discussions where some of themtkatd
they involved other teachers in trying to help teas with LD in their classrooms/schools. Reseagshilts also
revealed that 64.4% of teachers always remediaaching problems of learners with LD through studcig
learning environment to suit their needs. Thisasduse learners with LD require extra attentiotraesupport
and additional motivation to ensure that they aghigeir learning goals in an inclusive settingspite teachers
indicating to be aware of the support needed famiers with learning disabilities, this was notuatly the case
in public schools. Since, only 58.6% of teachersorted that they always used several support giesteo
educate and support learners with LD in inclusigeoation. The lack of regular support was citeddachers
during interview due to high learner: teacher raitiereased workload, lack of adequate facilitilagsroom),
lack of necessary instructional resources (humah raaterial) and less parental support. Compositeesc
revealed that 58.9% of teachers were aware oftppast needed by learners with LD, but this did tnahslate
to actual support. However, during interview, thadhers mentioned that the support given was nathigher
degree. This is against the tenets of ZPD whichoeates that learners should be assisted with a more
knowledgeable person to complete a task. Therefeaghers have to be mediators in inclusion ofhlear with
special needs to ensure that they attain their pbmeoximal development. In recommendations, theneeed
for teachers to provide IEPs as an inclusive peadt all schools. Teachers also need to look firodtunities
for further training on issues related with incligsieducation and learning disability. Teachers alsed to
ensure that they work as a team with other stakielslin helping learners with learning disabilitiastheir
schools.
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